The purpose of this study was to investigate the relationship between adolescent perceptions of teacher expectations on the dimensions of affect and teaching effort and their reported academic self-efficacy on the aspects of ability, context and effort from two middle schools.  Further, this study examined whether the level of trust adolescents have in their teacher mediates the relationship between their perceptions on the dimensions of teacher expectations, the aspects of academic self-efficacy and achievement.  

           The results of this study found that student ability and student effort have the most impact on academic achievement when trust is present in the environment.  Additionally, findings indicate adolescent trust in their teacher is closely related to teacher effort and teacher affect in the classroom,  illustrating that positive teacher effort and teacher affect in the classroom is important for students to develop trust in their teacher.  When the correlational analysis was conducted holding the trust variable constant, the relationships between teacher effort and affect, student effort and context, and student effort and ability were significant; however, they became less significant without the presence of trust mediating these relationships.	

	The results suggest that the presence of teacher affect in the classroom and student trust in their teacher is closely related to student academic self-efficacy.  This illustrates that positive teacher affect in the classroom and student trust in their teacher is important for students to develop a positive self-efficacy. Partial correlations were computed among the teacher expectation variables and self-efficacy holding constant the trust variable.  It appears that without student trust in their teacher, the teachers’ expectation behaviors communicated to the students have very little impact on their academic self-efficacy.  Moreover, these findings also supported previous studies which showed the strong relationships between student academic efficacy and achievement.  These results illustrate that teacher affect and trust impact student efficacy and, in turn, student efficacy influences students’ academic achievement in class.

[bookmark: _Toc258075579]Purpose of the Study
[bookmark: _GoBack]The purpose of this study was to investigate the relationship between adolescent perceptions of teacher expectations on the dimensions of affect, teaching effort and feedback, and their reported academic self-efficacy on the aspects of ability, context and effort from two middle schools.  Further, this study examined whether the level of trust adolescents have in their teacher mediates the relationship between their perceptions on the dimensions of teacher expectations, the aspects of academic self-efficacy and achievement.  Adolescent responses from different ethnicities, gender and achievement levels (high and low) were compared and analyzed on dimensions of teacher expectations and the aspects of academic self-efficacy. Additionally, this study investigated the influence of the dimensions of teacher expectations on the academic self-efficacy and achievement.  

	How did teacher expectations on the dimensions of affect, teaching effort and feedback, academic self efficacy on the aspects of ability, context and effort mediated by adolescent trust relate to academic achievement?

