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Chapter 1
A Model of Student Engagement and Academic Achievement: The Role of Téwee-
Student Relationships and Teacher Expectations
Introduction

The achievement of ethnic minority students is a topic that hasveelca significant
amount of attention over the past four decades. As school districeteiaceducation agencies
search for ways to effectively educate the greatest numbestumfents, the persistent
underachievement rate of African Americans in particular hasrbe of increasing concern.
African American students, especially males, have consisteedy shown to have some of the
highest dropouts rates, special education placements and disciplitians avhile having the
lowest rates of overall achievement, graduation, and gifted amtadlplacements (Carpenter &
Ramirez, 2007; Cokley & Moore, 2007; Garibaldi, 2007; Gregory & Weins2008; Shernoff
& Schmidt, 2008).

In recent years, education experts and legislators have chatgeatas at a state and
local level with comprehensive school reform, aimed at narroti@ggaps in achievement seen
between African Americans and Caucasians (Vanneman, Hamilton,rsbmge& Rahman,
2009). In 2009, the National Center for Education Statistics (NCESispadlits report on the
current status of the African American-Caucasian achievegagnas related to performance on
reading and math portions of the National Assessment of Educatione85odNAEP). The
NCES data shows that the achievement gap is closing (Vanneman et al., 2009e<etrehers
also noted that African American students’ growth rates haveedsed in recent years
(McMillan, 2003; NCES, 2009; Vanneman et al., 2009). Despite this y®gtiange, current

trends in the academic achievement of African American studaitsh®w cause for much
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concern. Caucasian students’ scores continue to significantly suhgase of African Americans
in all academic areas. This trend persists at both the elememtd middle school levels and by
all accounts remains difficult to change. For example, in the afeaathematics, the gap
between Caucasian and African American students remainsliyrtinchanged when compared
to the previous assessment in 1999. In the area of reading, recef fd¢8ults showed slight
improvement in the African American-Caucasian achievemenbgeapthe previous ten years.
However, the magnitude of this gap is not significantly changed fromsten in the first
assessment in 1980.

Data such as these provided by NCES are not unique. Educators aminthenity at
large have been aware for quite some time that African Aarerstudent achievement lags
significantly behind that of Caucasians, and that school reformmseeded to narrow the gap
(Garibaldi, 2007; Kaba, 2005; Mickelson & Greene, 2006). Educational ageaod local
school districts continue to look at creative ways to promote thesvashent of African
American students.

Despite the small gains for African American students wabale, an alarming trend has
emerged when looking at gender differences in achievement fee #iadents. By almost all
measures, African American female students outperform thee omalnterparts (Mickelson &
Greene, 2006). As described by McMillan (2003), virtually altent gains in the attainment
rates of higher education among African Americans reflectsgaiade by African American
women. This is in contrast to the growth in achievement ratesrmfaAfAmerican males, which
has remained surprisingly flat (Garibaldi, 2007; Mickelson & Greene,)2006

Kaba (2005) states that African American females have not onhedjdaremendous

ground in their rates of higher education attainment, but also that they paNieantly widened
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the gap between themselves and their male counterparts. He adtribigt to the high dropout
and low college graduation rates for African American malegedisas their over-representation
in the U.S. military and prison settings. Gender disparitiesliesgement can be seen between
African American males and females at relatively eades (Mickelson & Greene, 2006).
Factors associated with decreased achievement for all studedtto affect African American
males’ disproportionately, including school discipline rates, suspensipom®mns, and
retention rates (Gregory & Weinstein, 2008; Kaba, 2005). Africanrisare males also have
some of the lowest achievement scores of any subgroup. High school drapbighly
significant educational outcome, has been linked to each of thessbleari(Carpenter &
Ramirez, 2007; Hickman, Bartholomew, Mathwig, & Heinrich, 2008). Studs®sg African
American student samples have confirmed the particular vulnembilii male students to
behavioral, academic, and other risk factors (Hughes, Gleason, &,ZP@0b; Sirin & Rogers-
Sirin, 2005), even as early as kindergarten or first grade @&Rianta, 2001; Pianta, 1999).
These studies point out the implications that relatively eaHgaexperiences may have on the
increasing gender gap in African American students’ educatioaaimgnt.

Aside from data pointing to lags in academic skill, the liteeatlso reveals a pattern of
teacher-student interactions that negatively impacts Africarer&éan male students’ school
experiences and achievement. Classroom observations and anecdatameste indicate
greater levels of relational conflict and emotional disconneatd®t African American boys
and their teachers (Kesner, 2000; Pianta & Stuhlman, 2004; Sai@r&aP2001). Generally,
teachers tend to rate African American males as more behfyvidrallenged (Decker, Dona, &
Christenson, 2007; Gregory & Weinstein, 2008) and more often exhibiting symept@nger or

depressive mood (Roeser, Eccles, & Sameroff, 1998).
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In addition, studies show that African American male students tehdvie lower levels
of engagement in classroom activities (Miller & Byrnes, 2001), liesss bonded with school
(Gordon Rouse & Austin, 2002), and have lower academic self-concept (Skkureer,
Marchand, & Kindermann, 2008) when compared to other ethnic groups andnAftimerican
females. They are also more likely to view their school enviromsres unsupportive or racially
biased (Chavous, Rivas-Drake, Smalls, Griffin, & Cogburn, 2008; Roesdr, 4998) and are
the least likely to benefit from the protective effects afuality relationship with their teacher
(Decker et al., 2007; Gregory & Weinstein, 2004).

In summary, these studies suggest that African American malerds may experience
more negative interpersonal experiences in school, compared to thiierggoups and African-
American female students. The purpose of this study is to examident-teacher relationships
and teacher expectations in order to better understand Africanicamestudents’ academic
achievement.

Theoretical Framework

Developmental Systems The@yconcerned with the impact of systematic change on the
individual across their lifespan (Bornstein & Lamb, 2005). It is ddrivem the ideas found in
Urie Bronfenbrenner’s classic teXthe Ecology of Human Developméh®79). Bronfenbrenner
asserted that human development occurs within a nested set oflatgerrenvironmental
contexts. His perspective, along with the work of other ecologicaihpsogists over the past
twenty-five years, has contributed to the current conceptualization of theopmegital Systems
model. As applied to education and child development, it allows researthexplore the

complex influences operating simultaneously at any given time on a chifdaP1899).
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Addressing the ways in which schools influence children’s developreectes and
Roser assert that they can be conceptualized as dynamimsybiE are regulated in multiple,
interrelated ways (organizationally, socially, instructionaélyc.) (Bornstein & Lamb, 2005).
These processes change as children interact with and movghteach part of the system. It is
in this way that schools promote and help regulate children’s eggn#ocial-emotional, and
behavioral development.

In their earlier work, Roeser and Eccles suggested that norndeixeopment in the
context of school requires consideration of both inter-dependent, individubbi®oesses as
well as the impact of educational contexts on the intellectuasacidl development of children
(Sameroff, Lewis, & Miller, 2000). This would include what studedts (a quantitative
conceptualization), as well as more qualitative assessmewsystudents demonstrate various
school behaviors.

Research on student achievement trajectories supports the ideacdagmic skKill
progression is a multi-faceted phenomenon that requires an interdigojmipproach. Hickman,
Bartholomew, Mathwig, and Heinrich (2008) describe a body of rdsdhat has uncovered
multiple quantitative contributors to negative student outcomes sualmderachievement,
school failure, and dropout in particular. In their work, students who droppeedvmgnced
several indicators of a poor academic trajectory as earkyndsrgarten. These included lower
course performance grades and standardized test scores. Also notedyresder rates of
retention, absenteeism, behavior problems and court involvement. In cothteasthigher-
achieving peers showed better grades in English and math, betsraess, and regularly took
more challenging coursework. Unfortunate, but central to thisdinesearch, is the idea that

these trajectories start early in a students’ academieeGarequire intensive and early
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intervention to impact, and tend to be cumulative as students move througduitetional
pipeline (Anderson & Sadler, 2009; Downer & Pianta, 2006; Hecht & Getenf2002;
Jimerson, Egeland, Sroufe, & Carlson, 2000; Videen, 2010). Given thiiit ie say that prior
achievement is perhaps the strongest quantitatively-defined faabpaciing student
achievement.

The qualitative conceptualization of student functioning provided by RowkiEccles
includes the idea of internalized distress that manifestsaemic problems (Sameroff et al.,
2000). In this pattern, children’s academic problems result in fattitjputions to a fixed sense
of incompetence. In addition, the authors also propose an additional pathwiaizh an excess
of negative affect leads to mood-congruent “biases of memoryatiedtion”. In this case,
emotional distress affects motivation by altering children’sggaions during learning tasks.
This tendency only promotes a cycle of distress-inducing atwifmitrelated to classroom
performance. Teachers are seen as central to students’ develagnaglaiptive coping skKills.
Their ability to structure appropriate academic tasks, encotineggevelopment of appropriate
goal orientations, and promote quality classroom practices islok$@s being vital to students’
emotional well-being.

Pianta and Stuhlman (2004) describe child development as being aithiéatéd or
impeded by the acquisition of skills across social and cognitiveaithamin the case of young
children, they find the relationship between child and adult to be asyimméth adults having
much more power and thus more control over the quality of the intaracBecause of this, the
relationships young children experience with important adults arg¢dkéyeir development of
social skills, communication, effort and attention regulation, and ¢iyrimlsout the environment

(Pianta & Stuhlman, 2004). Parenting literature has strongly sigopitre idea that parent-child
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relationships which foster secure attachments between childdaitdpeoduce the most positive
child outcomes (Bornstein & Lamb, 2005). Pianta believes that thisrpaif interaction can
also be applied to academic outcomes, and sees the interactionsrbstacher and student as
crucial to the child’s successful negotiation of the school ast@ra. Within this framework,
teachers have emerged as highly influential developmental ageritee ilives of children,
impacting their psychological well-being and overall adjustment.

As teachers attempt to manage the multiple cognitive, emotiandlsocial factors of
individual students operating in their classrooms, they alter thdeatic experiences of the
students placed there. These factors appear to affect achieviewhesttly, largely via their
encouragement or suppression of achievement-promoting behavior (O'ConvoCé&rtney,
2007). For students who struggle academically or behaviorally, staaiesshown an increase
in maladaptive classroom behaviors once low-performing childreontecaware of their
standing in relationship to peers (Bornstein & Lamb, 2005). This can raimgetheir current
learning and approaches to future learning situations. Social-ematlasstoom factors such as
the social interactions that occur between individual students, ¢laeingrs, and peers have been
linked to student motivation (Cornelius-White, 2007), active engaged(dacker et al., 2007),
and self-regulation (Gregory & Weinstein, 2004). Students with pooralssamotional
adjustment have also been shown to have substantially more under-aemgweaintenance of
low self-estimates of ability, defiance of authority, and scliwopout (Gregory & Weinstein,
2008; Hickman et al., 2008; Maccoby, 2006). Given these findings, reseal@ar become
increasingly concerned with the processes and interactions riagcuwvithin a child’s

environment, as opposed to solely emphasizing within-child factors.
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Teacher-Student Relationships and Student Engagement

Quality teacher-student relationships have been consistently linkbdawariety of
positive outcomes for all students. High achievement, positive behaatfpuatment into middle
school, and low levels of negative work habits have each beenasdowith student-teacher
relationships (Hamre & Pianta, 2001). O’Connor and McCartney’'s work (Z@kyed that a
positive pattern of relationship quality beginning in preschool suppodatinued growth in
children’s achievement trajectories. Hughes, Gleason, and Zhang (6@%ated that teacher’s
academic expectations — another correlate of academic acl@eve- were also positively
related to relationship quality. These studies suggest that thiyqoiainteractions between
students and their teachers are important to the development efdrgbetterns, social skills,
and work habits that promote achievement over the course of a child’s school career.

Pianta’s model of teacher-student relationships (Pianta, 1999) prophegeteachers
provide rewards and punishments, manage behaviors, and assess studlaéntthekilassroom.
In doing so, they become a primary source of information to a iative to his/her ability to
self-regulate and perform academically. Pianta points outstiva@ients lacking in supportive
relationships, especially with adults, do not do well in school. Thi®éause of the role that
adults have to play in helping children develop the competenci@sntbion in demanding
environments.

Literature concerning the teacher-student relationship supports the ideaanabtave an
overall positive impact on a student’s academic achievement. Studeagchers who are rated
as caring or close tend to exhibit achievement-promoting behavidngheer rates, including

academic engagement (O'Connor & McCartney, 2007; Wentzel, 200X),habits (Hamre &
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Pianta, 2001), and feelings of academic competence (Hughes2&0&l,,Paulson, Marchant, &
Rothlisberg, 1998).

Relationship quality has been shown to influence the performance-bassdges that
are transmitted between teachers and students. When teachengepaooe relationships with
students, they tend to rate students as less competent acalye(hiughes et al., 2005), less
motivated (Seifert, 2004), and less likely to do well in schd&wrifstein & Lamb, 2005;
Chavous et al.,, 2008; Wentzel, 2002). Similarly, students report fekdssy academically
competent (Paulson et al., 1998) experience more negative feefirggdf-worth (Maccoby,
2006), and perceive less support and respect (Roeser et al., 1998) eyhexpirience negative
relationships with teachers. Behaviorally, negative teacher-stugdationships have been
shown to manifest in less willingness to academically enfjAigatzel, 2002), lower motivation
for classroom tasks (Maccoby, 2006), and more adult-defiant classrebaviors (Gregory &
Weinstein, 2008).

In an effort to better understand teacher-student relatiagsharenting models have
been used. Although limited, much of the work in understanding teachenistetiionships
has used or adapted Baumrind’s (1971) parenting style frameworks{Bor & Lamb, 2005;
Pellerin, 2005). In particular, two broad dimensions of parenting haveuses to examine the
quality of teacher-student relationships: responsiveness and degraestin Wentzel's (2002)
study found that students’ reports about teachers’ responsiveaieseg$ and a lack of negative
feedback) and demandingness (rule-setting and high expectatiomsyovesistently associated
with differences in their motivational, academic, and behavioral outowialker (2008) found
that students in classrooms rated as authoritarian had greads bf self-handicapping and

lower academic self-efficacy. In addition, Paulson, Marchant,Rattlisberg (1998) found that
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students who perceived authoritative styles from the teacher repgweng the most positive
learning contexts.

Relevant to this study is a finding that students’ feelinglatedness with the teacher is
significantly related to their feelings of engagement indlassroom (Skinner, Kindermann, &
Furrer, 2009). Skinner, Furrer, Marchand, and Kindermann (2008) describgiobaha
engagement as students’ effort, attention, and persistence durirexebetion of learning
activities. Skinner, Kindermann, and Furrer (2009) specified madéezmotional engagement,
which include enthusiasm, interest, enjoyment, and other emotions tleat en energized
emotional state. Within these definitions, the absence of engageefiert, or persistence is
considered as student disaffection, instead of low motivation. Studehtlowiengagement and
high disaffection would display traditional behaviors of passivitylaokl of initiation or effort,
but also mental withdrawal and ritualistic participation (“goingtigh the motions”). In this
study, student engagement is conceptualized to mediate thierrdd@tween teacher-student
relationship and academic achievement.

Teacher-Student Relationships, Teacher Expectations, and tli&ender Gap among African
American Students

As a whole, African American students are at greater risk #&cademic
underachievement and increased referrals for discipline probéragdry & Weinstein, 2008).
They are also more likely to be placed in teacher-directed asdplssitively rated classrooms
(Pianta, Paro, Payne, Cox, & Bradley, 2002). Research on teagw®rEptions of their
relationships with African American students has indeed shown dispaiit comparison to
Caucasian students. As young as kindergarten, teachers rateethigonships with African

American students as more conflicted (Jerome, Hamre, & Pianta). Z24f® and Pianta (2001)
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found that student ethnicity was a significant predictor of teacéd conflict, especially when
the ethnicities of the teacher and child differed. Literature exoec with African American
students’ perceptions of their relationships with teachers isetimHowever, it does seem that
African American students are aware of this dynamic and rtey taeir classroom behaviors
consequently. In a study of the predictors of classroom defianceoapdration among African
American middle school students, Gregory and Weinstein (2008) foundsthesats’ behavior
and attendance changed significantly as a function of theoredaip with the classroom teacher.
African-American students’ reports of their academic engagebehaviors, which are linked to
teacher-student relationship quality, are significantly diffehemh Caucasian students (Sirin &
Rogers-Sirin, 2005).

