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Abstract                                                                     

Background/purpose. As urban classrooms in Thailand become 
increasingly multicultural due to migration and social change, teachers 
face growing challenges in fostering inclusion and cultural 
understanding among students. This study examined how the 
integration of the School as Learning Communities (SLC) model and 
Psychological Capital (PsyCap) can enhance teachers’ instructional 
competencies and promote students’ understanding of cultural 
diversity in Thailand’s urban school systems. 

Materials/methods. A sequential exploratory mixed methods design 
was employed. In Phase 1, qualitative data were collected from 20 
teachers in Bangkok to co-develop a professional development 
program. Phase 2 involved a quasi-experimental study with 300 upper-
primary students to evaluate the program’s effectiveness. 

Results. Teachers’ instructional competencies significantly surpassed 
the quality benchmark across four dimensions: learning activity design, 
instructional delivery, media selection, and assessment. Students also 
demonstrated significant improvement in understanding cultural 
diversity across five dimensions: gender, ethnicity, religion, social class, 
and inclusion of individuals with special needs (Wilks’ Lambda = .28, F(5, 
295) = 148.68, p < .001, η² = .72). 

Conclusion. The study highlights the potential of combining 
collaborative professional learning models with psychological 
empowerment to foster inclusive teaching practices. Limitations 
include the single urban context and reliance on self-reported teacher 
competencies, which may limit generalizability. Future research should 
extend to rural and cross-cultural settings with longitudinal follow-up. 
In practice, embedding PsyCap development within professional 
learning communities can support equity-driven instruction and inform 
teacher-training policies that advance inclusion in diverse classrooms 
worldwide. 
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1. Introduction 

In the 21st century, education systems worldwide face mounting challenges in fostering inclusive 
and culturally responsive classrooms, particularly in urban and multicultural societies (Brown et al., 
2022). As global migration accelerates in the post-COVID era, major cities are experiencing rapid 
demographic shifts—driven by displacement, economic migration, and border re-openings—that 
have intensified cultural diversity (UN-Habitat, 2022). These transformations require educators not 
only to navigate linguistic and cultural plurality but also to respond to students' increasing social and 
emotional needs from marginalized backgrounds. 

Despite widespread reforms in teacher training, existing approaches to inclusive education 
remain fragmented and insufficient (Oswal et al., 2025). Many professional development initiatives 
continue to emphasize cognitive or content-based competencies, often neglecting the psychological 
and emotional demands teachers face in high-diversity contexts (Mendoza & Heymann, 2024). 
Recent research has revealed that cultural diversity in schools, while enriching, also presents 
significant stressors for educators. For instance, teachers working in multicultural settings frequently 
report heightened levels of stress and emotional exhaustion, often stemming from challenges related 
to communication barriers, value conflicts, and a lack of institutional support (Glock et al., 2019). 
Studies show that teachers’ multicultural efficacy beliefs, along with their perceptions of inclusive 
school policies and climate, are closely associated with burnout and mental well-being (Chahar 
Mahali et al., 2024; Dubbeld et al., 2019). These findings highlight the need for integrated teacher 
development strategies that strengthen both instructional competence and psychological resources 
to meet the demands of increasingly diverse classrooms. 

Bangkok exemplifies these challenges. As a rapidly expanding economic and migration hub, the 
city has seen a significant rise in the number of non-Thai students and children of migrant workers, 
particularly from Cambodia, Laos, Myanmar, and Vietnam (Bhula-or, 2021; United Nations Network 
on Migration in Thailand, 2024). The city’s classrooms reflect a microcosm of regional diversity, where 
teachers are expected to ensure equity and engagement across language barriers, socioeconomic 
divides, and cultural traditions (Arphattananon, 2022; Peungcharoenkun & Waluyo, 2024). In such a 
dynamic setting, developing teacher competencies that support cultural inclusion is not merely 
desirable—it is essential for educational equity. 

One promising framework for cultivating inclusive teaching is the School as Learning 
Communities (SLC) model (Sato, 2019), which promotes continuous professional development 
through democratic collaboration, peer reflection, and shared pedagogical practice. SLC enables 
teachers to co-construct context-responsive strategies that honor student diversity and foster 
inclusive learning environments (García-Carrión et al., 2020; Kougioumtzis & Patriksson, 2009). Its 
ethos of collective inquiry and professional dialogue provides fertile ground for teachers to refine 
culturally responsive teaching grounded in equity and belonging (Moreno-Medrano, 2024; Veepion 
et al., 2025; Zubiri-Esnaola et al., 2020). 