Theoretical Framework

Teacher Expectations

The Cooper’s (1979) Expectation Communication Model revised by Cooper and Good in 1983, and the Affect/Effort Theory (Rosenthal, 1974, 1989) will serve as a framework for this research.  The Affect/Effort Theory is based on Rosenthal’s Four-Factor Theory summarizing behaviors associated with teacher expectations (Rosenthal, 1974, 1989, 1997).  The four factors are: climate, feedback, input, and output (Rosenthal, 1974, 1989, 1997).  Climate is described by the mood or tone that is created by the teacher in the classroom (Rosenthal, 1989, 1997).  Feedback provides affective and cognitive information to the students (Rosenthal, 1989, 1997). Input refers to the amount of attention paid to the students and output refers to when teachers encourage responsiveness from the students (Rosenthal, 1989, 1997).  Rosenthal’s (1989, 1997) categories focused on teacher behaviors towards students in the communication of expectations.  Rosenthal stressed that the non-verbal interactions were as important as the verbal (Rosenthal, 1989).  Rosenthal (1989) conducted a meta-analysis on the four factors he identified as mediating teacher expectations.  He found that feedback produced the smallest effect size while climate and input produced the strongest. Output behaviors produced significant but smaller effects.  Due to these results, Rosenthal amended his four-factor theory to two:  affect and effort (Rosenthal, 1989, 1997).  Rosenthal (1989) describes affect as the social/emotional environment of the classroom and these behaviors are communicated non-verbally.  The factor of effort combines Rosenthal’s (1989) previously named factors of output and input behaviors and is usually communicated verbally (Rosenthal, 1989; Weinstein, 2002).  Rosenthal (1989) decided to eliminate feedback due to the small effect size.  Although Rosenthal (1989) eliminated feedback, other researchers found that differential treatment in the classroom through the use of subtle feedback was significant (Chen & Thompson, 2003; Cooper & Good, 1983; Honora, 2003; Klassen & Lynch, 2007; Weinstein, 2002; Zacharias, 2007).  “Teachers’ evaluative reactions can influence students’ judgments of their capabilities and scholastic performances” (Bandura, 1997, p. 225). When students perceive the feedback as positive due to their ability rather than their effort, there is a marked increase in their self-efficacy (Bandura, 1997).    
Cooper’s Expectation Communication Model (1979) was significant because it focused on the circumstances surrounding teacher interactions, which he claimed were as important as the frequency of the behaviors.  The model suggested that teachers formed differential expectations for their students, which led them to differential behavior in the classroom.  He suggested that teachers may discourage student initiations, control the climate of the classroom, and the feedback provided to the students (Cooper, 1979).  Cooper and Good (1983) revised the model by including student perceptions of differential teacher behavior.  Cooper and Good (1983) suggested that it was not just the teacher’s behavior that was significant but also the ways in which students interpreted this information.  This model recognized that it was the quality of the interactions with students that were particularly important not necessarily the quantity.
Self-Efficacy
Self-efficacy beliefs are rooted in Bandura’s Social Cognitive Theory, which is ingrained in “a view of human agency in which individuals are agents proactively engaged in their own development and can make things happen by their actions” (Pajares, 2002, p. 3).  From this theoretical perspective, this means that the way people interpret their past behavior informs and alters their future behavior (Li & Dunan, 2005).  According to Pajares (2002), Social Cognitive Theory states that external factors, such as economic conditions and educational and familial structures do not affect human behavior directly.  Instead, they affect it to the degree that it affects peoples’ aspirations, self-efficacy beliefs and emotional states.
Trust
	Although the research on trust in schools has been limited, Bryk and Schneider (2002) formulated a three-level theory of relational trust.  This theory is based upon Robert Putnam’s research on democratic institutions.  Byrk and Schneider (2002) state that Putnam argues, “civic engagement depends on the nature of social ties among community members, in particular their level of interpersonal trust” (p. 13).  They also drew on James Coleman’s theory of social capital.  He claims that social capital is abstract and is purposefully between people in social networks.  He believes that the network, which is created and has a high level of trustworthiness, maintains the norms desired to have a meaningful relationship (Byrk & Schneider, 2002).  Byrk and Schneider’s (2002) three-level relational trust theory includes an intrapersonal level, interpersonal level and an organizational level. These levels, taken as a whole, help explain relational trust as an “organizational property in that the elements are socially defined in the reciprocal exchanges among participants in a school community and its presence (or absence) has important consequences for the functioning of the school…” (Byrk & Schneider, 2002, p. 22).  

[bookmark: _Toc258075622]Selection of Subjects
	Students from two middle schools located in a large school district in Suffolk County, Long Island, New York were invited to participate in a survey to collect data for this study.  Each middle school has a population of approximately of 800 students in grades six-eight; where the majority of students (85%) are Caucasian.  Eighth grade students were the subjects of this study.  Each middle school has approximately 280 eighth grade students. 

Student demographic information (gender and ethnicity) was used in this study.  The first middle school (A) has an eighth grade population that is comprised of 89 percent Caucasian and 11% representing other ethnicities, such as:  Hispanic, Asian and African-American.  Females in the eighth grade represent 45 percent of the population and 18 percent of this group are economically disadvantaged.  In the second middle school (B), the eighth grade student population is 84 percent Caucasian, with 16 percent representing ethnicities such as: Hispanic, Asian and African-American.  Fifty-six percent of this school’s eighth grade is female and 18 percent is considered economically disadvantaged.  Each school tracks English students into two levels: honors and regents.  The students in the honors classes will not be participating in this study to ensure that the students in the study are of similar achievement level across the remaining classes in both schools. Additionally, students who are in self-contained and integrated classes did participate in this study.
The remaining eighth grade students, a total of approximately 250 in both schools, responded to a survey about their perceptions of their current English teacher’s expectations.  The first middle school (A) has two female English teachers teaching the eighth grade population and the second middle school (B) has two male teachers teaching this subject in the eighth grade.  All four teachers teach regular English classes.