Given the dearth of research on teacher-student relatioresmipsg African American
students, it is not surprising that literature relating tbishe gap in achievement between
African American males and females is even more lonite comparison to females, African
American males are more likely to be perceived by teachgrbehaviorally difficult and
relationally negative (Hamre & Pianta, 2001), less sociallyaesible (Wentzel, 1997), and less
capable academically (Mickelson & Greene, 2006; Ross & Jackson, T9&tgfore, it is not
surprising that African American males also tend to percewie sichool environments as more
racially discriminatory (Chavous et al., 2008) and also disengagetfrem earlier than their
female counterparts — impacting their ultimate academimpaltgSirin & Rogers-Sirin, 2005;
Wood, Kaplan, & McLoyd, 2007).

In general, teachers have been found to hold lower expectafionsghe future
educational attainment of African American students as compar&hucasians (Jussim &

Harber, 2005; Ross & Jackson, 1991; Wood et al., 2007). This may be dueytdactars. For
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example, relationship quality has been shown to have a unique contribatid@adher
expectations for students. Hughes, Gleason, and Zhang (2005) found ¢hat’seBeelings of
support in their relationships with individual students predicted tratings of students’
academic ability. This variable accounted for an additional 8.8%adfance, even after
controlling for students’ previous achievement, parent's level of éduacaand child
gender/ethnicity. Similarly, Hinnant, O'Brien, and Ghazarian (200@ndothat elementary
students who were rated by their teachers as more cooperaéwd)yfr and mature in handling
conflict tended to be rated significantly higher in their reading and math skills

Despite the general finding that teachers tend to hold lower wxpes for the
educational attainment of African American students as compar€aucasians, some studies
have shown that teachers hold higher expectations of African Ameigraales than males
(Ross & Jackson, 1991; Wood et al., 2007). Many researchers haveasbthat teachers
develop positive relationships with females more easily reggsdbf ethnicity (Christopher,
Gregory, & Kelly, 2008; Sirin & Rogers-Sirin, 2005). As pointed out bsothe, Hamre, and
Pianta (2009), this may be in part due to the “head start” thattgisle in relationship-building
skills relative to boys, even at the time of school entry. frhght make African American girls
relatively better positioned to develop positive relationships witin tbachers as compared to
African American males.
Research Questions

The purpose of this study was to examine teacher-student retgpiengeacher
expectations, and classroom engagement as important variablesaflamic achievement. The
following research questions were explored:

1. Are there gender and ethnicity differences in academic achievement?
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2. How do students perceive teacher-student relationships?

3. Do teacher expectations differ by student gender and ethnicity?

4. Do teacher-student relationships affect classroom engagemerthamdcademic
achievement, after controlling for previous academic achievemenbeaimalvioral
adjustment?

5. Does gender moderate the relation between student percepti@aioérs (teacher-
student relationship and teacher expectations) and achievement?

It was hypothesized that (1) male and minority students reportr Imaeher-student
relationships, (2) minority students report lower teacher expewsat(3) teacher relationship
quality affects student engagement in classroom, and thus acadehévement, and (4)
students’ perceptions of teacher-student relationship and teachetagigpschas a significant

effect on academic achievement, with the moderating effect of gender.
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CHAPTER 2
Literature Review

Despite the persistent concern over the achievement of Afficarican students over
the last thirty years, research on factors contributing to gl tis wanting. This is especially
true in terms of early school-age studies, longitudinal reseancfgraearly childhood factors
that may contribute to the problem. Recently, researchers Hobgler(2010) conducted one of
the few studies aimed at examining the factors that contributating and math achievement
trajectories for African American students.

Using data from the NICHD Study of Child Care and Youth Developf®BCCYD)
and the Early Childhood Longitudinal Study (ECLS-K), the authors expltire impact of a
variety of early school predictors on the achievement of approgiynb2,000 students in grades
kindergarten through nine. As compared to Caucasian students in botlesathpl authors
found that African American students had lower reading and matlkesscbney also showed
slower rates of skill growth at all time points. In the EEXStudy, African Americans who had
high teacher ratings of aggressive behavior in kindergarten tendedke slower reading gains
through high school than Caucasians with similar ratings. Yet, whesd as high on
internalizing symptoms in early school years, their reading gains weresupesimilar finding
was seen in math scores, where African American students magkdin both internalizing
behaviors and attention from the ECLS-K showed more rapid ratesatif progress than
Caucasians with similar ratings.

Results from the above study validate achievement trends seetihe\vast thirty years.
It also gives some credence to the increasingly relevamé isé whether African American

students are differentially affected by classroom socialdemalt factors than other ethnicities.
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Hooper et al.’s results were not replicated in the SECCYDpkamor have they been
consistently seen in any similar study. These authors geneifédlly that kindergarten math,
reading, and attention skills (in order of importance) appear to bbettepredictors of later
academic achievement for African Americans. Acknowledgingptrelexities of many of their
results, they propose that the findings only underscore the complegitidise variables
influencing African American students’ achievement.

Indeed, there seems to be an overabundance of information detailing wE&nds
underachievement in this population, including disproportionately high leveishobl failure,
lower grades and consistently low performance on national assgssim comparison to other
ethnic groups (Carpenter & Ramirez, 2007; Cokley & Moore, 2007; Grahayfor, & Hudley,
1998; Levine & Eubanks, 1990; Shernoff & Schmidt, 2008; Vanneman et al., Zf@8an
American students are also less likely to participate irsidas activities, have more absences,
experience more behavior problems in school, and have less overadtiedailc attainment
(Carpenter & Ramirez, 2007; Finn & Rock, 1997; Garibaldi, 2007; Gre§aMeinstein, 2008;
Kaba, 2005; Mickelson & Greene, 2006; Strambler & Weinstein, 2010).

For those African American students who do have the option to consigeer
education, they continue to be at a disadvantage. A review of natidueit®n statistics
provided by Garbaldi (2007) shows that African American students deadhigh school at
significantly lower rates than Caucasians, although therense sevidence that this rate is
increased when researchers consider an age range that hasgide®ed by approximately five
years. The average score for African Americans on the Aaref@ollege Test (ACT) remains

the lowest of any ethnic minority group and was five full points belwat of Caucasians in
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2007. Thus, it is not surprising that in 2003 approximately five times nCaucasians than
African Americans were enrolled in college.

Given the well-documented status of the education of African Amerstudents in this
country, it is somewhat surprising that relatively little szsh has been conducted on within-
group achievement trends. In an analysis of the current statusseérch on the early
achievement of African Americans and males in particular, Davis (200&sywr

Although recent attention has been paid to the relative poor acageniormance of

African American boys in school, its scope and focus are cleatlyenough. Much of

this work, | contend, is not really about understanding the achievemerngong Black

boys and their peers. Rather, the field has been concerned about daogirpeot
performance and achievement deficits of Black malgs.522)

The unique situation of the African American student necessitateschto move beyond
mere descriptions of the problem. Although many areas of reséarahis population are
lacking, some areas of inquiry have produced interesting findings ctddatfor further
investigation. For example, social comparison theory (Festinger, @@rally dictates that
poor performance in school would lead to losses in self-esteemdiérgs’ self-comparisons
continually show others as experiencing more positive academionoggc than they are.
However, for African American students, no such trend has been foundn@®yarge, the
research shows that these students have levels of self-ebiteeytal or exceed the levels of
Caucasian studentsegardless of their actual achievemgfiinn & Rock, 1997; Osbourne,
1995; Porter & Washington, 1979). Second, assertions that African Ametisdents do not
value academic achievement are not supported (Ford, 1992; Gordon Rousdi& 2082;

Graham et al., 1998; Steinberg, Dornbusch, & Brown, 1992; Wood et al., 2007is, thatvast
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majority of these students believe that a good education will bahefin in the future and
endorse desiring a quality education. Yet, while they endorse ehefits of doing well in
school, they seem to devalue its importance, as evidenced bygttige levels of self-esteem in
the face of low achievement rates and low levels of engagement.

Two studies conducted by Graham, Taylor, and Hudley (1998) examined the
achievement values of African American middle school students addistaged, urban school
districts. Each proposed that students’ valuing of achievement wouldtithpacnominations of
classmates they respected and admired. Using a sample ofug@dtstin a largely African
American sample, the first study compared results of peer noamadb teachers’ own ratings.
Overall, results showed that indeed these students tended to valeen&caffort and success,
with students rated by teachers as high in those qualities beingatechmore often by their
peers.

For their second study, Graham, Taylor and Hudley polled 400 students an
ethnically diverse middle school using the same procedures. Thistlimeuthors compared
students’ peer nominations to student’s actual grade point averagas, fgey found that
generally, students tended to nominate students who were high ashieveoth studies, the
authors noted that these students were overwhelmingly femalecistsastudies, when males
did not nominate a female, the likelihood of their nominating a higheaehidecreased
significantly. Overall, Caucasian boys were as likely ats gif all ethnicities to value high
achievers. However, among African American students, low achievers found to be
significantly over-nominated, supporting the idea that these r#idsave less valuing of

academic achievement. In addition, when asked about negative chsatiastesuch as low
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achievement and a lack of effort/engagement, African-Acaermales were overwhelmingly
nominated by students across ethnicities, including their own.

Sirin and Roger-Sirin (2005) conducted a study that speaks to the unigpaetions of
achievement expectations and engagement for African American studieet study looked at
behavioral and emotional aspects of school engagement, as watleasa¢ions for education in
a sample of 600 middle and high school students. The authors found that stseentalotors
such as cognitive ability, current grade level, and parent2l le¥ education explained
approximately 21% of the variance in these students’ achievemamtss¢iowever, levels of
engagement explained an additional 13% of achievement score variaithe,school
participation and expectations for education emerging as signiffp@alictors of academic
performance in this African American sample. Gender diffeieneere also explored in this
study. Sirin and Rogers-Sirin confirmed the existence of a signifigap in engagement
between African American males and females in this studi, f@males showing consistently
higher levels of behavioral engagement. They also endorsed atipestfor additional
education in the future. Given these findings, the authors concludescti@il engagement is
very important to the academic success of African AmericarestsdIt is especially important
for African American boys, who compared to girls, tend to be lesagenly participate less in
class activities, and experience lower levels of achievement.

Studies such as those outlined above demonstrate the difficultie&ftitan American
students (and males in particular) appear to have in navigatingataelemic environment and
the disengagement and ultimate lack of achievement that tendsaterialize as a result.
Researchers such as Fordham and Ogbu (1986) believe that these’spadenterformance

may be due to feelings of ambivalence and interpersonal dis¢anrsatool. In particular, they
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propose that socialization processes that are unique to macgifkimerican households may
be in direct opposition of the mainstream achievement values &timdraditional education
settings.

Chavous et al. (2003) comments that conceptual and research modete @nch
achievement are largely based on the idea of group identificatioa. risk model, African
American students who recognize racially based social digsaritay come to believe that
education has relatively little use for their own future life lga@&ordham & Ogbu, 1986;
Mickelson, 1990; Ogbu, 1987; Steele, 1997). In response, they disengage dnowl. s
Alternatively, when conceptualized as a protective factor, gibentification may provide some
benefit, motivating students to achieve by increasing their ansgarfieultural issues related to
access and opportunity.

Certainly, research has shown that there are associationeheto@alization processes
that contribute to feelings of group identification and academicewgehient for African
Americans. Miller and Macintosh (1999) examined the impact of Iraciealization, racial
identity, discrimination, and stress on the educational involvement of 86k aAfrican
American adolescents. Participants in the study were high sdtodénts recruited from
juvenile court and various community programs for at risk youth. Mafer Macintosh found
that the daily stress of these youths’ living environments wasigy related to their poor
achievement. However, the impact of these stressors was lessened fos semmting a strong,
positive racial identity.

Chavous et al. (2003) investigated the impact of racial identity hen academic
attainment of African American students. For their study, 606 studergsade twelve were

interviewed about their self-efficacy, school attachment, andnfgelabout relevance and
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importance of school. Students were also asked to rate themsmlvédentity variables,
including the extent to which being African American was cemdréheir identity and ratings of
both their own and society’s perceptions of the group. Results of Chavalus study revealed
a significant association between feelings of racial idengityl academic achievement.
Regardless of their level of group identification, school importaecded to be rated similarly
by study participants. However, students with low ratings of grdaitification, low feelings of
regard for African Americans, and low perceptions of societgtsngs of the ethnic group
showed the least interest in school and had the lowest effiatiegg. In contrast, those who had
the highest ratings on identity variables also had the highesjsaf school relevance, interest
in school, and feelings of efficacy.

It appears that messages about race do have an impact on thveraehieof African
American students. However, patterns of achievement in this poputaidar from static and
defy simplistic explanation. There is some evidence that thessagees may affect the beliefs
and actions of males and females differently (Chavous et al., 30@8& Rogers-Sirin, 2005).
In comparison to many other ethnicities, the current structutbeofAfrican American family
emphasizes the roles of extended family members and outsidgiécaigg others (Cheng &
Starks, 2002; Fordham & Ogbu, 1986). Cheng and Starks’ (2002) study on trendeflof
significant others on students’ educational expectations supports #irsy data from the
National Education Longitudinal Study (NELS), the authors looked at olat@ducational
expectations for approximately 17,000 Asian American, Hispanic Aarerisfrican American,
and Caucasian students. Students responded to questions related to thetiaxgmtaltimate
educational attainment as well as their perceptions of the exipast of parents, close relatives,

friends, and teachers.
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Results of Cheng and Starks’ study showed sizeable raciatatiffes in students’ own
expectations, with Hispanic- and African-American students holdintptirest expectations for
future education. Compared to Caucasians, all ethnic minority studbemefited from the
perception of high educational expectations from significant others.atitieors found that
mothers’ expectations had the most influence on students, followedhaysfathen significant
others. However, given the high rates of father absenteeism icaAfAmerican families, the
authors pointed out the magnified impact of significant others in thdyfaommunity on the
educational expectations of African American students.

Teacher-Student Relationships

Teacher-student relationships are now seen as tremendously imptrtastident
achievement. Given the highly complex nature of the school systdolloivs that teachers
would play a pivotal role in encouraging students’ emotional and behagrosath, in addition
to their academic skill development. Indeed, the role of teachttisrarea is becoming even
more crucial, as educators become ever more responsible fachlevement of all students,
even those subgroups who remain most stubbornly “at-risk”.

Teacher-student relationships have been defined in a varietyagd, ranging from
frequency of positive interactions (Hughes, Cavell, & Willson, 20019tadent perceptions of
perceived pedagogical caring (Wentzel, 2002). Generally, the netisheeepted and replicated
works draw heavily from aspects of parent-child attachment tlseoparticularly that of
psychoanalyst John Bowlby (1969). Bowlby is most well known for hierags that a child’s
primary caregivers promote the child’'s development oinégrnal working modelThis model
acts as a sort of prototype, representing the child’s expectdtio@asiults’ level of proximity,

responsiveness, and ultimately their trustworthiness. As childrerr soteol, they are
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challenged to generalize the relationships formed with one or twagyicaregivers to a variety
of adults. It is at this time that teachers become increasingly important

Research on attachment theory has supported the idea that teaclens b@luential
attachment figures for children, providing nurturance, structure, amdmafion related to
competence and self-worth (O'Connor & McCartney, 2007). The worRobiert Pianta has
specifically examined many of these exchanges. He proposesahgtaithe factors that place
students “at-risk” can be conceptualized in relational terms.cip lie@ asserts that interventions
and assessments conceived solely on the basis of within-chitdsfatich as cognitive ability,
language development, and attention are short-sighted in their appi@®@nta & Stuhlman,
2004).

Pianta’s model of teacher-student relationships asserts thatcdémepe thought of in
terms of their degree of closeness, conflict and dependency. lesepeesents the degree of
warmth and communication between a teacher and a child. Conflichaisaterized by
discordant interactions and a lack of rapport. Finally, dependencygrnsaseteacher-perceived
possessiveness or “clinginess” in a child. Pianta believes thalketiree to which these factors
are present in the relationship is predictive of students’ early adjustmehbtu.sc

Birch and Ladd (1997) tested the validity of Pianta’s model othtrastudent
relationships in a sample of 200 kindergarten students and their teadengsults supported
the use of the three relationship factors of closeness, conflicegpehdency. The study also
found significant relations between these factors and behavioralates of achievement such
as attitude towards school and classroom participation.

Hamre and Pianta (2001) applied these constructs in studies ofstldients. They

hypothesized that teacher-child relationship quality in kindengawiguld be associated with a
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variety of academic and behavioral outcomes through the eighth Gexkral hypotheses were
investigated in their study. First, the authors believed that chitdisocial coping skills (as

measured via teacher ratings) would show moderate correlatidnswtdome measures in later
grades, even after controlling for the influences of cognitivatylaihd classroom behavior. It
was also proposed that the teachers’ perception of the relationshigh beouhore predictive of

behavioral than academic outcomes. Finally, teacher’s ratingsbict in the relationship were

expected to be a particularly robust predictor of later acadamdcbehavior problems in a
student.