However, several recent studies have reported mixed results regarding the effectiveness of 
inclusion-focused programs. For example, Hogan et al. (2025) found that while short-term 
professional development significantly improved educators’ knowledge and attitudes toward 
inclusion, it did not lead to statistically significant improvements in classroom strategy 
implementation—indicating the need for more sustained and intensive training models. Similarly, 
Wong (2025) revealed that although teachers actively sought practical tools for managing culturally 
diverse classrooms, they often overlooked the deeper, reflective dimensions of multicultural 
education, particularly those related to social justice, critical consciousness, and systemic 
transformation. These findings highlight a persistent gap in current inclusion initiatives: many fail to 
equip educators with the internal psychological resources necessary to maintain inclusive practices 
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under real-world pressures. Without such support, even well-intentioned efforts may falter when 
educators encounter fatigue, self-doubt, or resistance from institutional structures (Aalto et al., 
2024). 

In parallel, the concept of Psychological Capital (PsyCap)—which comprises self-efficacy, 
optimism, hope, and resilience—is grounded in Positive Organizational Behavior (POB) theory 
(Luthans et al., 2007). POB emphasizes the development of measurable, improvable psychological 
resources that enhance human functioning. Within educational contexts, PsyCap enables teachers to 
maintain emotional stability, remain adaptable, and sustain inclusive mindsets even under complex 
and stressful conditions (Zhao & You, 2021; Zhou et al., 2024). Teachers with strong PsyCap are better 
equipped to manage classroom tensions, address implicit bias, and model resilience for their students 
(Huang & Wang, 2021; Shi & Sin, 2024). 

This study proposes that the SLC environment can catalyze the development of PsyCap. Peer 
feedback, shared goals, and collective problem-solving within SLCs create enabling conditions for 
cultivating self-efficacy (via mastery and vicarious experiences), hope (through collaborative goal 
setting), resilience (via social support), and optimism (by reinforcing positive future orientations) 
(Christensen & Jerrim, 2025; Daspit et al., 2015; Zhang et al., 2024). Thus, this research introduces a 
novel, integrated framework in which SLC promotes PsyCap, PsyCap enhances teacher instructional 
competency, and competent teachers foster student cultural understanding. This theoretical linkage 
has been largely absent in multicultural education research. 

Theoretically, the SLC model provides social and structural conditions—such as shared reflection, 
peer dialogue, and collaborative inquiry—that help teachers cultivate PsyCap resources of hope, 
optimism, self-efficacy, and resilience (Dehghani et al., 2025; Tobin et al., 2024). In turn, strong 
PsyCap enhances teachers’ engagement in collective learning, adaptability, and inclusive classroom 
practices (Shi & Sin, 2024). Integrating these frameworks creates a reciprocal cycle between 
professional collaboration and psychological growth. This integration is especially relevant in 
Southeast Asian contexts such as Thailand, where educational cultures emphasize collectivism, 
relational harmony, and community-based learning (Srisawad & Ounvichit, 2016; Suavansri et al., 
2022). Collaborative models like SLC align with Thai teachers’ shared sense of responsibility and 
mutual support, while PsyCap development complements national priorities for teacher resilience, 
well-being, and inclusive pedagogy (Phusavat et al., 2025; Thi Ha & Rodrigo, 2024). Collectively, these 
perspectives position the SLC–PsyCap integration as a culturally responsive approach to teacher 
development in Thailand and the broader Southeast Asian region. 

To address these gaps, this study adopts a sequential exploratory mixed-methods design, ideally 
suited to developing and evaluating complex educational interventions. This approach was essential, 
as the initial qualitative phase captured teachers’ lived experiences in culturally diverse classrooms, 
directly informing the design of a tailored professional development program. Unlike purely 
quantitative or concurrent designs, this structure ensured that the intervention was contextually 
grounded before testing its effectiveness. Alternative designs, such as experimental or cross-
sectional studies, would have lacked the formative depth needed to co-construct meaningful 
strategies and may have overlooked the psychological and pedagogical dimensions of teacher 
empowerment. The subsequent quasi-experimental phase provided a rigorous assessment of the 
program’s impact on students’ understanding of cultural diversity. By integrating qualitative insight 
with quantitative validation, this design offers a robust, scalable model of teacher empowerment 
grounded in both pedagogical collaboration and psychological resources, with clear implications for 
inclusive education across diverse global contexts. 

Despite growing interest in inclusive education, few studies have systematically examined how 
integrating SLC and PsyCap can jointly enhance teachers’ cultural responsiveness and students’ 
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intercultural understanding. This study uniquely contributes to the literature by developing and 
empirically testing a holistic framework that links collaborative professional learning with teachers’ 
psychological empowerment in multicultural contexts. By bridging organizational and positive 
psychological perspectives, this research provides new insights into how teacher development can 
simultaneously strengthen instructional practice and resilience in culturally diverse classrooms. 

2. Methods 

2.1. Research Design

This study employed a sequential, exploratory, mixed-methods research design, integrating 
qualitative and experimental approaches. It was conducted in two phases: first, a qualitative 
approach was used to develop a structured teacher development program, followed by an 
experimental study to evaluate its effectiveness. 