[bookmark: _Toc258075623]Data Gathering Techniques

	Permission was obtained from the Superintendent of Schools to conduct research in the two identified middle schools in the Suffolk County school district.  In late October, the researcher administered the questionnaire to the eighth grade students in both middle schools (Appendix A).  Eighth grade students were surveyed about their teacher’s expectations, their own academic self-efficacy and their trust in their teacher in their English class.  Parents/guardians of these students received an informed consent form along with a copy of the survey in September to provide permission for their child to participate in the study.  This informed consent form was distributed and explained during each school’s open house night.  Prior to responding to the questionnaire, students were asked to give their consent to participate, as well.  All students in the eighth grade except for the honors, self-contained and integrated students were surveyed, and those whose parent/guardian did not provide consent, or those students who did not give their consent to participate, did not receive the survey.  
	To ensure that all of the classes include similar students, the researcher obtained each student’s seventh grade New York State English Language Arts score.  This score was used to ensure that similar groupings exist among the classes participating in the study.  The researcher computed F values to determine if the differences were significant among the groups of students in the study.  The results determined that there was no significant difference among the groups.
Table 3.1

ANOVA Student 7th Grade Academic Scores 
	 Students
	Sum of Squares
	df
	Mean Square
	f
	p

	Between Groups
	10457.98
	6
	1742.99
	.833
	.545

	Within Groups
	491570.51
	235
	2091.78
	
	

	Total
	502028.50
	241
	 
	 
	 



	Surveys were distributed to eighth grade students in their English class towards the end of the first quarter.  Students responded to the statements on a Scantron sheet, which was pre-coded with some identifying student information.  This information included school, teacher and class period.  Gender and ethnicity were self-reported by the students.   
Questionnaires were copied and placed along with the Scantron sheets in a confidential envelope coded to each teacher and school.  The researcher distributed the questionnaire to each student ensuring that the data gathered was confidential and would not be shared.  Additionally, the students were also made aware that there were no correct or incorrect responses.  At the end of the 40 minute period, whether students completed the questionnaire or not, all questionnaires were collected and placed back in the original envelope and sealed.
Following the data collection, the researcher obtained each student’s first quarter grade to use to determine achievement.  Surveys will be kept in a locked file cabinet by the researcher for five years from the date of the dissertation defense.  Identifiers that can link a survey to a child’s scholastic performance indicator were destroyed immediately after the data collection phase was completed.  The researcher is the sole possessor of keys to the file cabinet storing the surveys.

Instrumentation


Scale Reliabilities
	Scale
	Items
	Number of
Items
	Raw
Score
	Alpha
Coefficient

	Teacher Expectations
Affect
	5r, 7, 13, 14, 16r, 19, 23
	7
	7-35
	.657

	Teacher Expectations
Teaching Effort
	8, 9, 12, 17, 18r, 21
	6
	6-30
	.639

	Teacher Expectations
Feedback
	3, 6, 10, 11r, 15r, 20, 22r
	7
	7-35
	.382

	Trust

	24-29
	6
	6-30
	.841

	Self-Efficacy
Ability
	30, 31, 32r-36
	7
	7-35
	.728

	Self-Efficacy
Context
	37r- 40, 41r, 42r, 43r
	7
	7-35
	.755

	Self-Efficacy
Effort
	44, 45r, 46, 47r-50r
	7
	7-35
	.716




How do teacher expectations on the dimensions of affect and teaching effort, academic self-efficacy on the aspects of ability, context and effort, mediated by adolescent trust relate to academic achievement?
Correlations were computed to determine the relationship between the students’ perceptions of teacher expectations and students’ reported academic self-efficacy with achievement.  Trust was added into this correlation matrix once all of the correlations for the other variables were performed.  The researcher then determined if trust mediated the relationships between the variables using partial correlations.
	The results of the correlation analyses presented in Table 4.15 show that 19 out of the 21 correlations are statistically significant and greater than or equal to .189.  The correlations of teacher effort and achievement as well as context and achievement tended to be lower and not significant.  In general, the results suggest that student ability and effort have the most impact on academic achievement with ability and effort each accounting for approximately 10 percent of the variance when trust is present in the environment.  Additionally, adolescent trust in their teacher is closely related to teacher effort and teacher affect in the classroom accounting for 46 percent and 32 percent of the variance, respectively.  This illustrates that positive teacher effort and teacher affect in
 the classroom are important for students to develop trust in their teacher.


