The results supported the idea that early teacher-student rebgi®rould predict
academic and behavioral outcomes in later school years. Wogk also found significant
associations between teachers’ ratings of negative relatpsnsiith students and poorer student
outcomes in terms of grades, standardized test scores, and work Ketdesgarten teachers’
ratings of student dependency and relationship conflict were alpesssociated with later
academic and behavioral functioning. In support of the second hypotieesisers’ ratings were
indeed more predictive of behavioral as opposed to academic outcomies grdaes. Perhaps
most interesting was that negative teacher ratings were predictive of later outcomes for
boys in general and those students in the top third of negathavibe ratings regardless of
gender.

In a study of teacher-student relationships and teachers’ perteptf students’
academic competence, Hughes, Gleason and Zhang (2005) found thanhgiiat factors
predicted teachers’ perceptions of ability regarding firsdgratudents above and beyond
students’ achievement scores. This suggests that teacher-sioggattions have a direct

influence on teachers’ assessments of students’ capabilitigsdiess of students’ actual skill
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levels. The work of Liew, Chen, and Hughes (2010) found similar resultsis study, positive
teacher-student relationships (measured by teachers’ repowarofth and conflict) in first
grade were found to predict second-grade achievement in a samjoe/-ofcome, ethnic
minority students.

Associations between teacher-child relationships and specifisdgegand reading skills
have been found. Burchinal et al. (2002) explored family and classrooonsfast predictors of
academic skill development. Results indicated a positive aisodetween teachers’ reports of
close relationships and students’ academic progress. They wpeeiadly predictive of
improved language skills in children of color, suggesting that gootdeatudent relationships
are more important to the development of some academic skillsefee students. In a study of
classroom quality and child outcomes, Pianta et al. (2002) analyzed/atlzserdata, teacher
reports, and outcome variables from two hundred kindergarten classeso@ias that tended to
be rated highest in overall quality and had the best student outcbiglesiudent engagement
and positive teacher reports of students’ math and literacys)skilso tended to be those
classrooms rated highest on the use of child-centered instruciippedaches. Child-centered
instructional approaches are characterized by low levels ofiviggatom teacher to student, a
supportive style of interaction, and allowance of students’ freedom and choice.

Parenting Research as Applied to Teacher-Student Relationships

Students’ feelings of academic competency and feelings ofveelh suffer when they
experience negative relationships with teachers (Paulson @é088; Thompson, Davidson, &
Barber, 1995). In an effort to understand the complexities ofdttialgnteractions that occur in

the classroom between teachers and children, researchers laue tbeapply aspects of
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parenting theory to the study of these relationships. It is hatehie work of Diana Baumrind
(1971) is highly influential.

Baumrind’s work in the parenting literature is well documented anklyhigplicated.
Her classification of parenting styles has been widely usedainy studiesAuthoritarian styles
are characterized by high levels of parent control with cporedingly low amounts of
nurturance. Parents with permissive styles are seen as manegarent control, and highest in
nurturance. Non-conformist (or neglectful) parents are also sesanaswhat permissive, but
generally lack the nurturance demonstrated by parents using styles. Finally, the
authoritative parenting style has more moderate levels of pepettol and nurturance; these
parents encourage the child’s need to explore, yet set firnsliMany studies have documented
that this style of parenting is associated with the most posititd outcomes (Power, 2004;
Spera, 2005).

As outlined earlier, literature on parenting styles as threyapplied to teacher-child
relationships is somewhat limited. However, results thus far sudbes these parenting
paradigms could be used to better understand teaching practicesorRadlarchant, and
Rothlisberg (1998) examined patterns of suburban fifth- and sixth-gtadents’ perceptions of
home and school factors and the impact of these patterns on achieveEnsy were particularly
interested in whether a lack of congruence between students’ perceptigasenting and
teaching styles was associated with more negative achieveowtcomes. Parenting and
teaching style were assessed using items developed fromoattkeofv Maccoby and Martin
(Maccoby & Martin, 1983) and tapped dimensions of demandingness smahséveness. In
support of Bowlby’'s (1969) ideas of internal working models, resshiswed that overall,

students tended to perceive high degrees of congruence in theonsfig with parents and
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teachers. However, students’ achievement outcomes were most posfiee students’
perceived authoritative styles from both parents and teachers.

A study by Walker (2008) also applied Baumrind’s parentingestio student-teacher
relationships. Expecting authoritative parenting styles to functiomlasiynfor teacher-child
interactions, she hypothesized that an authoritative teaching wodéd promote the most
positive student outcomes. Walker assessed students’ perceptionsr dedbbers’ style as
measured by responsiveness and demandingness over the course roésterseStudent
engagement, classroom based self-efficacy, and standardizedsooadis were the outcome
variables assessed in the sample of 85 fifth grade studentsaaieits in a rural school district.
Results of the study confirmed Walker's hypotheses about teathler Students in the
authoritarian-rated classroom had greater self-handicapping teeslamci lower self-efficacy as
compared to those in authoritative classrooms. They were alsseléssficacious as compared
to peers in a permissive classroom. Differences were alsofsestudents in the permissive
classroom, which showed smaller gains in math achievement ovegriester as compared to
other classrooms.

Overall, promoting a quality relationship from the perspectives o b@acher and
student appears important to later positive student outcomes. As @, whalents who have
more positive relationships with teachers tend to have more ateopcademic skills and
improved emotional/behavioral adjustment in comparison to other studentsalSbhegppear to
be less vulnerable to the impact of other factors that may fiaoe at risk, including poverty,
minority ethnic status, or poor relationships with parents. These fmdurther highlight the

importance of teacher-student relationships.
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Teacher-Student Relationships and African American Students

Previous research has established that African American staderdsincreased risk for
negative academic outcomes as compared to Caucasians, even drefonsiders the
additional impact of within-child cognitive, emotional, and sociatdiecon their achievement.
African American children are more likely to come from poomwnemic circumstances (De
Civita, Pagani, Vitaro, & Tremblay, 2004), have less school readfrassuzzo et al., 2007) and
have parents with lower expectations of educational attainmentasdnivolvement in school
(Englund, Luckner, Whaley, & Egeland, 2004; Mistry, White, Benner, &rtHy 2009). They
are more likely to have low academic skills and be refdoerause of learning problems (Halle,
Kurtz-Costes, & Mahoney, 1997). In terms of teacher-child intenagtiresearch conducted thus
far solidly indicates a disconnection between African Ameridaildren and their teachers at
surprisingly young ages.

A study by Hughes et al. (2005) confirmed that teachers repawing poorer
relationships with African American students as compared to &auts and Hispanics.
Relationship factors such as teacher’s feelings about the gobBktyident-teacher support and
their feelings of alliance with students’ parents were sicgnitfily linked to teachers’ estimates of
students’ ability for African American students, who were congiisteated as less academically
capable compared to other ethnic groups. This pattern of negatbheteudent relationships
for African American students is unfortunate, considering the feadt multiple studies have
demonstrated that positive relationships with teachers can baifcaigt protective factor for
those students considered to be at risk for poor academic outcomeg @éie Decker et al.,

2007; Gregory & Weinstein, 2004; Hamre & Pianta, 2001).
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Jerome, Hamre, and Pianta (2009) found that African American ahildeze more
likely to be rated as having conflict in their relationshipthwheir kindergarten teachers. The
authors also found that students’ ethnicity was one of the few predictors thatedrsiginificant
in sixth grade. The pattern of teacher-student relationshipgiovewas also alarming. African
American kindergarteners started out with higher teachergsatof conflict compared to
Caucasians, and this gap in ratings increased over time throdglterschool. This finding of
increased conflict ratings stood regardless of African Ameritagients’ actual achievement,
gender, behavioral problems, maternal sensitivity, maternal educationeapént in childcare.

Other studies speak directly to the association between tedaotienisrelationships and
student behavior in African American samples. Gregory and Weir(@@08) studied discipline
data for 400 students at an urban high school, looking at whether inciadgrbeance were
isolated or a general approach to interactions with teachers.al$®yook an in-depth look at
factors influencing students’ decisions to behave both defiantly and etiepbr with teachers.
The authors expected that both students and teachers would repotiutlesitss were more
cooperative with some teachers than others. The authors also bopaetdl teacher qualities
that promoted or discouraged students’ cooperation.

Results of Gregory and Weinstein’s study showed that indeedaAfdmerican students
were over-represented in referrals for behaviors describedefiarid” A close examination of
these incidences revealed them to be situation-specific and higiplgndent on students’
perceptions of their relationship with the teacher. Reports frontalf American students
showed that they were aware of the differences in their behaviteisses headed by their most-
and least- preferred teachers. The students’ reports were eohsigth those of teachers and

indicated an awareness of being actively more rule-breakingntledind truant for teachers with
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whom their relationship was lacking. Generally, students repéeelthg more cared for and
trusting of teachers they had positive relationships with; in turs ctimtributed to an increased
sense of obligation to cooperate with them. Students’ cooperativedattias highest for

teachers that they described as both caring and holding high academic expetdastudents.

The work of Kathryn Wentzel (2002) has been patrticularly insightfthéoexamination
of teacher-student relationships as applied to African Ameraaples. Her study examined the
applicability of Baumrind’s parenting models to classroom contevith, effective authoritative
teaching expected to be associated with motivational and behaspealts of students’ school
adjustment. Wentzel pulled from Baumrind’s ideas of parents as previdestructure and
nurturance for their children. She was also interested in Baumrite$sriptions of parents’
demands for self-reliance/control, and their usefulness in encouragpopriate
communication of opinions and feelings in their children.

Wentzel's model of social and cognitive competence consists oflifivensions that are
seen as central to positive development. The fsitrol, reflects consistent discipline and
provision of structure to childreMaturity Demandspeak to the teacher’s expectations that the
student perform to his/her potentiaDemocratic Communicatiorrefers to the use of
communication styles that honor children’s ideas and feeligiturancedescribes expressions
of warmth and approval and protection of the child’s well-be@antrol andMaturity Demands
comprise the Demandingness component of Baumrind’s model, wBb#enocratic
Communicationand Nurturancemake up her Responsiveness factor. Wentzel also identifies
teachersModeling of Motivationa measure of teacher’s ability to convey interest in iass

subject matter.
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Findings from Wentzel’s study revealed that students’ motivatias positively related
to teachers’ motivation, democratic communication, control, and mateityands. It had an
inverse relationship to negative feedback. Students’ pro-social behaagrassociated with
teachers’ democratic communication, high expectations and low vede¢idback. Overall, the
five factors were consistently associated with student diffsxs in motivational, academic, and
behavioral outcomes. Students’ reports about teacher characteistiasistinguished teachers
in the five areas, supporting the use of this model as a wagniteptualize student-teacher
interactions. Making Wentzel's work perhaps more valuable isdttetliat these findings were
seen in a sixth-grade, suburban sample drawing from two schools. One sub-sanmuimarily
Caucasian, with few disadvantaged students, and more experieachdrge The second was
overwhelmingly African American, with a significantly highpercentage of disadvantaged
students, and teachers with considerably less experience. The esangésults in the highly
diverse samples further support the applicability of Baumrind’s htodzhild-adult interactions
across a variety of cultures and economic circumstances.

Teacher Expectations and African American Achievement

The role of teacher expectations in predicting later studentvachent has a strong
research base. Researchers have documented that studentsofor teéachers hold higher
academic expectations receive more participation opportunities,appeetunities for feedback,
and higher peer ratings (Bornstein & Lamb, 2005). Similarly, teaekpectations have been
linked to achievement indicators such as grade-point average amthrsiided test scores
(Mistry et al., 2009), reading and math ability (Hinnant et al., 208%], feelings of academic

competence (Benner & Mistry, 2007).
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In a review of research on the effects of teacher expeetaaniachievement, Jussim and
Harber (2005) found evidence in the literature that teachers bawe tendency to favor those
students for whom they hold higher educational expectations. For thetentst teachers’
judgments of their skills and abilities were less likely tarifienced by relationship and other
non-academic contextual factors, and more based on actual achieversstand social-
emotional skills. However, teachers’ judgments of students for whioey held lower
expectations were more likely to be influenced by non-acadéaciors including parent
involvement and peer acceptance. Given this, there is reason forrcamit the increased
vulnerability of minority groups to the potential negative effectbiated teacher judgments on
their achievement.

Indeed, African American students are at a disadvantage in gatifgteacher
expectations throughout the literature (Jussim & Harber, 2005). dtudy of early teacher
perceptions and later academic achievement, Gill and Reynolds (E@®ined the
associations between teacher expectations and sixth-grade readingath achievement in a
sample of African American students. The authors found that teaghectations mediated the
effects of early intervention outcomes, even after controllingd@nographic variables (i.e.,
gender and family income) and prior achievement. Supporting the ideadbber expectations
are more strongly related to achievement for ethnic minornitgtesits, Hinnant, O’Brien, and
Ghazarian (2009) found that first grade teachers’ expectatiorsading performance had no
reliable linkages to third grade reading performance — except icadee of African American
and Hispanic boys. The authors pointed out that these students had thteplerigemance when
their abilities were under-estimated; however, they showed thégtayains when their abilities

were over-estimated.
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In a study of the interactions of teacher expectations, olassrcontext, and
achievement, McKown and Weinstein (2008) revealed that ethnic divetaity a significant
role in teachers’ expectations for student achievement. Drawim forevious research
indicating that teachers’ expectations have implications far thstructional practices, they
hypothesized that the more teachers were perceived as highgdlbwards high-achievers, the
more their expectations for students would be associated with stue#mticity. They also
predicted that these patterns would have significant implicationsthfe year-end ethnic
achievement gap. McKown and Weinstein tested their hypotheses arhiddiggn from 83
urban, lower- and upper elementary classrooms. Results supported thes’ duypotheses;
teachers of ethnically diverse classrooms who were seen lnsduas biased in their treatment
of high- and low-achievers tended to expect significantly nfime Caucasian than African
American and Latino students. Interestingly, teachers’ expaatathad an impact on
achievement over and above the contribution of classroom contextual esusiath as single or
mixed-grade level), and students’ prior achievement. McKown and3dféen estimated that
teacher expectations might contribute up to 0.38 standard deviatioqgp(oxianately 0.8 grade
equivalents) to the year-end ethnic achievement gap.

The work of Diamond, Randolph, and Spillane (2004) illustrates a more giopatt of
ethnic stereotypes on the teachers’ expectations. In thek, ieachers’ overall sense of
responsibility for student learning was assessed to provide a hraadenization-focused
perspective. Diamond et al. proposed that ethnic composition of the statintwould be
associated with teachers’ sense of ownership of students’ IlgarRisults of their study
indicated significant differences in teachers’ collectivdirige depending on student ethnicity.

In schools with a majority-African American and low-income studesdy, teachers felt less
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collectively responsible for student learning. The authors conclude “iffa reduction of
teachers’ expectations and sense of responsibility ... suggestses®through which de facto
segregation contributes to a perpetuation of educational disadvafageiond et al., 2004, p.
94).

Gender and African American Students’ Relationships with Tealkers

Throughout the literature on teacher-student interactions, malasonships with their
teachers have been found to be less positive than females’ (BaRiemta, 2001). Kopke and
Harkins (2008) point out that these findings may be due to differences in our gecidkzation
processes, with females more likely to possess the verbdl abid social connection skills
needed to develop positive relationships with teachers at early ages.

Much of the work on teacher-student relationships generally comp#reik minority
student ratings to those of Caucasian students. Studies on within-differences are rare.
Thus, literature addressing teacher-student relationships with resgeeigenider gap in African
American achievement is nonexistent.

Existing studies addressing teacher-child interactions facakfrAmericans often speak
to gender differences as they are uncovered by secondary awélgdmsrger research question.
Zand and Thompson (2005) studied the impact of demographic, individual, andteainte
variables on African American students’ achievement in a samplE/4fAfrican American
adolescents participating in a substance use/abuse prevention progeaail, @elings of self-
worth were linked to feelings of bonding towards the school and overadivetnent. However,
they found significant differences among indicators of self-worth betwedes and females.