3. Phase 1: Development of a Teacher Development Program 

3.1. Key Informants

To obtain rich qualitative insights, 20 key informants were selected through purposive sampling, 
consisting of teachers from Bangkok Metropolitan schools. The inclusion criteria for teacher selection 
were as follows: (1) current employment as teachers in a school under the jurisdiction of the Bangkok 
Metropolitan Administration; (2) teaching at the upper primary level (Grades 4–6) or instructing 
subjects within the social studies, religion, culture, local studies, Thai language, or English language 
domains, with cultural relevance; (3) prior experience teaching students from culturally diverse 
backgrounds; and (4) teaching in a school that fosters global citizenship or promotes a "metropolitan 
learner" identity, demonstrating an understanding of Bangkok's multicultural context. Teachers who 
were unwilling to participate or did not meet the study’s requirements were excluded. 

3.2. Data Collection 

The development of the teacher development program followed an iterative process. Initially, 
the researchers designed a draft intervention, which was refined through focus group discussions. 
These discussions explored key aspects of the program’s content and its applicability in culturally 
diverse classrooms. Each focus group consisted of five teachers and covered topics such as student 
learning conditions in Bangkok's diverse educational settings, strategies and techniques for managing 
culturally diverse classrooms, and preparations and instructional adjustments needed to foster 
inclusivity. The insights gained were used to revise and enhance the program’s content and structure. 
To ensure comprehensive data collection, research assistants took detailed field notes and audio-
recorded each discussion. Data collection continued until saturation was reached, meaning no new 
themes or insights emerged. 

3.3. Data Analysis

The focus group discussions were transcribed verbatim and translated into text for analysis. 
Content analysis was performed by two independent researchers to identify recurring themes and 
sub-themes, capturing teachers’ perspectives on managing culturally diverse classrooms. The initial 
themes were systematically reviewed and refined by the research team to ensure clarity and 
alignment with the study’s objectives. The research team engaged in reflective discussions to validate 
and finalize the key themes, ensuring consistency and coherence with the study’s framework. 
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4. Phase 2: Investigation of the Effectiveness of the Program 

4.1. Study Design and Samples

A quasi-experimental pre-test and post-test design was employed to evaluate the effectiveness 
of the program in enhancing students’ understanding of cultural diversity. The sample was drawn 
from schools under the Bangkok Metropolitan Administration. In the first stage, schools were 
stratified by location—urban, suburban, and peripheral areas—to ensure representation across 
diverse educational contexts and student demographics. Within each stratum, 18 schools were 
randomly selected using stratified random sampling to maintain geographic and socio-economic 
balance. In the second stage, purposive sampling was used to select student participants within these 
schools. Specifically, 15 students were selected from each of 16 schools, and 30 from the remaining 
2 schools, for a total sample of 300 students. The larger samples from the latter schools were 
intentionally selected for their higher levels of cultural diversity, enabling a more in-depth assessment 
of the program's impact.  

The sample size was determined based on both pedagogical considerations and statistical power 
analysis. From an instructional design perspective, a student–teacher ratio of 15:1 was established 
to ensure personalized instruction, close supervision, and meaningful engagement with cultural 
diversity content (Khor & Mutthulakshmi, 2024). Accordingly, one teacher was assigned for every 15 
students, and two teachers were allocated in classrooms of 30 students to maintain instructional 
quality. This pedagogical structure guided the sample composition. 

In addition, a priori power analysis was conducted using G*Power (version 3.1.9.7) for a 
repeated-measures MANOVA (within factors), assuming a medium effect size (f = 0.15), an alpha level 
of .05, and a statistical power of .80. The analysis indicated that a minimum of 145 participants was 
required to detect statistically significant effects. The final sample size of 300 students not only 
aligned with classroom implementation needs but also exceeded the statistical requirements, 
ensuring adequate power to evaluate the program's effectiveness in promoting students' 
understanding of cultural diversity. 

The inclusion criteria were: (1) enrollment in a school governed by the Bangkok Metropolitan 
Administration, (2) placement in the upper primary level (Grades 4–6), (3) membership in a culturally 
diverse peer group, and (4) attendance at a school that fosters a global citizenship perspective or a 
"metropolitan learner" identity. Students were excluded if they or their guardians declined to provide 
consent. 

4.2. Intervention

Findings from the qualitative study informed the development of a structured teacher 
development program. This program integrated the School as Learning Communities (SLC) approach 
and Psychological Capital (PsyCap) to enhance teachers’ instructional competencies and improve 
students’ understanding of cultural diversity.  

The program was designed to strengthen teachers' instructional competencies by incorporating 
PsyCap, which includes hope, self-efficacy, resilience, and optimism (Luthans et al., 2007). Enhancing 
these psychological attributes helps teachers navigate diverse classrooms, foster student 
engagement, and create inclusive learning environments. The SLC framework was central to this 
approach, emphasizing collaborative learning, shared decision-making, and reflective teaching 
practices. 

During the initial phase, teachers participated in goal-setting exercises to develop hope, defining 
clear learning objectives and identifying multiple strategies to achieve them. Self-efficacy was 
enhanced through collaborative professional learning communities, where teachers exchanged 
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strategies and gained confidence in implementing culturally responsive pedagogy. Resilience was 
fostered through scenario-based training, enabling teachers to anticipate classroom challenges and 
develop proactive solutions. Optimism was encouraged by promoting a growth-oriented mindset, 
emphasizing that teaching challenges are opportunities for professional development rather than 
obstacles. 