Table 4.15

 Correlations Among Variables and Academic Achievement for Respondents With Trust
(N=198)

	
	 
	Achievement
	Affect
	Teach Eff
	Ability
	Context
	Effort

	Affect
	Pearson Correlation
	.189
	
	
	
	
	

	 
	r2 (%)
	3.5
	 
	
	
	
	

	 
	N
	196
	196
	
	
	
	

	Teach Eff
	Pearson Correlation
	.089
	.630
	
	
	
	

	 
	r2 (%)
	.8
	39.7
	
	
	
	

	 
	N
	197
	195
	197
	
	
	

	Ability
	Pearson Correlation
	.312
	.357
	.294
	
	
	

	 
	r2 (%)
	9.7
	12.7
	8.6
	
	
	

	 
	N
	195
	193
	194
	195
	
	

	Context
	Pearson Correlation
	.120
	.427
	.318
	.281
	
	

	 
	r2 (%)
	1.4
	18.2
	10.1
	7.9
	
	

	 
	N
	194
	192
	193
	192
	194
	

	Effort
	Pearson Correlation
	.322
	.439
	.376
	.562
	.580
	

	 
	r2 (%)
	10.3
	19.3
	14.1
	31.6
	33.6
	

	 
	N
	195
	193
	194
	192
	191
	

	Trust
	Pearson Correlation
	.215
	.697
	.563
	.370
	.531
	.531

	 
	r2 (%)
	4.6
	45.6
	31.7
	13.7
	29.2
	29.2

	 
	N
	194
	192
	193
	192
	190
	191






	








Table 4.16 illustrates the partial correlations which were computed among the teacher expectation and self-efficacy variables holding constant the trust variable.  Six out of 15 correlations are statistically significant.  The most significant relationships are between teacher affect and teacher effort, accounting for 17 percent of the variance; student effort and context, accounting for 18 percent of the variance; and student effort and ability accounting for approximately 22 percent of the variance.  Although these relationships appear to be significant, they became less significant without the presence of trust mediating these relationships. 
The only variables showing a significant relationship with achievement without the presence of trust were student effort and ability accounting for six percent and seven percent of the variance, respectively.  Without trust in the teacher, it appears that teacher affect has no impact on student achievement (.2 percent of the variance compared to approximately four percent with trust mediating the relationship) and teacher effort becomes less influential, as well (.2 percent of the variance compared to approximately .8 percent with trust mediating the relationship).	
Table 4.16

Correlations Among Variables and Academic Achievement for Respondents Without Trust
(N=198)

	Control Variables
	 
	 
	Achievement
	Affect
	Teach Eff
	Ability
	Context

	Trust
	Affect
	Correlation
	.044
	
	
	
	

	 
	 
	r2 (%)
	.2
	
	
	
	

	 
	 
	N
	196
	
	
	
	

	 
	Teach Eff
	Correlation
	-.042
	.412
	
	
	

	 
	 
	r2 (%)
	.2
	17.0
	
	
	

	 
	 
	N
	197
	195
	
	
	

	 
	Ability
	Correlation
	.258
	.161
	.127
	
	

	 
	 
	r2 (%)
	6.7
	2.6
	1.6
	
	

	 
	 
	N
	195
	193
	194
	
	

	 
	Context
	Correlation
	.019
	.085
	.036
	.130
	

	 
	 
	r2 (%)
	.04
	.72
	.13
	1.7
	

	 
	 
	N
	194
	192
	193
	192
	

	 
	Effort
	Correlation
	.251
	.131
	.135
	.466
	.425

	 
	 
	r2 (%)
	6.3
	1.7
	1.8
	21.7
	18.1

	 
	 
	N
	194
	192
	193
	190
	191


	
A structural equation model was created including trust to analyze influences using student academic self-efficacy as the dependent variable. It is represented in Figure 4.2.  Figure 4.2 displays the following influences utilizing the standardized beta weights:  value .17 is the contribution of affect on self-efficacy, value .43 is the contribution of trust on efficacy and value .06 is the effect of teacher effort on efficacy. This prediction has an R2 = .36, which indicates 36 percent variance of students’ academic self-efficacy is explained primarily by trust, teacher effort and affect. Although teacher effort has minimum impact on student efficacy, the combination of teacher effort and affect predicts 51 percent of the variance of trust and trust has an impact on student academic self-efficacy.  It is important to note that the model also illustrates the strong influence student academic self-efficacy has on achievement which predicts 29 percent of the variance of achievement.
Figure 4.2 also displays the significant relationships among the variables.  There is a very strong relationship between teacher affect and teacher effort with a correlation of .63, which indicates 40 percent of the variance that teacher affect relates to teacher effort.  