Similarly, Gordon Rouse and Austin (2002) found that the relationship betfeean

American students’ grade point average and self-concept behefsd according to gender.
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High-ability African American females emerged as moreivatéd than males, expressing high
valuing for academics, more positive beliefs about ability, anthemeased internal locus of
control. This pattern was unique to African American females & ghidy; it was made even
more interesting because it was the inverse of patterns semrg demale students of other
ethnicities. In a study of teacher characteristics and ith@@ct on teacher-student relationships,
Kesner (2000) found that teacher ethnicity affected ratings chéestudent relationships.
Asian, Hispanic, and Caucasian teachers perceived their relationgttipéfrican American
students as more dependent than those they had with students of bihetiet. Gender
differences were also seen among African American studeiitsfeachers’ relationships with
boys being described as more conflicted and less close.

A study by Ross and Jackson (1991) highlights differences betwieeamAmerican
males and females in another correlate of teacher-studiatimehips — teacher expectations for
achievement. In their study of 90 suburban teachers of kindergartenhrsidig grades, the
authors found that teachers showed preference for African Asnefeamales as opposed to
males in their predictions of future educational attainment baseatescriptions of fictional
student histories.

Studies clearly document the challenges that African Ataermale students have with
developing quality teacher-student relationships as compared to tthar groups. Given this
void, an exploration of within-group differences may be useful to our uadeiag of factors

that contribute to their underachievement as compared to African Americaedsema
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CHAPTER 3
Method

Participants

Participants in the study were 522 students from a suburban schaet disMichigan.
Community data indicated a median income of $28,610 with 86.7 percentid#gntssin the
community reporting that they hold a high school diploma (Ferguson, 2009ien8 were
drawn from three elementary schools: two housing grades 2-6, aathérdhousing grades K-6.
Participants were fourtm(= 131), fifth ft = 209), and sixthn(= 181) grade students. The school
district reports an enrollment of approximately 3900 students, with&&%mented as eligible
to receive free or reduced lunch (Center for Educational Pesfoze and Information, 2010).
Well over half of the students in this study self-identified Adscan American. Ethnicity
groups were defined according to U.S. Department of Commerce guidelines as
described by Humes, Jones, and Ramirez (2011). Students whose self-reported
ethnicity was American Indian or Alaskan Native, Asian or Pacific Islander, African
American, Hispanic, or multi-race (n = 391) are considered ethnic minorities. Students
reporting Caucasian or Arabic ethnicity were considered as non-ethnic minorities (n =
123). Eight participants declined to report their ethnicity. To facilitate data analysis, the
ethnicity categories for this sample were collapsed. Final categories were African
American, Caucasian, Hispanic, and “Other” Non-White. Demographic information is

contained in Table 1.
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Table 1

Demographic CharacteristicN(=522)

Frequency Percent

Gender
Female 272 52.11
Male 249 47.70
Missing 1 0.19
Ethnicity
African American 311 58.58
Caucasian 123 23.56
Hispanic 32 6.13
“Other” Non-White 48 9.20
Missing 8 1.53
Measures

Instruments used in this study included a demographic form, theh@reas Social
Context measure (Belmont, Skinner, Wellborn, & Connell, 1992), Skinner.'st (2009)
Engagement vs. Disaffection with Learning measure, and the ChildgR&tale (Furrer &
Skinner, 2003). Students’ perceptions of their teacher’'s expectateresalgo assessed. Student
achievement data was collected from the district database.

Demographic form. A demographic form was used for this study. Students provided
information on their age, grade, ethnicity, and gender. Their resporsespvompted using a
forced choice format where appropriate.

Teacher-student relationshipsThe short form of the Teacher as Social Context (TASC)
(Belmont et al., 1992) was used to measure perceptions of tesigient relationships in this
study. It is an assessment of teacher-student classroom ftictesaihat includes both teacher-

and student reports. The student self-report form of the TASC ésdlsiudents’ experiences of
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teacher behavior according to three dimensions. In keeping with thetidaBrof teacher care-
giving outlined by Wentzel (2002), tHavolvementscale was used as a measure of teacher
responsiveness/nurturance. TAeitonomy Supporscale of the TASC was used to assess
teachers’ use of democratic communication and encouragement of shatarity. Finally, the
Structure scale was used to measure teachers’ demandingness, includingemeior of
rules/expectations for self-control and provision of classroom structure.

The TASC-SF contains 24 items (eight items for each of theders) that tap both
positive and negative interactions between teachers and students fdteeach subscale were
pulled such that all subcomponen{éffection, Attunement, Dedication of Resources,
Dependability, Contingency, Expectations, Help/Support, Adjustment/Monitoring, Choice,
Control, Respect, Relevanoaf) the long-form are represented on the short-form meakene
examples include'My teacher really cares about me&ffection; “My teacher talks with me”
(Dedication of Resourcgs“My teacher doesn’t make it clear what he/she expectnefin
class” Expectationy “My teacher checks to see if I'm ready before he/shdssa new topic”
(Adjustment/Monitoring “My teacher listens to my ideagRespect) Students rated all TASC
items according to how often they occur in the relationship usthgant Likert scale (1 Not
at All Trueg 2 =Not Very True3 =Sort of True4 =Very Trus.

The TASC technical manual offers alpha coefficients for eatheo$ubscales that range
from .54 (Attunement)o .77 (Respect) Belmont et al. validated the short form of the TASC
using a sample of 500 children in grades three through six. Repgtes dbr the scales used in
this study weren = .80 (nvolvement o = .76 Structurg, anda = .79 @Autonomy Support
Scales were computed by averaging the scores from relevant items. To calculate TASC

scores for the variables assessing negative aspects of teacher-student relationships
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(Negative Involvement, Negative Structure, Negative Autonomy Support), responses
were reverse-coded. Cronbach’s alpha for the total scale was .91 in this study. For the
three study scales, alpha values for this study were82 for teacher Involvement,= .76 for
teacher’s Provision of Structure, and .74 for the teacher’'s Autonomy Support scale.

Student classroom engagemenfThe Student report of Engagement vs. Disaffection
With Learning measure (Skinner et al., 2009) assesses studentgeeregd in classroom
activities. It has four scales, each with five items thptaspects of students’ behavioral and
emotional participation or disengagement in class. The items oBehavioral Engagement
scale are concerned with student effort, attention, and persisterce “I pay attention in
class”). TheEmotional Engagemeistale has items that reflect positive emotional states,asuch
“Class is fun.” Disaffection scales generally reflect a lack of effort, persistema&rest or
enthusiasm for class activities. Examples include, “In clasdo ljust enough to get by.”
(Behavioral Disaffectionand “When we work on something in class, | feel bor&dhgtional
Disaffectior). Students responded to items using a Likert-type scalengufrgim 1 =Not At All
Trueto 4 =Very True

Skinner et al. (2009) reported the reliability coefficient for themposite scale as= .92
for the end of the school year. Separately, reliabilitiesttier dimensions of engagement and
disaffection were reported as= .86 andx = .89, respectively. Test-retest reliability coefficients
showed that students’ scores were somewhat stable over the sehodlayerage = .62).
Skinner et al. reported that comparisons of teacher and studemtsrepdicated some
convergence in ratings of engagement and disaffection (on averadi)). Pearson correlations
supported construct validity in that student engagement was positelatgd to many known

personal and social indicators of motivation, including perceptions dietiaher as hostile of
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neglectful ¢ = -.65), a tendency to avoid challenges (-.75), and effort-based capacity beliefs
(r = .71). Internal reliability estimates for this study weadcelated using Cronbach’s alpha,
with the following results: Behavioral Engagement .76, Emotional Engagement= .76,
Behavioral Disaffectiong. = .56, and Emotional Disaffectian= .66. The alpha coefficient for
the Engagement vs. Disaffection scale was.86.

Student behavioral adjustment.The Child Rating Scale (CRS) (Hightower et al., 1987)
measures students’ reports of how they think, feel, and behave in scho@REhis based on
the Teacher-Child Rating scale, originally developed by Hightewveal. (1986). It contains 24
items that assess students’ feelings about their strengthsabidms. Four scales are included:
Rule Compliance/Acting Out, Anxiety/Withdrawal, Peer Social Skdind School Interest. The
Rule Compliance/Acting Out scale, which assesses children’egignes of their conduct in
terms of following typical classroom rules, was used in thisystadch item on the CRS
required the student to rate him- or herself on a three-pointtlskale to reflect the frequency
with which the behavior or feeling occurs (1Usually Ng 2 = Sometimes3 = Usually Yek
Examples are, “I follow the class rules”, “I'm nervous”, and “I make frieracd\e”

Hightower et al. (2003) investigated the psychometric propertiesh® CRS by
administering the measure to five diverse, independent samplesstothfough sixth grade
students rf = 2,381) representing 19 urban and 15 suburban schools in the East I@aast a
Cronbach’s alpha values were reported for three of the five stsdemies and ranged from=
.76 toa = .78. Test-retest reliabilities at four and ten weeks weperted as satisfactory and
consistent with other self-report scales (a median value=0f60). Demographic comparisons
were conducted to support construct validity of the CRS. Overall, dligintet al. confirmed

significant results in the expected directions between suburban fzend children§ < .001) and
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between girls and boyg € .001). Children being seen through a mental health program assessed
themselves as being considerably less well adjusted thanattidnen in the study using the
CRS ¢ < .0001). Significant associations were found between CRS scalamnamdsimilar
measures of student adjustment. Specifically, Pearson corretagfficients ranging from = -
.16 to .33 (ap < .01) were found between the CRS and scales of the TeacherR@hiig Scale
(Hightower et al., 1986). The Rule Compliance scale of the @&Salso positively correlated
with the Teacher Self-Control Rating Scale (Humphrey, 1982% (44,p < .0001). Children’s
experiences Anxiety/Withdrawal showed significant associatjooselations ranged fron28
to .62,p <.01) with Spielberger’s (1973) State-Trait Anxiety Inventory forl@en. Finally, the
CRS was associated with various parent reports of their chilfjisstenent.  Significant
associationgrs = .25 to .36,p < .01) were seen between scales of the CRS and those of the
Parent Evaluation Form (Pedro-Carroll & Cohen, 1985). In addition, parestimations of the
child’s number of friends were significantlyp (< .05) and positively correlated with the
Anxiety/Withdrawal ¢ = .20) and Social Skillsr(= -.19) scales of the CRS. The internal
consistency estimate for the Rule Compliance/Acting out scale aswa&0 for this study.

Teacher’'s expectations for future educational attainmentSix items from Cook et al
(1996) were used to measure future educational expectations. fEmeeasked their own ideas;
three items asked students’ thoughts about their teacher’s fupgetattons for them. Students
rated the items, “How sure is your teacher that youfiilsh high school?” “How sure is your
teacher that you will go to college?” “How sure is your teacher that ylbfinish college?”on a
5-point Likert scale from 1 &ot At All Suré¢o 5 =Very Sure.

Cook and colleagues’ study (1996) reported a Cronbach’s reliability cieetfofo = .75

for the expectations children in grades one through eight held footieieducation. Results of
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the study showed significant correlations between Cook’s measurgtardoredictors of future
education. Status of the student’s school (poor vs. affluent) wadicagtly and positively
related to reports of attainment expectations for older botseirstudy = .20,p < .01). The
authors also demonstrated associations between the measure anthabtherrelated to the
educational expectations of students, including living with one’s matent .22,p < .01), the
reported number of role models in a child’s l{fe= .27,p < .01), and feelings of perceived
obstacles to success= -.14,p < .05). Providing additional support for the validity of Cook et
al.’s measure, Benner and Mistry (2007) later found significdatioaships between youths’
educational expectations and their standardized test scores (f - <2®1) as well as their
overall expectations for success=< .28 p < .01). Cronbach’s alpha values were computed for
both the teacher and student item sets. Internal consistencepated as. = .94 for teacher
items andy = .86 for student items. Analogous to the author’s procedure, ftemsthe student
and teacher scales were combined into an overall Future Educ&iipedtations construct for
the purposes of this study. Internal reliability analysis yetldeCronbach’s alpha value of .88
for this sample.

Student perceptions of teacher treatmentThe Teacher Treatment Inventory (TTI)
(Weinstein & Middlestadt, 1979) has 44 items that measure stugmreptions of teacher’s
communication of achievement expectations. Ten items from High Expectations,
Opportunity, and Choicscale of the self-rating form (Brattesani, Weinstein, & $ail, 1984)
were used in this study to measure students’ perceptions of &@achst, positive feelings, and
provision of opportunities/autonomy. Examples are, “The teacher mestand “The teacher

lets me do as | like as long as | finish my work”. The Teadireatment Inventory requires
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students to rate their responses on a 4-point Likert scal®elver,2 = Sometimes3 =Often, 4
= Always.

Weinstein, Marshall, Brattesani, and Middlestadt’s validationystfdthe TTI (1982)
used a sample of 234 fourth, fifth, and sixth graders from urban, ethnitedrse schools.
Cronbach’s alpha values for all TTI scales were reported at.71. The self-rating form
(Brattesani et al., 1984) parallels the original version of thebtit is phrased in the first person.
The reported alpha value for thiggh Expectations, Opportunity, and Chogeale was: = .80.
Patterns of perceived treatment were also consistent with thoed during observations of
teacher-student interactions. Cronbach’s alpha obtained for this study=w8s.

Teacher’'s achievement related beliefdtems from the Patterns of Adaptive Learning
Scale (PALS) (Midgley et al., 2000) were used to measuurdests’ perceptions of teacher
demandingness (expectations) during academic tasks in this st ALS instrument was
developed to quantify relationships between the classroom environmentdedtsnotivation,
affect, and behavior based on goal orientation theory. Teachetualgshisversions are available.
The student version contains five scaRsrsonal Achievement Goal Orientatidss< subscales,
32 items),Perceptions of Teacher's Godlthree subscales, 12 itemBgrceptions of the Goal
Structures in the Classroofthree subscales, 14 item#hievement-Related Beliefs, Attitudes
and Strategieqeight subscales, 45 itemgnd Perceptions of Parents and Home L{feur
subscales, 22 items). The seven items of Abademic Pressubscale of the Achievement-
Related Beliefs, Attitudes, and Strategies scale meastueenss’ perceptions that their teachers
press them for understanding. An examples are, “My teachenddet me do just easy work,
but makes me think.” Student responses were rated on a 5-point d¢kétranging froml =

Not At All Trueto 5 = Very True.
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The PALS was originally validated in 1997, and last revised in 2000. Alphges
provided for each subscale ranged fram .71 toa = .89 (Academic Pressubscaleg = .79).
Midgley et al. (2000) report that the PALS has been used in migidy diverse school districts
(up to 55% ethnic minority) in three Midwestern states. Studenplsanfrom elementary,
middle, and high school settings were drawn from public schools. Theb&sh's alpha

coefficient was .68 for this study.

A summary of the internal consistencies for all study scales is egjporiable 2.

Table 2

Cronbach’s Alpha Coefficients for Study Scales

N of tems Cronbach'sy

Teacher as Social Context Scale 24 91
Total Involvement 8 .82
Total Structure 8 .76
Total Autonomy Support 8 74

Teacher Expectations

Teacher's Academic Press 7 .68
Perceived Teacher Treatment 10 .85
Expectations for Educational Attainment 6 .88

Student Behavior Adjustment

Rule Compliance 6 .80
Student Engagement vs. Disaffection 20 .86
Behavioral Engagement 5 g7
Emotional Engagement 5 .76
Behavioral Disaffection 5 57
Emotional Disaffection 5 .66
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Student grades. As with the prior years’ grades, students’ year-end gradesding and
math were collected for the study. District grades are wmiagd via a central, web-based
system. They were exported into a database for use in this Studgnt’s first semester (second
guarter/card-marking) and second semester (fourth quarter/cakdrg)aletter grades were
converted into a grade point equivalent according to district guideliGeade point
equivalencies were calculated using a 4-point scale, witheax tade of “A” equivalent to a
4.00, “B” equivalent to 3.00, “C” to 2.00, and so on. The average grade point fontstude
reading and math grades across the two semesters of the 2010cB0al y&ar represented
Overall GPA in this study. Prior GPA reflected studentstieg and math grade point average
for the fourth quarter of the previous (2009-2010) year only.