As teachers implemented the program, they continuously adapted instructional techniques 
based on student progress. Self-efficacy was further reinforced as teachers observed the positive 
impact of their adapted methods on student engagement and learning outcomes. Resilience was 
critical in addressing challenges such as disengagement and cultural misunderstandings, requiring 
teachers to adjust their strategies dynamically. Optimism was cultivated by celebrating incremental 
successes and focusing on long-term student development rather than immediate setbacks. 

Structured reflection sessions played a vital role in reinforcing PsyCap. Teachers engaged in 
learning circles, peer mentoring, and collaborative discussions to assess their instructional practices. 
Hope was maintained by recognizing progress, while self-efficacy grew as teachers gained confidence 
in their ability to refine teaching methods. Resilience was strengthened through critical reflection, 
allowing teachers to learn from setbacks and devise improvement strategies. Optimism was fostered 
by adopting a solution-focused approach to future teaching challenges. 

To ensure ongoing professional growth, the program incorporated mentoring and coaching 
systems. Teachers received guidance on career development, constructive feedback, and peer 
support to reinforce self-efficacy. Resilience was built through emotional support and stress-
management strategies, equipping teachers to navigate the complexities of diverse classrooms. The 
SLC framework institutionalized these practices, ensuring that collaborative learning structures were 
sustained beyond the intervention. 

Following teacher training, educators designed interactive activities to enhance students’ 
understanding of cultural diversity. These activities employed experiential learning techniques to 
foster critical thinking, empathy, and cultural awareness. Teachers collaborated to refine lesson 
plans, co-teach, and reflect on student engagement and outcomes within the SLC framework. 

Key activities included "Hello ASEAN," where students practiced greetings in ASEAN languages 
through card games and pronunciation exercises to enhance their appreciation of regional cultural 
diversity. "Thai and ASEAN Cultures" engaged students in comparing food, traditions, and religious 
practices, fostering cross-cultural understanding. "Different but Alike" challenged students to 
reconsider biases through a decision-making exercise that revealed the identities of globally 
recognized figures after they had been judged solely on appearance. "A World of Peace" encouraged 
students to explore the meaning of peace across cultures by analyzing word translations and creating 
visual representations of peaceful and non-peaceful environments. "Different but United" examined 
gender and sexual diversity through case studies, reinforcing the importance of inclusion. Finally, "To 
a Special Friend" used role-playing exercises to foster empathy for individuals with disabilities, 
prompting students to brainstorm ways to promote inclusivity in their communities. 

By integrating these structured activities into classroom instruction, the program systematically 
fostered cultural awareness and appreciation. The combination of experiential learning, collaborative 
discussions, and critical reflection allowed students to develop empathy, challenge biases, and 
embrace diversity. The inclusion of varied learning strategies ensured engagement across different 
learning styles, making the approach effective in promoting cultural understanding. The SLC 
framework reinforced these efforts by ensuring that diversity education was not treated as an 
isolated set of lessons but rather as an ongoing, integrated process within the school culture. 
Teachers and students worked collaboratively in a learning community that valued inclusion, 
dialogue, and shared responsibility for fostering a multicultural perspective. 
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Through this intervention, both teachers and students gained essential competencies for 
navigating diverse social environments, reinforcing the role of education in fostering inclusivity and 
social cohesion. The integration of positive psychological capital with the SLC approach ensured that 
professional growth was not only about technical skill development but also about fostering 
resilience, hope, and collaboration in the school community. As a result, teachers emerged as 
confident facilitators of multicultural education, while students developed the attitudes and skills 
necessary for global citizenship. 

4.3. Teacher Competency Assessment

Teacher competency was measured using a structured reflection tool designed to assess 
instructional effectiveness across four key dimensions: learning activity design, instructional delivery, 
instructional media selection, and assessment and evaluation. The tool was developed based on a 
review of relevant literature (Abuhassna & Alnawajha, 2023), including the competency assessment 
framework by Boysen et al. (2015), and utilized a rubric with three levels, ranging from 0 (Needs 
Improvement) to 3 (Excellent). 

Content validity was established through expert review by three specialists in teacher 
competency assessment. Experts evaluated the appropriateness, clarity, and relevance of the 
assessment criteria using a 4-point Likert scale, where scores ranged from 1 (Least Appropriate) to 4 
(Most Appropriate). The content validity assessment yielded a mean score of 3.67 (SD = 0.27), 
indicating high appropriateness. 

4.4. Cultural Diversity Understanding Assessment 

Students’ understanding of cultural diversity was measured using a multiple-choice test 
developed from a review of relevant literature (Agarwal-Rangnath, 2013; Banks, 2019). The 
assessment examined five key dimensions —gender identity, sexual orientation, race and religion, 
social class, and individuals with special needs —each with five items (25 items total). The test utilized 
real-life scenarios, and each response was assigned a specific score.  