β=.54R2=.36
self-efficacy
R2=.511
trust
affect
teacher effort
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 err
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                                                                                                               achievement     R2=.29


The findings from this study indicated that the correlations of teacher effort and student achievement tended to be lower and not significant.  These findings contrast with the results of the study conducted by Blair (1975) where he found that high teacher effort produced significantly higher reading achievement scores in their classes than did teachers who exerted a lesser amount of effort. Accordingly, Egan (1981) and Larrivee & Algina (1983) found similar results.  Both studies found that higher teacher effort correlated with higher reading achievement.
The results of this study found that student ability and student effort have the most impact on academic achievement when trust is present in the environment.  Long et al. (2007) conducted a study where the data results concur with the results from this study.  They found that the students who had high interest in their subject contributed significant effort to succeed in school.  Therefore, they found that their effort impacted their achievement and their efficacy to do well in school.  Roeser et al. (1996) found similar results.  According to the researchers their results suggest that adolescents who have a positive sense of school belonging and high academic self-perceptions are more likely to achieve higher grades than those who do not.
Additionally, adolescent trust in the teacher is closely related to teacher effort and teacher affect in the classroom.  This illustrates that positive teacher effort and teacher affect in the classroom are important for students to develop trust in the teacher.  When the correlational analysis was conducted holding the trust variable constant, the relationships between teacher effort and affect, student effort and context and student effort and ability were significant; however, they became less significant without the presence of trust mediating these relationships.  This is evident in the study conducted by DeCremer and Tyler (2007).  They found that people are willing to reciprocate kind behavior of the authority figure if they believe that the authority is acting fairly.  The behavior that they exhibit is their willingness to support and cooperate with that authority (DeCremer & Tyler, 2007).  In this case, people are interpreting the authority’s behavior as valuing and respecting them.  Accordingly, Gregory and Weinstein’s study (2008) indicated that positive teacher qualities (more caring and higher academic expectations) predicted student willingness to trust and cooperate with the teachers.  According to Wooten and McCroskey (1995) trust in the educational environment is affected by the way the teacher communicates with the student in daily interactions.  If the student perceives that the teacher has the student’s best interest in mind, then the level of trust is likely to increase (Wooten & McCroskey, 1995).  


[bookmark: _Toc258075672]Recommendations
It is important that we know what helps students achieve success in the classroom.  Adolescents experience growth in all aspects of their emotional and cognitive life, which impacts their daily lives, especially academics.  This study attempted to ascertain the variables that influence the students’ self-efficacy and achievement in the classroom.  The results show that the teacher does have an impact on the adolescent student specifically in the way she creates the classroom environment.  The findings show that the more affective the classroom, the more likely the student trusts the teacher and the more likely the student is to develop a positive self-efficacy which leads to academic achievement.  This data tell us that the teacher needs to be aware of the classroom atmosphere as it does have a direct impact on the students’ efficacy and achievement.  It is also recommended that teachers make every effort to build trust in the classroom as the data suggest that students’ trust in their teacher leads to positive student efficacy and achievement.  This investment in the relationship will allow the student to take risks and put forth more effort that, as the results indicate, will lead to achievement.
It is recommended that school building leaders and teachers are cognizant of the impact the classroom environment has on adolescent students.  As such, additional recommendations include:
· Teachers should become aware of the affective classroom environment and ensure that all students’ emotional needs are being met.
· Teachers should be aware of the impact the affective classroom has on adolescent females and create an environment with which both males and females can build trust and excel. 
· Teachers should try to connect with students individually to ensure that adolescents feel that they have an opportunity to bond with the teacher to help increase trust which will ultimately increase their effort and achievement in the classroom.
· Teachers should build trust in the classroom by creating an environment where students could feel that they could take risks and students feel valued in their environment.
· Educational leaders from higher education settings as well as district and building leaders have a responsibility to develop teachers who can create an affective environment which will build trust; thus, raise student self-efficacy and achievement in the classroom.
· Administrators should provide common planning time and opportunities for teachers with the same students to collaborate with each other in order to share information about students to best meet their needs in the classroom.
· It is essential that teachers and administrators explore the research about affective classroom environments and hire teachers who can be sensitive to students’ needs but hold high expectations for student achievement.
· Educators should identify students who are at-risk and utilize non-traditional methodologies to support not only their academic success but their emotional needs as well.