District assessment data. Student reading and math achievement were also examined
using Winter and Spring scores on the Measures of AcademiceBsoMAP) assessment
(Northwest Evaluation Association, 2009). The MAP assessment is aiduadly administered,
adaptive, computer-based test of achievement. It is commonly usesdsesses reading, math,
language usage, and science content. Scores on the MAP tgstearen a RIT scale, an equal
interval scale that accounts for item difficulty. The NWEAadministered tri-annually, in the
fall, winter, and spring. Spring 2010 math and reading RIT scores wssad as an additional
measure of students’ prior achievement. RIT scores from the w2ftet and spring 2011
administrations were used in this study as measures of caolkievement. The reading scores
and math scores were each averaged to provide the DistricinBeand District Math

Assessment scores.
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The Northwest Evaluation Association provided reliability coefficgefdr the MAP
assessment in 2009. Data presented in the norms study points out t@dphee nature of the
test makes traditional measures of reliability (teststetparallel form, etc.) inappropriate.
However, the authors report a correlation coefficient of approrisnat= .82 for repeated
assessments using item pools of similar structure (Northwesdtudion Association, 2009).
Correlations of repeated test administrations using signtficdifferent item pools were nearly
identical (approximately = .83). In terms of validity, the NWEA MAP assessment isnalb
with state curriculum content standards and assessments. Remoradtion coefficients for
2007 (the most recent information available) between MAP assesssalts and those of other
states’ accountability tests ranged from .57 tor = .83. No correlations were reported related
to Michigan accountability assessments.

Data Collection Procedures

The Human Investigations Committee at Wayne State Univeysgisoved all procedures
prior to data collection (Appendix A). Letters of support were asoured from district
administration prior to the study (Appendix B). To increase stuclmmtfort and ease potential
interruptions during recruitment and survey administration, teachesrolams served as data
collection sites for this study. Teachers were informed abouirtieedures of the study at staff
meetings before student recruitment began. Their input wastasdliiring the planning phase
to allow for minimal interruptions to students’ instruction time.

Parents were mailed an information sheet at least two waéiksto data collection
(Appendix C). This sheet included the study purpose, procedure, risksideswifidentiality,
and how to contact the principal investigator with questions. It atdaded a tear-off sheet by

which parents could refuse consent for their child to participatepiihepal investigator and/or
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research assistant visited each classroom on the designsé¢edndatime and dismissed the
teacher before speaking to students about the research. They then inforstadehts about the
study. A script was used for this portion of the administratioa fgpendix D). All students
were provided with two independent, free-time activities (a crosbword search and a Sudoku
puzzle). Non-participating students were identified and allowed toemiately begin these
activities or read silently. It was reiterated to remairshglents that participation in the study
was voluntary and choosing not to participate had absolutely no ingmadheir grades,
relationships with school staff, or treatment by researdh $taey were also informed that staff
would not know their participation status. Students were provided withall seward (their
choice of a pencil and eraser) as an incentive; this rewaggreaided to all students regardless
of their participation.

Participating students provided oral assent to the principal igaésti or research
assistant before participating. The demographic form (Appendixag)completed with students
prior to completion of the survey packet. Total administration took approxin&det0 minutes,
and was completed in a single session. The principal investigatbrresearch assistants
collected all forms at the end of the session and remained to answerstibogie

To maintain confidentiality, student forms were number-coded. ThergIgarticipant
identification numbers were created by pairing the last fogitsdof their district identification
number with a unique four-digit code provided by the principal investig&odes provided by
the principal investigator allowed for her to identify student’sding and classroom placement
as needed for pairing with district achievement and attendanceAdaa participant numbers
were assigned, the tear off sheets were removed from theonqunestes and stored in a locked

drawer of the principal investigator's personal office. Theteac list linking the students’
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names to their participant numbers is stored on a password-profastedrive, which is kept in
a separate locked drawer of the principal investigator's pérstiite. Tear-off sheets will be
shredded and the electronic database destroyed upon acceptance dsdn@atidin by the
research committee.
Data Analysis Procedures

Student data was collected and entered into a computer datiBMs8PSS v. 19 for
Mac OS was used for statistical analysis. Multiple AnalygiVariance and Structural Equation
Modeling procedures were used to evaluate study data accordingreséaech questions. See

Table 3 for a list of the research questions and corresponding statistical methods
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Table 3

Research Questions, Hypotheses and Statistical Analyses

Research Questions and Hypotheses Variables Statistical Analysis

Research Question 1: Are there gender and ethnicity differences in acadbieiement?

Hia: There are differences in academic | Predictor Variables: Multivariate
achievement among gender and Student Gender Analysis of
ethnicity groups Student Ethnicity Variance

Hig: Females evidence higher achievement . . i

Criterion Variables

than males. )
Overall Grade Point Average

achievement than ethnic minorities. | path Assessment Scores

Research Question 2: How do students perceive teacher-student relationships?

H.a: There are differences in students’ | Predictor Variables: Multivariate
perceptions of teacher-student Student Gender Analysis of
relationships among gender and Student Ethnicity Variance

ethnicity groups.
Criterion Variables:
Teacher-student relationship

H.g: Females perceive more positive
teacher-student relationships than
males.

H.c: Non-ethnic minorities perceive more
positive teacher-student relationships
than ethnic minorities.
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Table 3 (continued)

Research Questions and Hypotheses Variables Statistical Analysis
Research Question 3: Do teacher expectations differ by student gendtracity@
Hsa Students’ perceptions of their teachers] predictor Variables: Multivariate
expectations will differ among gender Student Gender Analysis of
and ethnicity groups. Variance

_ _ _ Student Ethnicity
Hsp: Females will perceive higher teacher

expectations than males. . :
Criterion Variables:

Teacher's Academic Press
Perceived Teacher Treatment

Expectations for Educational
Attainment

Hse: Non-ethnic minority students will
perceive higher teacher expectations
than ethnic minority students.

Research Question Do teacher-student relationships affect classroom engagement and thersiaca
achievement, after controlling for previous academic achievement and behadjostment?

H4: The relation between teacher-student | Criterion Variable Structural Equation
relationship and achievement is mediateflchievement Modeling
by classroom engagement.

Predictor Variables
Teacher-Student Relationship

Mediator Variable
Classroom Engagement

Research Question 5: Does gender moderate the relation between stusgrioperof teachers
(teacher-student relationship and teacher expectations) and achievement?

Hsaz Gender will moderate the relationship | Criterion Variable Structural Equation
between student perceptions of teacheérgchievement Modeling
and achievement.

Predictor Variables
Teacher-Student Relationship
Teacher Expectations

Hsy: For African American students, the
moderating effect of gender on the
relation between relationship variables
and achievement is stronger for female

n

Moderating Variable
Student Gender
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Sample Size and Power

To determine the appropriate sample size for this study, a Enaérsis was completed
using Sample Power 2.0. The power for a multiple analysis of wariath two independent
variables at an alpha level .05 can yield a power of approxim#&®&lyith 270 participants.
Structural Equation Modeling (SEM) procedures were also used to addiuely questions, with

comparable power estimations (approximately .60) for this sample size.
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CHAPTER 4
Results
This chapter contains the results of statistical analysdswblee conducted to

address the research questions of this stlilg. purpose of this study was to examine
patterns of academic achievement and how these may be related to teacher
expectations, teacher-student relationships, and students’ levels of classroom
engagement. Gender patterns were also of interest, particularly among African
American students. Inferential statistics were used to test the research questions. A
criterion alpha level of .05 was used to determine statistical significance.
Preliminary Analyses

Participants’ fourth quarter reading and math grades from the 2009200l yearr( =
420) were collected as a measure of their previous achievemergs ®n the district’s year-end

reading and math assessments were also used. Table 4 provides descriptiatianform

Table 4

2009 — 2010 Assessment Scores and Overall GRPAS22)

N M SD  Minimum Maximum
District Reading Assessment 188 201.86 13.77161.00 235.00
District Math Assessment 213 203.40 13.09166.00 242.00
Prior Overall GPA 418 2.87 0.89 0.00 4.33

Students’ current achievement was also assessed using an average of their mid-

and end-of-year GPA, as well as scores on the district’s reading and math assessments
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during the 2010-2011 year. Table 5 provides descriptive information for the current

achievement data.

Table 5

Descriptive Statistics — Student Achievement

N M SD Minimum  Maximum
District Reading Assessment 519 206.57 13.23 164.00 251.00
District Math Assessment 519 209.37 13.48 165.00 249.00
2010-2011 Overall GPA 516 294 0.77 0.00 4.25

Variables addressing teacher-student relationships, teacher expectations, and
student classroom engagement were used in this study. Student behavior adjustment
was also measured via the Rule Compliance/Acting Out scale of the CRS. The mean for
this scale was 15.51 (N = 503, SD = 2.96). Tables 6 and 7 provide descriptive
information for these study variables. Pearson correlations for the study variables are

provided in Table 8.

Table 6

Descriptive Statistics — Teacher-Student Relationship and Teacher Expectations

N M SD  Minimum Maximum
Teacher-Student Relationship
Teacher Involvement 460 253 0.40 1.00 4.00
Provision of Structure 441 2.64 0.39 1.38 3.75
Autonomy Support 438 2.61 0.37 1.50 3.80
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N Mean SD Minimum Maximum
Teacher Expectations
Academic Press 498 2594 5.75 4.00 35.00
Perceived Teacher Treatment 430 258 0.57 1.00 4.00
Expectations for Educational Attainment 479 26.32 5.34 5.00 30.00

Table 7

Descriptive Statistics — Student Engagement versus Disaffection

N M SD  Minimum Maximum
Behavioral Engagement 503 3.35 0.59 1.00 4.00
Emotional Engagement 503 3.03 0.70 1.00 4.00
Behavioral Disaffection 502 3.05 0.59 1.00 4.00
Emotional Disaffection 503 3.27 0.63 1.00 4.00
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Pearson Correlations for Study Scales
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Variable 1. 2. 3. 4. 5 6. 7. 8 9  10. 11. 12. 13. 14. 15.
1. Involvement
2. Structure 23
3. Autonomy
Support 300 .49
4. Academic
Press A4 19" 24
5. Perceived
Treatment 27 217 217 38
6. Future
Expectations .07 .09 .03 .28 .48"
7. Behavioral
Engagement .02 .03 .02 .19° .39" .44
8. Behavioral
Disaffection -.05 -.18 -.16 .06 .13 .25 .35
9. Emotional
Engagement .13" .16 .14 24" .48 .38 .56 .29
10. Emotional
Disaffection -.08 -.13" -11 .17° 28" 37" .36 .53 .50
11. Rule
Compliance -.04 -12" -13" 13" 19" 27" 43 35 22" 32
12. Reading
Assessment -.08 -22° -20" .20° .07 .23 .14 277 .03 .32° 32
13. Math
Assessment -.08 -24" -20" .17° .01 .17 .09 .21 -02 .27 25 .75
14. Prior GPA -01 -14" -16" .14° .08 .20° .19 28" .12° 28" .28 50 .48
15. Overall GPA .01 -14" -16" .17 .12 25" 22" 28" .08 .23° 28 51" .46 .70

Note."p <.05;” p<.01
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Research Questions

Research Question 1. Are there gender and ethnicity differences in academic

achievement?

Hypothesis la.There are differences in academic achievement among gander

ethnicity groups.

Hypothesis 1bFemales evidence higher achievement than males.

Hypothesis 1c.Non-ethnic minorities evidence higher achievement than ethnic

minorities.

Multivariate analysis of variance was used to explore the above research
guestion. Box’'s M was used to test the assumption that the within-group covariance
matrices were equal. Results were significant, suggestirtgthisa assumption was violated
(Box's M = 74.41, F(42, 26041.57) = 1.69, p = .003). Although Box’s M is known to be
robust despite this violationesults should be interpreted with this in mind.

Differences in students’ achievement according to gender &mitiey were analyzed
with a 2 x 4 MANOVA. Means and standard deviations of achievemeneéstyr gender and

ethnicity are presented in Tables 9 and 10.

Table 9

Descriptive Statistics by Gender — Student Achievement

N M SD Minimum Maximum
District Reading Assessment
Female 269 207.60 12.47 170.50 251.00
Male 249 205.44 13.97 164.00 245.00
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Table 9 (continued)

N M SD  Minimum Maximum

District Math Assessment

Female 269 208.24 13.52 165.00 241.00

Male 249 210.61 13.37 174.00 249.50
2010-2011 Overall GPA

Female 272 2.94 0.79 0.58 4.25

Male 243 2.93 0.75 0.00 4.25
Table 10

Descriptive Statistics by Ethnicity — Student Achievement

N M SD  Minimum Maximum

District Reading Assessment

African American 309 20440 1249 164.00 236.00

Caucasian 122 211.77 14.90 176.50 251.00

Hispanic 32 207.56 11.53 176.00 231.00

“Other” Non-White 48 207.96 10.39 176.00 232.00
District Math Assessment

African American 309 206.50 12.63  165.00 241.50

Caucasian 122 216.39 14.21 177.50 249.50

Hispanic 32 210.53 12.23 179.00 233.00

“Other” Non-White 48 210.29 11.58 180.50 231.50
2010-2011 Overall GPA

African American 307 2.84 0.75 0.00 4.17

Caucasian 121 3.11 0.81 0.58 4.25

Hispanic 32 3.17 0.72 1.17 4.17

“Other” Non-White 48 299 0.78 0.75 4.25
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Results of the MANOVA are presented in Table 11. The Pillaizc@ value of .03 was
significant for the main effect of gendd¥(B, 495) = 5.29p = .001,7°= .03]. Ethnicity was also
shown to be significant [Pillai's Trace = .18(9, 1491) = 5.87p = .000,7> = .03], indicating
that each of the factors significantly contributed to the grouprdiffees in achievement. No

significant interaction effects were found.

Table 11

Multivariate and Univariate Analysis of Variance F Ratios for Gender x Ethnicity Effects
for Achievement Measures

ANOVA F
District District
MANOVA Reading Math
Variable F Overall GPA Assessment Assessment
Gendet* (G) 5.29" 2.23 0.02 5.43
Ethnicity”® () 587" 5.11 8.99" 17.04"
G x E™ 0.83 1.39 0.99 0.39

Note. Multivariate F ratios were generated from Pillai’'s TradeéNOVA = univariate analysis of
variance; MANOVA = multivariate analysis of varianc

AMultivariatedf = 3, 495 "Multivariatedf = 9, 1491 “Univariaedf= 1, 497 “Univariaedf = 3, 497.
"p<.05."p<.01.""p<.001.

To explore the group differences more specifically, between-subjects testing
procedures were performed using Analysis of Variance (ANOVA) for each achievement
variable according to gender and ethnicity. At this level of analysis, Levene’s test was
used to verify the assumption of equal variances within the sample. Results supported
this assumption for all measures of achievement except students’ district reading

assessment score [F(7, 497) = 2.61, p = .01].
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Gender Differences in Student Achievement

Overall GPA. As shown in Table 11, univariatE tests compared gender group
differences in students’ GPA across the 2010-2011 school year. Relsolved that gender did
not significantly contribute to differences in students’ ove&tA: F(1, 497) = 2.23p = .136,
n?= .00.

District Reading and Math Assessments. Between-subjects tests were run to determine
the role of gender in student’s performance on the district'snmgauatid math assessments across
the school year. Results indicated a statistically signifidéférence between male and female
performance on the math assessments, with the male group haviegnaRIT score that was
2.39 points higher than that of the female graefl[497) = 5.43p = .020,5° = .01]. However,
performance on the reading assessment did not show statissgaiificant differences by
genderF(1, 497) = 0.02p = .884,7,*= .00.

Ethnic Differences in Student Achievement

UnivariateF-tests with post-hoc comparisons were also used to determine wbeshaf
achievement outcomes contributed to the significant main effegligder student ethnicity.
Results appear in Table 11.

Overall GPA. Statistically significant results were found for students’ aN&BPA, with
Caucasian students showing better GPAs on average than AfriceancAm students (mean
difference = .27 grade poings= .005,7°= .03).

District Reading and Math Assessments. Between-subjects tests showed that ethnicity
was also related to performance on district assessmentsfi¢sighiat p = .000 for both

assessments). Post-hoc testing for the reading and matmassissssing Tukey’s HSD showed
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that Caucasian students’ RIT scores for the reading assesarensignificantly higher than

those of African American students £ .000), surpassing them by an average of 7.04 points. On

the math assessment, this pattern persisted. Results of pdsisting showed RIT scores for
Caucasian students that were nearly ten points higher thanrAkioaricans’ (mean difference
= 9.69,p = .000). They also significantly out-scored the “Other” Non-WIgitoup (students of
Native American, Asian, and Multi-ethnic heritage) by an ayeraf 5.93 points on the math
assessment (significant@t .036).
Research Question 2. How do students perceive teacher-student relationships?
Hypothesis 2a There are differences in students’ perceptions of teacheerst

relationships among gender and ethnicity groups.

Hypothesis 2bFemales perceive more positive teacher-student relationships than males

Hypothesis 2c Non-ethnic minorities perceive more positive teacher-student

relationships than ethnic minorities.