Content validity was established through expert review by three specialists in cultural diversity 
education, with an Index of Objective Congruency (IOC) ranging from 0.67 to 1.00, indicating 
satisfactory content validity (Rovinelli & Hambleton, 1977). The assessment was pilot-tested on 30 
students demographically similar to the target sample. Item analysis confirmed adequate 
measurement quality, with difficulty levels ranging from 0.48 to 0.78 (moderate to slightly easy) and 
discrimination indices ranging from 0.23 to 0.69 (moderate to high). The test's reliability was 
confirmed with a Cronbach’s alpha of 0.89, indicating strong internal consistency. Higher scores 
reflected a greater understanding of cultural diversity. 

4.5. Data Collection Procedure

Data were collected in two phases—pre-test and post-test—to measure students’ understanding 
of cultural diversity before and after the intervention. Prior to data collection, informed consent was 
obtained from students and their guardians to ensure ethical compliance. At the pre-test stage, 
students completed the cultural diversity understanding assessment to establish baseline knowledge. 
The intervention program was then delivered over a designated period, incorporating activities 
grounded in the SLC framework and PsyCap principles. Upon completion, students took the post-test 
to assess changes in their understanding. Standardized administration procedures were followed, 
with trained research assistants monitoring data collection to ensure consistency. Missing or 
incomplete responses were reviewed for quality assurance. 

The Human Research Ethics Committee granted ethical approval for this study. Students under 
18 years of age are required to obtain parental or guardian consent in addition to their own assent. 
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The consent forms outlined the study’s objectives, the voluntary nature of participation, and the right 
to withdraw at any time without consequences. Confidentiality and data security measures were 
strictly adhered to in accordance with ethical guidelines for human research. 

4.6. Data Analysis

Due to the small teacher sample size and non-normal data distribution, a one-sample Wilcoxon 
signed-rank test compared post-test competency scores against the quality criterion defined by 
Boysen et al. (2015) to determine whether the median score exceeded the benchmark. Repeated 
measures MANOVA was employed to evaluate the intervention’s effectiveness across multiple 
dimensions of cultural diversity understanding. Descriptive statistics, including means and standard 
deviations, summarized pre-test and post-test scores. Wilks’ Lambda was used to assess overall 
multivariate effects, with partial eta squared (η²) reported to determine effect sizes. A follow-up 
univariate ANOVA was conducted for each dimension to examine specific areas of improvement. 
Bonferroni-adjusted post-hoc comparisons identified statistically significant differences between 
pre-test and post-test scores. Statistical significance was set at p < .05. 

We report how we determined our sample size, all data exclusions, all manipulations, and all 
measures in the study, and the study in accordance with the Journal Article Reporting Standards 
(JARS; Appelbaum et al., 2018). Materials and analysis code for this study are available by emailing 
the corresponding author. Data were analyzed using SPSS, version 26.0. This study’s design and its 
analysis were not pre-registered. 

Text editing and English grammar revision were supported using ChatGPT, a large language 
model developed by OpenAI (2024). No content was generated or analyzed beyond linguistic 
refinement. 

5. Results 

5.1. Qualitative Findings: Teachers’ Experiences in Culturally Diverse Classrooms

The findings revealed four key themes regarding teachers’ experiences in managing culturally 
diverse classrooms:  challenges in diverse classrooms, the role of teachers in fostering inclusivity, 
effective learning approaches, and school-community engagement in promoting cultural diversity. 
Table 1 summarizes these themes and sub-themes. 

Theme 1: Challenges in Culturally Diverse Classrooms 

Teachers identified socioeconomic difficulties and cultural conflicts as major challenges. Many 
students from low-income families face unstable home environments and financial constraints, which 
hinder academic progress. Teachers often extend their roles beyond instruction, providing emotional 
and financial support to struggling students. Cultural differences also lead to social exclusion and 
conflict, particularly in group activities. Misunderstandings about language, traditions, and customs 
can lead to teasing and discrimination, creating a negative classroom atmosphere that affects 
learning. 

Theme 2: Teachers' Role in Fostering Inclusive Classrooms 

Teachers emphasized adaptive teaching strategies and a positive mindset as essential for 
inclusivity. They integrate cultural diversity into lessons through real-life scenarios and interactive 
activities to foster understanding and acceptance. Beyond instructional approaches, teachers 
highlighted the impact of their own attitudes on classroom dynamics. An open-minded, bias-free 
perspective fosters trust, respect, and engagement, reinforcing inclusivity. 

Theme 3: Effective Learning Approaches for Culturally Diverse Students 
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Teachers identified active learning and peer collaboration as effective strategies. Storytelling, 
role-playing, and real-life case studies enhance student engagement and cultural awareness by 
making learning more relatable. Collaborative learning also helps reduce cultural biases and build 
mutual respect. Structured peer interactions encourage students to learn from diverse perspectives 
and challenge stereotypes, promoting social cohesion in the classroom. 

Theme 4: School and Community Engagement in Cultural Inclusion 

Teachers stressed the role of parental involvement and school policies in fostering an inclusive 
culture. Parents significantly shape children's attitudes toward diversity, yet some hold biases that 
affect students' perceptions. Engaging families through workshops, multicultural events, and 
discussions was recommended to promote inclusivity at home and school. Institutional policies 
supporting multicultural education were also seen as essential. Teachers advocated for clear 
guidelines, cultural exchange activities, and diversity-focused curricula to sustain an inclusive learning 
environment. 

5.2. Quantitative Findings: Effectiveness of the Teacher Development Program

The study included a total of 300 students from Bangkok Metropolitan schools. These students 
were taught by 20 teachers. The student sample comprised 144 male students (48.0%) and 156 
female students (52.0%), all enrolled in Grades 4 to 6, with an equal distribution of 100 students per 
grade level. 

The one-sample Wilcoxon signed-rank tests showed that teachers who participated in the 
program demonstrated significantly higher instructional competency scores across all dimensions 
compared to the predetermined quality benchmark (Level 2). Median scores in each area reached 
Level 3, reflecting a high level of instructional quality. Competency in learning activity design (z = 4.12, 
p < .01), instructional delivery (z = 3.74, p < .01), instructional media selection (z = 3.88, p < .01), and 
assessment and evaluation (z = 3.74, p < .01) all significantly exceeded the benchmark. 

A repeated measures MANOVA was conducted to assess the overall impact of the intervention 
on students' understanding of cultural diversity. The results indicated a significant multivariate effect, 
Wilks’ Lambda = .28, F(5, 295) = 148.68, p < .01, η² = .72, suggesting that the intervention had a strong 
impact (η² > .70) on improving students' cultural diversity understanding. Follow-up univariate ANOVA 
analyses revealed significant improvements across all five dimensions: Gender identity: F(1, 299) = 
331.99, p < .01, η² = .53; Sexual orientation: F(1, 299) = 522.32, p < .01, η² = .64; Race and religion: 
F(1, 299) = 487.71, p < .01, η² = .62; Social class: F(1, 299) = 542.61, p < .01, η² = .65; and Individuals 
with special needs: F(1, 299) = 490.88, p < .01, η² = .62. All dimensions demonstrated statistically 
significant improvements, with large effect sizes (η² > .50), indicating meaningful educational benefits 
from the intervention. Pairwise comparisons using Bonferroni adjustments confirmed significant 
improvements across all dimensions from pre-test to post-test (p < .01) (See Table 2). Students' 
understanding of cultural diversity—measures across gender identity, sexual orientation, race and 
religion, social class, and individuals with special needs—was significantly higher after the 
intervention compared to before, with statistical significance at the .05 level.  

5.3. Integration of Qualitative and Quantitative Findings

Integrating the qualitative and quantitative results offers a clearer understanding of how the 
teacher development program enhanced inclusive education practices. Qualitative findings showed 
that teachers faced challenges such as socioeconomic disparities, cultural conflicts, and limited 
parental involvement, yet adopted adaptive teaching, active learning, and school–community 
collaboration as effective strategies. These insights align with the quantitative results, which 
demonstrated significant improvements in teachers’ instructional competencies and students’ 
understanding of cultural diversity. 
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Teachers’ use of interactive and collaborative learning activities corresponded with the 
quantitative gains across all five dimensions of cultural diversity understanding. The development of 
self-efficacy and resilience through the SLC-based intervention also mirrored the higher instructional 
competency scores. Likewise, the emphasis on school–community engagement and inclusive 
mindsets supported the observed improvements in students’ empathy and acceptance. 

Overall, these findings confirm that integrating the SLC framework with PsyCap strengthened 
both pedagogical and psychological aspects of inclusion. Teachers’ reflective practices, peer 
collaboration, and enhanced PsyCap were key mechanisms driving the measurable improvements in 
cultural understanding among students. 

6.  Discussion 

The findings of this study provide strong evidence of the effectiveness of the intervention in 
enhancing students’ understanding of cultural diversity. By integrating teacher competency 
development, SLC, and PsyCap, the intervention significantly improved students’ awareness and 
comprehension of cultural diversity across multiple dimensions. These results offer critical theoretical 
and practical implications for multicultural education, teacher development, and policy strategies 
aimed at fostering inclusive learning environments. 

The substantial improvement in students’ cultural diversity understanding highlights the vital 
role of structured educational programs in fostering inclusivity and reducing biases. The findings 
suggest that when students critically engage with issues related to gender diversity, sexual 
orientation, race and religion, social class, and individuals with disabilities, they develop a more 
nuanced perspective on diversity, equity, and inclusion. This aligns with prior research highlighting 
the impact of culturally responsive education in shaping students’ attitudes and behaviors toward 
marginalized communities (Kim et al., 2024; Okoye-Johnson, 2011). Furthermore, the results are 
consistent with Schachner et al. (2021), who found that schools with a stronger cultural diversity 
climate—where students are exposed to diverse perspectives—experience lower levels of perceived 
discrimination and stronger intercultural relationships. These findings emphasize that promoting an 
inclusive school culture requires more than policy implementation; it requires continuous, structured 
engagement with diversity education. The success of this intervention demonstrates that providing 
structured learning experiences that encourage meaningful interactions and discussions can 
effectively shift students’ perspectives. 