A 2 x 4 MANOVA was used to examine the impact of gender and ethnicity on
students’ perceptions of teachers’ Involvement, Provision of Structure, and Autonomy
Support. Equality of the covariance matrices across the dependent variables was
verified: Box's M = 54.00, F(42, 14283.00) = 1.21, p = .164. Levene’s homogeneity of
variance tests were performed and confirmed assumptions of homogeneity for all
scales. Means and standard deviations by gender and ethnicity are provided in Tables

12 and 13.

N M SD Minimum Maximum  Table

12

Descriptive Statistics by Gender — Teacher-Student Relationship
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Teacher Involvement
Female 244 254 042 1.00 4.00
Male 215 253 0.39 1.60 3.73
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61

N M SD Minimum Maximum

Teacher Provision of Structure

Female 235 261 0.40 1.38 3.75

Male 205 2.67 0.39 1.50 3.75
Teacher Autonomy Support

Female 237 2.60 0.38 1.50 3.70

Male 200 2.63 0.35 1.60 3.80
Table 13

Descriptive Statistics by Ethnicity — Teacher-Student Relationship

N M SD  Minimum Maximum

Teacher Involvement

African American 267 254 042 1.00 4.00

Caucasian 114 255 0.40 1.73 3.50

Hispanic 31 248 0.37 1.60 3.10

“Other” Non-White 40 254 0.32 1.70 3.20
Provision of Structure

African American 250 2.66 0.40 1.38 3.75

Caucasian 116 259 0.40 1.38 3.75

Hispanic 31 256 0.45 1.50 3.50

“Other” Non-White 36 2.68 0.27 2.13 3.25
Autonomy Support

African American 252 262 0.38 1.50 3.80

Caucasian 112 255 0.37 1.97 3.70

Hispanic 28 259 0.28 2.03 3.10

“Other” Non-White 39 272 0.33 2.20 3.50
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As demonstrated in Table 14, results of the 2 x 4 MANOVA show that the
interaction of gender and ethnicity significantly impacted outcomes on teacher-student
relationship measures (p = .023). Gender and ethnicity as main effects did not
significantly impact students’ perceptions of teacher-student relationships [gender, p =
.272; ethnicity, p = .135]. However, between-subjects testing showed a significant

interaction effect for the two factors on the Provision of Structure scale (p = .033).

Table 14

Multivariate and Univariate Analysis of Variance F Ratios for Gender x Ethnicity Effects
for Teacher-Student Relationship

ANOVA F
MANOVA Teacher Provision of  Autonomy
Variable F Involvement Structure Support
Gendef’(G) 131 0.62 2.56 0.39
Ethnicity® (E) 1.86 0.45 0.48 1.19
G x E° 3.21 1.08 2.95 1.16

Note. Multivariate F ratios were generated from Roy’s Largest REMOVA = univariate analysis of variance;
MANOVA = multivariate analysis of variance.

*Multivariatedf = 3, 382 "Univariaiedf = 1, 384 ‘Univariaedf = 3, 384.

p < .05.

Interactions of Gender and Ethnicity in Perceptions of Tedger-student
relationships

To more specifically examine the group differences found in pexddieacher-student
relationships, MANOVA testing was performed again aftet 8gitting the data file according
to ethnicity and re-running the MANOVA with gender as the singiledictor variable. The
equality of covariance matrices was supported for each ethnictyp gatp >.05. The Pillai’s

Trace value of .27 showed significant gender differences for HisgtuentsH(3, 24) = 2.97,
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p = .052,5° = .27], specifically on the Provision of Structure scale [univafidte 26) = 5.02p
= .034,54° = .16]. Hispanic males reported higher scores on this scale, egeawef 0.38 points
higher than females.

The above procedure was reversed to examine the impact of etlomi@iperiences of
teacher-student relationships for each gender group. Results didhowt that ethnicity
significantly contributed to differences in perceived teachetent relationship for the male
[Pillai’s Trace = .05F(9, 552) = 1.05p = .399,5° = .02] and female [Pillai’s Trace = .05(9,
600) = 1.18p = .307,4°= .02] groups in this sample.

Gender and Ethnic Differences in Teacher-Student Relationgbs

Follow-up F-tests for showed no significant differences in males’ andaliesh
perceptions of their teachers’ overall Involvement, Provision of Sireicor Autonomy Support.
Ethnic group did not have a significantly impact on perceptions of teaher's overall
Involvement, Provision of Structure, or Autonomy Support.

Research Question 3. Do students’ perceived teacher expectations differ by student

gender and ethnicity?

Hypothesis 3a.There are differences in students’ perceptions of their tesiche

expectations among gender and ethnicity groups.

Hypothesis 3bFemales perceive higher teacher expectations than males.

Hypothesis 3cNon-ethnic minority students perceive higher teacher expectatians

ethnic minority students.

Multivariate analysis was used for the third research question, which examined
the effects of gender and ethnicity on students’ perceptions of their teacher’s school-

related expectations for them. Box's M test of covariance was used to establish
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foundational assumptions of homoscedasticity [F(42, 18048.49) = 45.19, p = .44] for the
2 x 4 MANOVA. Tables 15 and 16 show means and standard deviations according to

gender and ethnicity.

Table 15

Descriptive Statistics by Gender — Teacher Expectations

N M SD Minimum Maximum

Teacher's Academic Press

Female 265 25.86 5.89 8.00 35.00

Male 232 26.00 5.60 4.00 35.00
Perceived Teacher Treatment

Female 234 2.61 0.58 1.00 4.00

Male 195 2.55 0.56 1.10 3.60
Expectations for Educational Attainment

Female 261 26.53 5.10 5.00 30.00

Male 217 26.04 5.62 6.00 30.00

Table 16

Descriptive Statistics by Ethnicity — Teacher Expectations

N M SD  Minimum Maximum
Teacher’s Academic Press
African American 295 25.72 6.08 4.00 35.00
Caucasian 119 26.38 5.30 11.00 35.00
Hispanic 32 25.00 5.58 15.00 35.00
“Other” Non-White 44 26.84 491 17.00 35.00
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Table 16 (continued)

N M SD  Minimum Maximum

Perceived Teacher Treatment

African American 247 262 0.57 1.10 4.00

Caucasian 110 2.53 0.57 1.20 3.90

Hispanic 29 249 0.63 1.00 3.40

“Other” Non-White 38 261 048 1.50 3.60
Expectations for Educational Attainment

African American 282 2650 534 500  30.00

Caucasian 116 26.28 5.20 9.00 30.00

Hispanic 31 2645 5.16 13.00  30.00

“Other” Non-White 42 2548 5.40 10.00 30.00

As indicated in Table 17, the multivariate analysis did not show statistically
significant results for the main effect of gender or ethnicity on teacher expectations.
Interaction effects for these factors also were not significant.

Table 17

Multivariate and Univariate Analysis of Variance F Ratios for Gender x Ethnicity Effects
for Teacher Expectations Variables

ANOVA F
Teacher’'s Perceptions 0 Expectations
MANOVA Academic Teacher for
Variable F Press Treatment Attainment
Gendef“(G) 0.45 0.29 0.11 0.51
Ethnicity®’(E) (.99 0.34 1.02 0.85
G x E>¢ 0.84 0.23 1.98 0.12

Note.Multivariate F ratios were generated from Pillai’s Tra@&OVA = univariate analysis of variance;
MANOVA = multivariate analysis of variance.
*Multivariatedf = 3, 405 Multivariatedf = 9, 1221 “Univariaedf= 1, 407 “Univariaedf = 3, 407.
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Research Question 4. Do teacher-student relationships affect classroom engagement
and thus academic achievement, after controlling for previousragadehievement and
behavioral adjustment?

Hypothesis 4.After controlling for behavior adjustment and prior achievemdm, t

relation between teacher-student relationship and achievemeptliated by classroom

engagement.

Structural Equation Modeling (SEM) was used to address the fourth research
guestion. SEM is viewed as a more powerful alternative to traditional causal modeling
techniques such as multiple regression, path analysis, factor analysis, analysis of
covariance, etc. (Marshall & Weinstein, 1984). Advantages of this approach include
flexibility of assumptions in cases of non-normal data, the reduction of measurement
error via the use of multiple indicators for the latent variables teacher-student
relationship, teacher expectations, and engagement, freedom to create comprehensive
models that include multiple mediators and/or moderators, and the ability to compare
model fit across groups of subjects.

A hybrid method of confirmatory and exploratory approaches was used to test
the model proposed in Figure 1. Using procedures outlined by Garson (1984), a
measurement model was created representing the proposed interactions between the
latent variables teacher-student relationship, student classroom engagement, and the
observed variable of student achievement. Although originally conceptualized as a
latent variable including students’ performances on district reading and math
assessments as well as their GPA, fundamental problems with school assessment data

prevented its inclusion in the student achievement factor of the model. Descriptive
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information for the reading and math assessments from the end of the previous (2009-
2010) school year showed that between one-half and two thirds of the participating
students were missing at least one score (missing values were n =334 for reading and n

= 309 for math). Thus, the observed variable of students’ GPA was used. Observed
variables addressing student behavior (Rule Compliance/Acting Out behavior) and prior
achievement were also included. Sample sizeN = 522 was adequate for this analysis. The
AMOS 19 Maximum Method of Estimation was used to evaluate the maddl missing
values were imputed using Maximum Likelihood imputation. Normalityirtgswas also
performed and suggested non-normal distribution of the data (MardigHicent = 28.31).

Results should be interpreted with this in mind.
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Figure 1.

BD BE

ED Prior

Achievement

Teacher
Student
Relationship

Classroom
Engagement

Autonomy

Involvement Support

Prowvision of
Structure Rule
Compliance

Figure 1. Proposed model for thateractions of teacher-student relationship, student behavicsyabas
engagement, and student achievement. Latent constructs are shown inaiipbsbserved variables are
shown in rectangles. ED = Emotional Disaffection; BD = Behavioral fisidn; EE = Emotional

Engagement; BE = Behavioral Engagement.

Model fit was determined by entering the variables according to the sotiakptualization
in Figure 1. This was followed by a review of modification indices. The resutteasurement

model and corresponding path coefficients are shown in Figure 2.
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Figure 2.
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Figure 2.Confirmed model for the interactions of teacher-student relatijpsistiudent behavior,
classroom engagement, and student achievement. Latent constrgtisvamen ellipses and observed
variables are shown in rectangles. ED = Emotional Disaffection. BlhavBwal Disaffection. EE =
Emotional Engagement. BE = Behavioral Engagement.

"p<.05."p<.01."" p<.001.

Goodness-of-Fit indices for the model were adequate, with a Comparatindesit
(CFI) of .89. The Root Mean Square Error of ApproximaiBMSEA was also adequate, with a
value of .08. Tests of model deviance using Relative Chi-sqGaMé&N/df) also indicated
acceptable model fig(29) = 6.04). The significance level associated with the Chi-square
statistic p = .000) implies poor fit. Yet, Garson (1984) notes that this metric is prone toaejecti
of models with sample sizes over approximately 200. Given the adequate resultaritara
other indices, it seems reasonable to retain the model. However, it should be noted that
alternative models might exist that provide equivalent or better explanatiotihe fvariable

interactions.
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Standardized regression weights associated with the model @iaditated in Figure 2.
Most were significant gb < .01. Student rule compliance negatively and significantly poestlic
teacher-student relationships (3-&17, SE = 0.0], p < .001), indicating that students who
reported better behavior also tended to have lower scores on TASS. RRaports of more
compliant behavior were also associated with increased mtessengagement (3 3:43,SE=
0.01, p <.001). Compliance also positively predicted students’ overall GPA Q8&, SE =
0.01 p=.024)

Students’ prior grades also positively influenced classroom engagea finding that
was significant ap < .001 (8 =0.21,SE= 0.02). Prior grades were positively associated with
students’ current achievement in this study (3 = &% 0.03,p < .001).

Two pathways showed non-significant associations: classroom engatgeid not
significantly predict students’ overall GPA (3 = 0.8%= 0.08,p = .219). This is an unexpected
result. Likewise, teacher-student relationships were also ndicpve of classroom engagement
(R =-0.02SE= 0.07,p= .639).

According to criteria outlined by Ferguson (2009a), the majorithefbeta coefficients
in the model reflect effect sizes that are moderate or l{8tter5). Squared multiple correlations
suggested moderate to strong effects for the modeled relationdtips.latent variable
Classroom Engagement explained between 32% and 79% of the variartte abserved
engagement and disaffection variables. The latent variable Teauhnt Relationship
contributed to 14% of the variance in teacher Involvement, 38% ofatti@nce in Provision of
Structure, and 62% of the variance in teacher Autonomy Support. FiRailg, Compliance,
Teacher-Student Relationship, and Prior GPA contributed to 23% oftlance in Classroom

Engagement. Overall, the model accounted for 48% of the variance seen in OvArall GP
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Research Question 5. Does gender moderate the relation between student perceptions

of teachers (teacher-student relationship and teacher expectatioashawment?

Hypothesis 5aGender will moderate the relationship between student perception of

teachers and achievement.

Hypothesis 5bAmong African American studentthe moderating effect of gender on

the relation between relationship variables and achievement is stronganédes.

Structural Equation Modeling (SEM) was also used to examine the fifth research
guestion, which was concerned with the associations of teacher-student relationships,
teacher expectations, and achievement. It was believed that the effects of these factors
on achievement might be stronger for African American females. This model is shown in

Figure 3.
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Figure 3.
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Figure 3.Proposed model for the moderating effect of gender on the interactions of teacher-
student relationships, teacher expectations, and student achievement for Afnieacaf
students.

Analysis of the model fit for African American students required initial exploration
of its appropriateness with the full sample. As with question four, a hybrid approach was
used. The measurement model included the latent variables teacher-student
relationship, teacher expectations, and the observed variable of student GPA. As with

guestion four, normality testing indicated some non-normality (Mardia’sfiCieet = 13.63).
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Figure 4.
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Figure 4.Confirmed model of the moderating effect of gender on the interactiaeaadfer-student
relationships, teacher expectations, and student achievement udiniysample.
"p<.05."p<.01.” p<.001.

The confirmed model is presented in Figure 4. Model fit was determined vieiarcl
the measurement model and review of modification indices. Goodness-of-fit immti¢ke f
model showed satisfactory fit according to Relative Chi-square, althoeghvtiue remained
low (4*(14) = 2.60p = .001). Overall, the model demonstrated satisfactory or better fit for a
variety of indicesCFl = .96,NFI = .94, RMSEA= .06). Path weights for the sample were

significant afp < .001 across the majority of pairings.
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Students’ perceptions of the teacher-student relationship were assodihtetbiv
overall GPA in this sample (8 -0.32 SE =0.20 p<.001). The negative coefficient is
noteworthy in that it implied that students with higher scores on the TASC sisal¢sraded to
have lower GPAs. Perceived teacher expectations were associdtastndents’ overall grades
(B =0.37, SE =0.02 p<.001). Students’ perceived expectations were also related to their
perceptions of the teacher-student relationshig 838 SE =0.06 p <.001). Gender was not
significantly associated with teacher expectations{®.05 SE .30 p=.310) or perceptions
of teacher-student relationships €30.07, SE =0.03 p<.143) for the full sample.

Beta coefficients indicated moderate to strong effect sizegalbvén terms of the
modeled relationships, the model presented in Figure 4 accounted for 1tb# wdriance in
Overall GPA. The latent variable Teacher-Student Relationshgp rhaderate to strong
associations with the observed variables Structure (41%) and Autonomy S{§&86y, but a
lesser contribution to the variance in teacher Involvement (13%)laiéwet variable Teacher
Expectations also had moderate associations with Perceivedefebdatment (53% of the
variance), Expectations for Future Educational Attainment (40%), and Acadesssc(R6%).

To fully explore question five, this model was tested again after enterircpaf
American students as a grouping variaBesults for African American students indicated
satisfactory or better goodness of @NIIN/df : y*(14) = 1.73, p = .043CFI = .97;NFI = .94;

RMSEA= .05]. Beta weights are shown in Figure 5.
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Figure 5 Confirmed model of the moderating effect of gender on the interactideadfer-student
relationships, teacher expectations, and student achievement franMunerican students.
p<.05. p<.01. p<.001.

Path coefficients for the African American sample wagnicant at p < .001. The

single exception was the pathway representing gender and teapbetagons, which was not

significant in this model (= -0.05 SE =0.47, p = .460). Gender was significantly associated

with teacher-student relationships (3 = 0.13, SE = (03,.047) for this group. Generally,

associations were similar in direction and magnitude in comparigothda full sample.