A key factor contributing to the intervention’s effectiveness was its structured and 
multidimensional approach, which extends beyond knowledge acquisition to foster attitudinal and 
behavioral changes (Arruzza & Chau, 2021). The integration of teacher competency development, 
PsyCap reinforcement, and collaborative learning communities created a holistic educational 
experience that actively engaged both educators and students. This aligns with previous research 
emphasizing the need for skilled facilitators, resilient and adaptive educators, and an ongoing 
platform for dialogue and reflection in diversity education (Riedel et al., 2023; Semião et al., 2023). 
Notably, the emphasis on schools as learning communities—where teachers and students 
continuously engaged in discussions on diversity—proved to be a critical element. This model is 
consistent with the professional learning communities (PLC) framework, which has been shown to 
support teacher development and enhance student learning outcomes (Christensen & Jerrim, 2025; 
DuFour & Eaker, 1998). By embedding cultural diversity topics within these learning communities, 
the intervention ensured that diversity discussions were integrated into the broader educational 
framework rather than treated as isolated lessons. This approach encouraged both teachers and 
students to view cultural diversity as a central and ongoing aspect of their learning experience. 

The intervention’s integration of PsyCap was particularly significant. Teachers were not only 
trained to facilitate discussions on diversity but were also equipped with resilience, hope, optimism, 
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and self-efficacy—key psychological attributes that enabled them to navigate sensitive topics with 
confidence (Liu & Du, 2024). Previous research has demonstrated that teachers with higher levels of 
PsyCap are more effective in fostering inclusive classroom environments, supporting student 
engagement, and promoting open discussions on cultural differences (Shi & Sin, 2024; Zhao & You, 
2021). By strengthening teachers’ PsyCap, the program enhanced their ability to create supportive, 
inclusive learning spaces where students felt comfortable expressing their thoughts and engaging 
with diverse perspectives. Additionally, teachers with higher self-efficacy are more likely to create 
psychologically safe environments that encourage active student participation in diversity-related 
discussions (Emiru & Gedifew, 2024). This shift from passive learning to active engagement is crucial 
for deepening students’ understanding of multicultural issues and fostering meaningful 
conversations on diversity. 

While the overall results were positive, variations among teachers’ outcomes suggest that 
individual and contextual factors influenced the extent of program effectiveness. Teachers with 
higher baseline levels of PsyCap and longer teaching experience tended to facilitate more positive 
student growth, likely due to their stronger capacity for emotional regulation, adaptive reflection, 
and pedagogical flexibility (Shi & Sin, 2024; Zhou & Zheng, 2022). In contrast, less experienced 
teachers initially expressed lower confidence in managing culturally sensitive topics but 
demonstrated significant growth over time through peer mentoring and collaborative learning within 
the SLC framework (Karataş & Oral, 2015). Contextual conditions, such as supportive school 
leadership, open communication culture, and opportunities for co-teaching, also appeared to 
enhance program impact by fostering trust and sustained engagement (Ghamrawi et al., 2024; 
McTigue et al., 2023). These findings indicate that teacher-related psychological resources and 
school-level support mechanisms play a synergistic role in maximizing the outcomes of diversity-
focused interventions. 

This study highlights key implications for education and policy. First, it emphasizes integrating 
structured cultural diversity education into school curricula. Schools should move beyond general 
discussions on equality and incorporate hands-on learning that reflects real-world cultural dynamics. 
Interactive strategies such as role-playing, case studies, project-based learning, and cross-cultural 
exchanges can deepen engagement with issues of race, gender, religion, social class, and disability. 
Diversity education should be embedded across disciplines such as history, literature, the social 
sciences, and STEM for sustained reinforcement. Second, teacher training programs must prioritize 
multicultural education and equip educators with skills to lead diversity discussions. The findings 
highlight the importance of developing teachers’ PsyCap—including resilience, optimism, hope, and 
self-efficacy—through professional development. Teaching diversity can be emotionally and 
cognitively demanding, requiring educators to manage classroom conflicts, address sensitive topics, 
and challenge biases. Without adequate training, teachers may struggle to navigate these challenges, 
limiting diversity education’s effectiveness. Structured programs that enhance cultural competence, 
emotional resilience, and conflict resolution skills are essential for fostering inclusive classrooms. 
Third, long-term institutional support is necessary for diversity education, ensuring equitable learning 
experiences for all students. Rather than relying solely on individual teachers, schools should embed 
diversity education within policies and accountability frameworks. Accreditation standards could 
require schools to demonstrate how they integrate multicultural education into curricula. Ongoing 
evaluations should measure the impact of diversity initiatives and inform data-driven adjustments 
based on student feedback and research. Finally, policymakers should invest in teacher development, 
cross-cultural dialogue, and inclusive curriculum design to drive systemic change. Establishing 
regional or national diversity education centers could provide schools with resources, training, and 
best practices. These centers could serve as hubs for professional development and collaboration, 
equipping educators to address diversity-related challenges effectively. By implementing well-
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structured, sustainable policies, education systems can foster a lasting culture of inclusion, making 
diversity education a fundamental part of student learning. 

Although this study was conducted within the context of Bangkok's multicultural public schools, 
its implications extend well beyond the Thai education system. The integrated model—combining 
School as Learning Communities (SLC) with Psychological Capital (PsyCap)—offers a replicable and 
adaptable framework for inclusive education in urban multicultural settings globally. As cities across 
the world experience rising migration, cultural pluralism, and increasing classroom diversity, the need 
for teacher development programs that address both instructional skills and psychological resilience 
is becoming universal. Education systems in similarly diverse urban environments—whether in 
Southeast Asia, Europe, or North America—can benefit from adopting this model to build teacher 
capacity and enhance students’ cultural understanding. Future cross-national studies are encouraged 
to examine how this approach may be tailored and scaled across different cultural and policy 
contexts, contributing to broader global efforts toward educational equity and inclusion. 

7. Limitations and Future Research 

Despite the intervention’s success, several methodological and contextual challenges should be 
acknowledged. First, the absence of a control group limits the ability to attribute improvements in 
students’ cultural understanding solely to the intervention. Future research should incorporate 
randomized controlled or matched-group designs to enhance internal validity and confirm causal 
relationships between the intervention and observed outcomes. Second, the study was conducted 
exclusively in public schools within Bangkok, which may restrict the generalizability of the findings to 
other cultural and institutional contexts. Subsequent studies should replicate this model across 
diverse geographical regions and school types—including rural, private, and international schools—
to test its cross-cultural applicability and robustness. Third, the evaluation period was limited to 
short-term outcomes, capturing only immediate improvements. Future longitudinal studies should 
assess the durability of these effects by tracking students’ attitudes and behaviors toward cultural 
diversity months or years after program completion. Finally, contextual constraints such as time 
limitations and limited parent–school collaboration may have affected program consistency. Future 
research should explore strategies to strengthen school–family partnerships, allocate sufficient 
instructional time, and identify administrative supports that sustain multicultural education initiatives 
over the long term. 

8. Conclusions 

This study demonstrates that integrating teacher development, psychological capital, and school 
as learning communities can effectively enhance students’ understanding of cultural diversity. 
Beyond Bangkok, this framework offers valuable guidance for multicultural education systems 
worldwide, particularly in urban contexts shaped by migration and demographic change. The SLC–
PsyCap model provides a scalable approach to fostering teacher resilience, cultural competence, and 
inclusive pedagogy. Applying this model globally can strengthen educators’ capacity to create 
equitable learning environments and prepare students to thrive in diverse, interconnected societies. 
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Appendix I. 

Table 1. Key Themes and Sub-Themes from Teachers’ Perspectives on Managing Culturally Diverse 
Classrooms 

Key Themes Sub-Themes Illustrative Evidence 

1. Challenges in 
Culturally Diverse 
Classrooms 

- Socioeconomic difficulties 
affecting learning 

- Classroom conflicts due to 
cultural differences 

Teachers noted that financial hardship 
and unstable home environments hinder 
students’ progress, while cultural 
misunderstandings often lead to peer 
conflicts. 

2. Teachers’ Role in 
Fostering Inclusive 
Classrooms 

- Adaptive teaching 
strategies 

- Importance of teacher 
mindset 

Teachers emphasized the need to adjust 
lesson content to reflect diversity and 
adopt open-minded attitudes toward 
cultural differences. 

3. Effective Learning 
Approaches for 
Culturally Diverse 
Students 

- Active and interactive 
activities 

- Collaboration and peer 
learning 

Activities such as storytelling, role-
playing, and peer collaboration were seen 
as effective in promoting empathy and 
reducing bias. 

4. School and 
Community 
Engagement in 
Cultural Inclusion 

- Parental involvement  

- Supportive school policies 

Teachers highlighted the need for parent 
engagement and school policies that 
sustain multicultural education initiatives. 

 

Table 2. Pairwise Comparison of Students’ Cultural Diversity Understanding 

Cultural Diversity Understanding Mean Mean  

Difference 

SE p-value 

Pre-Test  Post-Test  

Gender Diversity 2.59 3.46 0.87 0.48 < .001 

Sexual Orientation 2.66 3.54 0.88 0.39 < .001 

Ethnicity and Religion 2.59 3.56 0.97 0.44 < .001 

Social Class 2.57 3.56 0.99 0.42 < .001 

Individuals with Special Needs 2.60 3.60 1.00 0.45 < .001 
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