Overall, the observed variables contributed 10% of the varianc@verall GPA for
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African American students. Teacher Expectations explained bet®@%nand 73% of the
variance in the observed variables Academic Press, Expect&tioislucational Attainment,
and Perceived Teacher Treatment. Teacher-Student Relationship ddetate to strong
contributions to the variances in teacher Provision of Structure, Autorapport, and

Involvement (61%, 78%, and 34%, respectively).

To determine the magnitude of the moderating effect of genderffamaA American
male and female students, model estimates were run sepdoatebch subgroup. For African
American females, fit indices were adequ&@#I[N/df: x*(11) = 2.30p = .008;CFI = .90;NFI
= .84;RMSEA= .09]. However, the associations between teacher expectdiiend.{6, SE =
0.02,p = .124), teacher-student relationships (3 = -0.13, SE =923187) and GPA were not
shown as significant, and the model explained only 3.5% of the variantheir GPAs. The
pathway from teacher expectation to teacher-student relagpoatdo was not significant (3 =
0.20, SE = 0.01p = .113), explaining 4% of the variance in teacher-student relatiofasip
compared to 23% for males). The model fit for African Americaalesy was improved
[CMIN/df *(11) = 1.49p = .126;CFIl = .97;NFI = .93;RMSEA= .06]. For these students, the
associations of teacher expectations to GPA (3 = 0.46, SE 5p0<0201) and teacher-student
relationships to GPA (3 = -0.46, SE = 0.415 .001) were highly significant, with the model
explaining 22% of the variance in African American male studgmégles. Teacher expectations
explained much more variance in teachers’ academic presgfes (41%) compared to females
(29%). Similarly, teacher-student relationships explained 60% ofvénance in perceived
structure for males compared to 24% for females. Yet, peoceptif autonomy support seemed
to be more relevant for female students, with teacher-studatibrelhips explaining 87% of its

variance, compared to 45% for males.
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CHAPTER 5
Discussion

The purpose of this study was to examine patterns of academic achievement
among minority students and investigate teacher-student relationship, teachers’
classroom and future educational expectations for students, and students’ levels of
classroom engagement in order to better understand their patterns of academic
achievement. This section presents the results of the analyses to answer five research
guestions.

The first question was concerned with whether there were differences in
academic achievement (as measured by GPA and performance on district
assessments) according to gender and/or ethnicity. Females and non-ethnic minority
students were expected to have greater achievement in this study. Students’
achievement differed significantly based on gender in this study. On district
assessments of math skills, male students’ skills were significantly superior to females.
However, gender differences in overall GPA and reading assessment scores were not
significant in this study.

This study also found significant differences among ethnic groups in student
achievement. In particular, the Caucasian group of students had a significantly better GPA
than the African American group by nearly a half letter grade. On diasseissments, Caucasian
students’ reading scores surpassed those of African Americamtstuenearly 7.5 points. On
the district math assessment, African American students’seaee again inferior to Caucasian
students, whose math skills were also significantly superitiretGother” ethnic minority group

in this study. Results generally support the hypotheses assowifttetesearch question one.
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Ethnicity-based differences in achievement were shown in thmpleawith non-ethnic minority
students showing higher levels of achievement.

Question two examined gender and ethnicity differences in students’ perceptions
of their teacher-student relationships. Neither gender nor ethnicity alone was related to
students’ ratings of their teachers. However, the interaction between gender and
ethnicity was significant. Specifically, perceptions of teacher-student relationships were
significantly different between Hispanic males and femaledeMreported feeling more clarity
of expectations, consistency of response, adjustment of teachimgissatind instrumental help
from their teachers compared to females.

This result provides mixed support for the hypothesis that student&ptiens of their
teacher-student relationships differed by gender and ethnicity. Gleasled differences such as
those seen for Hispanic students are consistent with previouscrebgaSaft and Pianta (2001)
and Hughes et al. (2005), who have each documented disparities wayhthat students of
differing ethnicity groups rate their relationships with teashdt is possible that for these
Hispanic students, the perceived needs of males (be them acamlemom-academic) may
encourage teacher proximity. Given that girls have been shown tahaavantage in forming
close relationships with teachers even at young ages (Hamranga, 2001; Jerome et al., 2009;
Saft & Pianta, 2001), it may also be the case that theirtibathip sense” manifests as a more
critical assessment of their interactions with teachers. ikega, this study points to gender as
an additional factor that may influence the perceptions of Hispamiersts. However, given
that the sample consists of only 32 Hispanic students, the finding sb®uéplicated in future

studies.
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Question three was related to whether gender and ethnicityedities were present in
students’ perceptions of their teachers’ expectations. Resul®dgdipport a significant role for
gender or ethnicity in students’ reported perceptions in this sflldgre may be several
explanations for this. This may indicate that teachers indeed oida¢ent expectations for the
performance of students from different ethnic groups and that studentsdifferent ethnic
groups see teachers to hold the same expectations. Each ofi#lidesansed to assess teacher
expectations were positively correlated with the achievemeatsures, indicating that higher
expectations were associated with greater achievement isttldg. Students’ perceptions of
teachers’ trust, positive feelings, and provision of opportunities/autoremogurage them to
explore and take risks while learning. Likewise, it is importhat they see that teachers press
them for understandingnd provide them with appropriate levels of challenge. The infasmati
exchanged within the classroom on a daily, short-term basis helpsaitstude understand
teachers’ long-term expectations of what they can do. Thesepperts possibly influence
achievement by extending a student’s vision of their own capabilitieacting as a “glass
ceiling” by placing an upper limit on the students’ own ideas of what is achievable

Question four examined the mediating role of classroom engagemehé relation
between teacher-student relationships and academic achievementts Riéd not show
engagement to be a mediator of the relation between teachemtstald¢ionships and student
achievement. Consistent with the works of Decker et al. (2007) andi@ragd Weinstein
(2008), significant associations were seen between students’ deland their perceived
relationship with teachers. In this study, having more compliant b@mhavas related to
perceiving less involvement, structure, and autonomy support from teatthsrpossible that a

relative lack of interaction between compliant students and thathées (as compared to
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students with problem behaviors) contributes to lesser opportunities tdomlepersonal
relationships between teachers and students. Compliance was a@s@atedswith increased
engagement in this study. Intuitively, it makes sense thatdetsg out in the classroom
increases opportunities to attend to lesson content and classvdsettiis consistent with the
idea of engagement as an indicator of good fit between thedémsknds of the classroom and
the student’s skill levels (Dotterer & Lowe, 2011; Wang, Willett, & Ecc€4.1).

Engagement was not significantly associated with students’ giadtnis study. Also
inconsistent with the hypothesis, students’ perceptions of teachenistetigionships were not
associated with engagement in this sample. This suggestsdbapapositive relationship with
the teacher may not be necessary for students to feel engadeddiagsroom and experience
achievement. In this case, students who are well matched for taskde may not have a need
for a relationship with the teacher. Similarly, the lack afngicant association between
compliant behavior and grades suggests that other intervening factors must therednsi

Question five examined the associations between teacher-stutiioinships, teacher
expectations, and student achievement. Particular attention wastgitlenrole of gender as a
possible moderator of these relationships, especially for Afrisarerican students. The
proposed relationships between these three variables were showmsigmibeant for the full
sample as well as African American students: perceivingehitgacher expectations predicted
higher achievement outcomes as well as perceptions of more inertestructure, and
autonomy support from teachers. Reports of the teacher-studemnshgi were also associated
with students’ achievement.

The finding that higher teacher expectations are significasdociated with perceptions

of the teacher-student relationship is consistent with curreetireh (Jussim & Harber, 2005;
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Ross & Jackson, 1991; Wood et al.,, 2007). The relation of both of thesesfatioents’
achievement is also supported (Benner & Mistry, 2007; Birch & Ladd7;1Gill & Reynolds,
1999; Hamre & Pianta, 2001; Hinnant et al., 2009; McKown & Weinstein,;ZP@8ta et al.,
2002).

An interesting finding of the analysis was that for both the futhga and African
Americans, perceptions of increased involvement, structure, and autonomy $uppaeachers
were associated with lower GPA. Perhaps those students wheeling fthe most concern and
support from teachers are those who are seen as being the mestdinThe academic skill
deficits and other issues that encourage proximity to the teatdwmake these students less
able to perform academically. Finding it difficult to engagelassroom activities, even students
with non-academic needs may suffer from underachievement, prontpgngttention of the
teacher. This unexpected finding is perplexing, given a wealth of tHatasupports the
association between teacher-student relationships and acadentienimige and warrants future
investigation.

A moderating effect of gender was supported in this study foc#&frAmerican students.
The interactions of teacher expectations and teacher-studetionshgp were much more
relevant to the achievement of African American males in #tigly. "Perceived teacher
expectations explained significantly more variance in maleponts of teachers’ academic
demandingness and their overall feelings about the relationshipefalels, opinions of the
teacher-student relationship had greater associations with repotise teacher's use of
democratic communication and demands for maturity. Even so, the modemugs less
significant to the achievement outcomes of African American femalessisample.

Summary
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This study provides an interesting perspective on the role digeatudent relationships
and teacher expectations on student achievement. Both teacher-stleteniships and teacher
expectations were shown to impact achievement. However, perceactetexpectation was
also significantly associated with perceptions of the teadhdest relationship. Perceiving
more involvement, structure, and autonomy support from the teacher rihayhtaastudent to
increase their feelings of academic competence, a construchalsabeen linked to both
increased engagement and achievement (Hughes et al., 2005; O'@oNtagartney, 2007,
Paulson et al., 1998; Wentzel, 2002). In turn, increases in acadenpetenice may also affect
the teacher’s expectations.

Overall, results support the conceptualization of teacher-studetibmslaps using a
parenting framework. As seen in the parenting literature, it apgbat teachers also benefit
from a balance of responsiveness and demandingness in formingnsklgis with students.
Results of this study suggest that high expectations (in thedbionsistent contingencies for
student behavior/self-control and demands for academic performamgalea@d with moderate
levels of involvement/nurturance result in the most positive academic outcomes.
Limitations of the Study and Directions for Future Research

This study was conducted to examine the impact of teacher-strglatibonships and
teacher expectations on achievement for a minority sample. Gihen persistent
underachievement of minority students and African Americans incpkatj this study
contributes to the body of research on how classroom interactidnenicé these students’
achievement. As researchers and educators consider this intorplatitations of this research
should be kept in mind. The unbalanced design of this research irtidiethese results are

most appropriately applied to ethnic minority samples. Simildnig, gtudy was concerned with
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students in the late childhood/emerging adolescent age group. Disren developmental and
social contexts make it inappropriate to generalize the results to othgnoags.

Given the amount of subjectivity that is involved in teachers’ assessment oftstumlk,
the use of GPA of the sole measure of student achievement forogaefstur and five is an
additional limitation of the study. Another source of possible Isiéisa lack of teacher feedback.
As the saying goes, “there are two sides to every story.” Without feedloackdachers, it is not
possible to substantiate that students’ perceptions correspond wittertdalea of what
happens in the classroom.

Finally, it is important to remember that this study is only ceoned with the
implications of specific types of classroom social interactioesveen teachers and students.
Multiple factors impact students’ achievement, including socio-economis sgaiverty, gender,
etc. Poverty in particular has been proven to have a strong and highly sigraBsaciation with
students’ achievement outcomes (Joseph, 2006). It is also germane to the ffdimg study in
that participants were drawn from an area that has a réyaton® income. Parent’s level of
education and degree of school involvement are achievement cortbkttese also related to
socio-economic status (Bornstein & Lamb, 2005, pp. 529-530). Parents who maieel li
economic resources may have more difficulty establishing and rsngtaicademically enriched
home environments (Burgess, Hecht, & Lonigan, 2002). They may alsdesgvéme to help
with work completion, practice of academic skills, and home-schoohwoneation (Roberts,
Jurgens, & Burchinal, 2005). Making them more prone to poverty, pangthtdess education
may have also had more negative school experiences, ultimdesiiraf the ideas they transmit

to their children about school (Christenson & Hirsch, 1998). Thus, thesectems of poverty,
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socio-economic status, and ethnicity should not be overlooked when consitieriresults of
this study.

The information in this work represents many possibilities for future ne@dse@tudents in
the current sample had high levels of underachievement overall.Mdowiewould be helpful to
know if the pattern of results would also be found in sampleshoficeminorities with high
levels of achievement. For example, would gender play a signifiwaderating role in a high
achieving sample? What is the role of achievement in famitdhe development of students’
school related (teacher-oriented) interpersonal skills? Finalgngthat underachievement is
associated with perceptions of better teacher-student relationshépdeep personal connection
with the teacher something to aim for with all students?

Implications for practitioners and educators

The push for quality teacher-student relationships is a popularirs®erication today.
Practitioners such as school psychologists must understand the iofiphc$ interaction on
student achievement as they assist schools in pursuing improved @uiicaiutcomes.
Relationships with trustworthy and responsive adults are necefwargll students to be
successful. Yet, educators must not neglect the impact of higlktatipas on the “bottom line”
of student success. In today’s society, teachers are ingggasesponsible for the adjustment
and emotional well being of students in their care. However, in #ti&impts to become more
personally involved with their students, their focus can easily siwfay from student
performance. Many competent, school-based professionals bring kgewdédhe interactions
between socio-emotional factors and achievement. Efforts must be tmadeorporate this

knowledge base into school improvement initiatives.
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As schools continue to work towards closing the achievement gap, teachstrde
provided with an awareness of the potential biases that can conttdbwuieanges in their
expectations for students. Holding accurate expectations providesegpnecise framework for
teacher-student interactions, including feedback about performance. Hpwesealso crucial
that teachers are trained in how to translate these expectatiorspecific goals that are both
challenging and attainable. The issues of gender and ethnicityaaviol teachers’ and students’
perceptions of one another are potential barriers to student suécklessing these issues will
require both frankness and sensitivity from school personnel. Thasrchseoints to the role of
school psychologists in particular as professionals who can help. khewledge of
interpersonal dynamics and student achievement makes them webrmakito help schools to

balance care and concern for students with academic rigor in the classroom
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APPENDIX A
Human Investigation Committee Approval

x HUMAN INVESTIGATION COMMITTEE
WAYN E STATE 87 East Canfield, Second Floor
Detroit, Michigan 48201
N NE RS I Phone: (313) 577-1628
FAX: (313) 993-7122

http://hic.wayne.edu

‘ NOTICE OF EXPEDITED APPROVAL

To: Ajé Tem%le
College of Education /
From: Dr. Scoti Millis l\ ) /\ JA\ J/\O\ A @
Chairperson, Behavioral Institutional Review Board (B3}
Date: May 05,2011
RESSHIG - ] 039711B3E
Protocol Title: Gender Difference of Academic Achievement Among African American Students: An
| Examination of Teacher-Student Relationships and Teacher Expectations
Fundingj Source:
Protocol #: 1103009576
Expiration Date: May 04, 2012
Risk Level / Category: 45 CFR 46.404 - Research not involving greater than minimal risk

[
The above-referenced protocol and items listed below (if applicable) were APPROVED following Expedited Review
Category ( #7 )* by the Chairperson/designee for the Wayne State University Institutional Review Board (B3) for the
period of 05/05/2011 through 05/04/2012. This approval does not replace any departmental or other approvals that may
be required. T

* Revised Protocol Summary Form, received on 5/4/11
* Recruitment Script/Oral Assent Script

e Teacher Information Sheet, dated 5/3/11

* Parental Permission/Information Sheet, dated 5/3/11

Federal regulations require that all research be reviewed at least annually. You may receive a “Continuation Renewal Reminder” approximately
two months prior to the expiration date; however, it is the Principal Investigator's responsibility to obtain review and continued approval before the
expiration date. Data collected during a period of lapsed approval is unapproved research and can never be reported or published as research

data.
° All changes or its to the abo ced protocol require review and approval by the HIC BEFORE implementation.
oy R i Events (AR/UE) miusl be subimitted on the appropriate form within the timeframe specified in the HIC Pailicy T

ions/Unexp
(http://www_hic.wayne.edu/hicpol html).
NOTE:

1. Upon notification of an imp i y site visit, hold notification, and/or external audit the HIC office must be contacted immediately.

2. Forms should be downloaded from the HIC website at each use. ‘

*Based on the Expedited Review List, revised November 1998

www.manharaa.com




87

IRB Administration Office
MYN E STATE 87 East Canfield, Second Floor
Detroit, Michigan 48201
NNERS] Phone: (313) 577-1628
FAX: (313) 993-7122

http://irb.wayne.edu

NOTICE OF EXPEDITED AMENDMENT APPROVAL

To: AjaTemple
College of Education

From: Dr. Scott Millis
Chairperson, Behavioral Institutional Review Board (B3)

Date: May 25, 2011
RE: IRB#: 039711B3E

Protocol Title: Gender Disparities in Academic Achievement: An Examination of Teacher-Student
Relationships and Engagement Among African American Students

Funding Source:
Protocol #: 1103009576
Expiration Date: May 04, 2012
Risk Level / Category: 45 CFR 46.404 - Research not involving greater than minimal risk

The above-referenced protocol amendment, as itemized below, was reviewed by the Chairperson/designee of the Wayne
State University Institutional Review Board (B3) and is APPROVED effective immediately.

* Protocol- Change in protocol title "Gender Disparities in Academic Achievement: An Examination of Teacher-Student
Relationships and Engagement Among African American Students".

* Protocol- Data collection methods and/or instruments changes which includes replacement of current measure with a
shorter measure, addition of two short scales, and editorial changes to demographic form.

¢ Information Sheet- Ypsilanti School District Parental Permission/Research Informed Consent/Information Sheet and
Ypsilanti School District Teach Information Sheet modified to reflect new title.
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APPENDIX B

Letters of Support

ESTABROOK ELEMENTARY SCHOOL
1555 W. Cross
Ypsilanti, Michigan 48197

Vojce: 734.714.1900 « Fax: 734.714.1903 YPSIEANTI
: T PUBLIG SCHOOLS

e et w8 s e et & ey e me g

TR PRUDY -

Joe Guillen, Principal Erika Cuevas-Lo :
e G ) -Lopez, Secreta
Jguile6@ypsd.org sbolden2@ypsd.ory i

March 19, 2011

Aja Temple, MA.
‘WSU College of Education
5425 Gullen Mall
Detroit, MI 48202

Dear Ms, Temple,

T am writing this letter of support for the project you described as a dissertation study on the imp_act of
tzacher-student relationships op the disparities in achievement seen between African American male and
female stdents. With recent media coverage regarding the particularly low achisvement of African
American males, wo ars aware that understanding the dynamics of these smdents’ relationships with
teachers is crifical to enhancing our ability to deliver quality, culturally sensitive mstraction.

We understand that the project involves student surveys and the usc of district achievement data. We also
realize that you will obtain approval from the Human Subjects Committee at your uufvm'sity pncw to any
data collection, and that you will follow all of our district’s requirements for conducting research in the

schools.

We look forward to making a contribution to the scientific inquiry and working with your research team.
Please let us know if we can be of any further assistance.

Smeerely, UJ-L{
A
(56

Joe Guillen

Principal

Fstabrook Elementary School
School District of Ypsilanti

v 1 T Ry o kel

Ypsilantl Public Schools Adminlstrative Office, Supsiintendsnt Dedrick D. Mariin
1885 Fackard Road = Ypsilantl, Michigan 40197-1817 » Telephone! 784.714.1218 » Fax: 734.714.1220 » Websits addrass’ http:/fwww.ypsd.erg
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ADAMS S.T.E.M. ACADEMY v ESE,
(Science, Technology, Engineering & l¥ath) ;LE ;‘-?\-‘.:ﬁ.
| 503 Qak Street OE 2
YPSILANTI ' Ypsilanti, Michigan 481€8 RO
PUBLIC SCHOOLS Voice: 734.714.1650 « Fax: 734.714.1653 Pt e )

CEXCELCENGE § TRADITION »PRIBE . ___. . oo e e ;
Dr. Connie Thompson, Principal
thompson@ypsd.org

Christina Strickland, Secretary
cstrick@ypsd.org

March 19, 2011

Aja Temple, MLA.
WSU College of Education
5425 Gullen Mall
Detroit, MI 48202

Dear Ms. Temple,

~ Tam writing this letter of support for the project you described as a dissertation study on the impact of
teacher-student relationships on the disparities in achievement seen between African American male and
female students. With recent media coverage regarding the particularly low achievement of African
American males, we are aware that understanding the dynamics of these students’ relationships with
teachers is critical to enhancing our ability to deliver quality, culturally sensitive instruction.

We understand that the project involves student surveys and the use of district achievement data. We also
realize that you will obtain approval from the Human Subjects Committee at your university prior to any
data collection, and that you will follow all of our district’s requirements for conducting research in the

schools.

We look forward to making a contribution to the scientific inquiry and working with your research team.
Please let us know if we can be of any further assistance.

Sincerely,

DA Ovepaine

Connie A. Thompson
Principal

Adams S.T.E.M. Academy,
School District of Ypsilanti

Ypsilanti Public Schools Administrative Office. Superintendent Dedrick Martin
1885 Packard Road * Ypsilanti, Michigan 48197-1817- Telephone: 734.714.1218 » Fax: 734.714.1220 » Website address: http //www.ypsd.crg
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ERICKSON ELEMENTARY
1427 Levona

Ypsilanti, Michigan 48198 ; ,
Voice: 734.714.1600 - Fax: 734.714.1603 AUBLIE Sl

oo BXCELLENCE + TRADITION S BRIDE

Vanda Molbrook, Secratary

Kevin Carney, Principal
vholbre8@ypsd.org

kearney@ypsd.org

February 10, 2011

Aja Temple, M.A.
WSU College of Education
5425 Gullen Mall
Detroit, MI 48202

Dear Ms. Temple,

I am writing this letter of support for the project you described as a dissertation study on the impact of
teacher-student relationships on the disparities in achievement seen between African American male and
female students. With recent media coverage regarding the particularly low achievement of African

- American males, we are aware that understanding the dynamics of these students’ relationships with
teachers is critical to enhancing our ability to deliver quality, culturally sensitive instruction.

We understand that the project involves student surveys. We also realize that you will obtain approval
from the Human Subjects Committee at your university prior to any data collection, and that you will

follow all of our district’s requirements for conducting research in the schools.

We look forward to making a contribution to the scientific inquiry and working with your research team.
Please let us know if we can be of any further assistance.

Sincerely,

Kevin Carney

Principal

Erikson Elementary School
School District of Ypsilanti

Ypsilanti Public Schools Administrative Office
1885 Packard Road - Ypsilanti, Michigan 48197-1817 + Telephone: 734.714.1218 - Fax: 734.714.1220 - Website address: http:/Awww.ypsd.org
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APPENDIX C

Parent Permission Form

Gender Difference of Academic Achievement Among African American Students: An Examination of
Teacher-Student Relationships and Teacher Expectations

Parental Permission/Research Informed Consent/Information Sheet

Title of Study: Gender Difference of Academic Achievement Among African American Students; An
Examination of Teacher-Student Relationships and Teacher Expectations

Purpose:
You are being asked to allow your child to be in a research study at their school that is being conducted
by Aja Temple, a doctoral student in the College of Education from Wayne State University, to explore
how relationships between students and teachers can affects students’ achievement. Your child has been
selected because s/he is a student in a grade 4-6 class that has a significant relationship with a general
education teacher.

Study Procedures:

If you decide to allow your child to take part in the study, your child will be asked to fill out a 30-minute
survey about her/his current relationship with their teacher. The survey also asks about their interest in
daily class activities, their thoughts about their behavior in class, and their predictions for their own future
education. Students will have the option to refuse to participate at any time.

Once this survey is completed, no further information is needed from your child. His/her semester
attendance, grades, and NWEA assessment scores will be provided by the district. Copies of the student
survey are available for review at the main office. They may also be requested by contacting Ms. Temple
at the information below.

Benefits: There may be no direct benefits for your child; however, information from this study may
benefit other people now or in the future.

Risks: There are no known risks at this time to your child for participation in this study.

Please note that the following information must be released/reported to the appropriate authorities if at
any time during the study there is concern that:

o Child abuse has possibly occurred,

o There is concern that your child has intent to harm him/herself or others

There may also be risks involved from taking part in this study that are not known to researchers at this
time.

Costs: There are no costs to you or your child to participate in this study.
Compensation: You or your child will not be paid for taking part in this study.

Confidentiality: All information collected about your child during the course of this study will be kept
confidential to the extent permitted by law.

o Your child will be identified in the research records by a code name or number. Information that
identifies your child personally will not be released without your written permission. However, the
study sponsor (if applicable), the Human Investigation Committee (HIC) at Wayne State
University or federal agencies with appropriate regulatory oversight (Office for Human Research
Protections [OHRP], Office of Civil Rights [OCR], etc.), may review your child’s records.

Submission/Revision Date: 3/21/11 Page 1 of 3 Parent/Guardian Initials
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Title of Study: Gender Difference of Academic Achievement Among African American Students: An
Examination of Teacher-Student Relationships and Teacher Expectations

Voluntary Participation /Withdrawal:

Your child’s participation in this study is voluntary. You are free to withdraw your child at any time.
Your decision about enrolling your child in the study will not change any present or future relationships
with Wayne State University or its affiliates, your child’s school, your child’s teacher, your child’s grades
~or other services you or your child are entitled to receive. '

Questions:

If you have any questions about this study now or in the future, you may contact Aja Temple or one of
her research team members at the following phone number: 248.202.8094. If you have questions or
concerns about your rights as a research participant, the Chair of the Human Investigation Committee can
be contacted at (313) 577-1628. If you are unable to contact the research staff, or if you want to talk to
someone other than the research staff, you may also call (313) 577-1628 to ask questions or voice
concerns or complaints.

Participation:

If you do not contact the principal investigator (PI) within a 2-week period, to state that you do not give
permission for your child to be enrolled in the research trial, your child will be enrolled into the research.
You may contact the PI by email (ajatemple@wayne.edu), phone number (248.202.8094), or by returning
the tear off sheet below to the PI, principal. or your child’s teacher.

Submission/Revision Date: 3/21/11 Page 2 of 3 Parent/Guardian Initials
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Title of Study: Gender Difference of Academic Achievement Among African American Students: An
Examination of Teacher-Student Relationships and Teacher Expectations

Optional Tear Off
If you do not wish to have your child participant in the study, you may fill out the form and return it to

your child’s teacher.

I do not allow my child to participate in this research study.

Name

Printed Name of Parent

Signature of Parent Date

Submission/Revision Date: 3/21/11 Page 3 of 3 Parent/Guardian Initials
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APPENDIX D
Recruitment Script
Good Morning/Afternoon Students,

My name is , and | argraduate student/research assistah¥Wayne State
University.

Today | am here to talk to you about a research project that | am workaggisting withthat is
concerned with your relationship with your teacher and how it might impact yalunge about
school. This information will help school staff to better understand how to help stulents i
you.

The survey will ask your thoughts about your teacher and also about yourselfidsn. sYou
will also be asked your ideas about going to school in the future. Answering all oeti®ns
should take about 30-45 minutes.

No one at school, including your teacher, will be able to see your answers to the qu&sgons
sheet where your name is written will be separated from your responsey samnot be tied to
you.

Forms about the project have already been mailed to your parents. The follhwliegts
parents damot want them to participatéread list of students)

For the rest of you, | will be coming around to give the survey to those of you who will be
participating. If you do not wish to fill out a survey, please turn your suneeydawn and |
will collect it. You don’t have to complete the survey if you don’t want to, or you cgntisé
survey at any time. You will not be treated differently by anyone if you chuats® participate.
You can choose to stop your participation at any time.

Please dmot put your name or anything else that may cause others to know who you are
anywhere but the line on page 1. Raise your hand if you need my help at any tigeuard
finished.

If you are not participating, you may begin working on the free-activity sheeiu like, you
may read silently instead.

(Pass out surveys)

It is very important that you do not discuss the survey or your answers with otltemtstor
staff. If you have any questions, please tell an adult at school.

Thank you very much for your time.
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APPENDIX E

Student Demographic Form and Student Survey

Teacher-Student Relationships, Teacher Expectations
and Student Achievement
Aja Temple, MA
Graduate Student/Principal Investigator

My Age: 8 9 10 1 12 My Grade: g g gh
(Circle Ong
| am a Girl | am a Boy
My Race (Ethnicity) is: Black or African American
Hispanic

White/Caucasian
Asian or Pacific Islander
American Indian or Alaskan Native

Something Else:

My First Name is:

My Last Name is:
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These questions ask about your teacher.
Circle the number that istrue most of the time.

Raise your hand if you want help with any words.

1. When I've figured out how to do a problem, my teact 1 3 5
gives me more challenging problems to think about. Not At All True Somewhat True Very True
1 3 5
2. My teacher presses me to do thoughtful work. Not At All True Somewhat True Very True
- 1 3 5
3. My teacher asks me to explain how | get my answers Not At All True Somewhat True Very Trus
4. When I'm working out a problem, my teacher tells meto 1 3 5
keep thinking until | really understand. Not At All True Somewhat True Very True
5. My teacher doesn’t let me do just easy work, but mal 1 3 5
me think. Not At All True Somewhat True Very True
6. My teacher makes sure that the work | do really makes 1 3 5
me think. Not At All True Somewhat True Very True
. 1 3 5
7. My teacher accepts nothing less than my full effort. Not At All True Somewhat True Vi e
1. The teacher calls on me to answer questions L 2 ¢ 4
: ’ Never Sometimes Often Always
2. The teacher makes me feel I've done very well when | 1 2 3 4
o 1 2 3 4
3. The teacher asks me to lead activities. Never Sometimes Often Always
1 2 3 4
4. The teacher makes me feel good about how hard I try. Never Sometimes Often Always
. S 1 2 3 4
5. The teacher thinks or expects that | will finish the work. Never Sometimes Often Always
. . 1 2 3 4
6. The teacher calls on me to explain things to the class. Never Sometimes Often Always
1 2 3 4
7. The teacher trusts me. Never Sometimes Often Always
. 1 2 3 4
8. The teacher lets me make up my own projects. Never Sometimes Often Always
.. . 1 2 3 4
9. The teacher is interested in me. Never Sometimes Often Always
10. | am given special privileges (or favors). | get to do 1 2 3 4
special things in class. Never Sometimes Often Always
11. The teacher lets me do as | like as long as | finish my 1 2 3 4
work. Never Sometimes Often Always
1. My teacher listens to my ideas ! 2 3 4
: ' Not at all True  Not Very True Sort of True Very True
2. My teacher just doesn’t understand me. ! 2 3 4

Not at all True

Not Very True Sort of True Very True
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3. Every time | do something wrong my teacher acts 1 2 3 4
differently. Not at all True  Not Very True Sort of True Very True
. . 1 2 3 4
4. My teacher spends time with me. Not at all True  Not Very True Sort of True Very True
5. My teacher makes sure | understand before she/he 1 2 3 4
goes on. Not at all True  Not Very True Sort of True Very True
6. My teacher talks about how | can use the things we 1 2 3 4
learn at school. Not at all True  Not Very True Sort of True Very True
7. If | can’t solve a problem, my teacher shows me 1 2 3 4
different ways to try to. Not at all True  Not Very True Sort of True Very True
. 1 2 3 4
8. My teacher talks with me. Not at all True  Not Very True Sort of True Very True
, . . 1 2 3 4
9. | can’t depend on my teacher for important things. Notat all True  Not Very True Sort of True  Very True
10. My teacher doesn'’t tell me what she/he expects of 1 2 3 4
me in school. Not at all True  Not Very True Sort of True Very True
11. My teacher checks to see if I'm ready before 1 2 3 4
she/he starts a new topic. Not at all True  Not Very True Sort of True Very True
. 1 2 3 4
12. My teacher likes me. Not at all True  Not Very True Sort of True Very True
13. My teacher is always getting on my case about 1 2 3 4
schoolwork. Not at all True  Not Very True Sort of True Very True
14. 1 can’t count on my teacher when | need him/her ! 2 3 4
' ' Not at all True  Not Very True Sort of True Very True
15. My teacher doesn’t make it clear what he/she 1 2 3 4
expects of me in class. Not at all True  Not Very True Sort of True Very True
1 2 3 4
16. My teacher knows me well. Not at all True  Not Very True Sort of True Very True
17. My teacher gives me a lot of choices about how | 1 2 3 4
do my schoolwork. Not at all True  Not Very True Sort of True Very True
18. It seems like my teacher is always telling me what 1 2 3 4
to do. Not at all True  Not Very True Sort of True Very True
19. My teacher keeps changing how he/she acts 1 2 3 4
towards me. Not at all True  Not Very True Sort of True Very True
20. My teacher doesn't listen to my opinion ! 2 3 4
' ' Not at all True  Not Very True Sort of True Very True
21. My teacher doesn’t give me a choice about my 1 2 3 4
schoolwork. Not at all True  Not Very True Sort of True Very True
1 2 3 4
22. My teacher really cares about me. Not at all True  Not Very True Sort of True Very True
23. My teacher doesn’t explain why what | do in 1 2 3 4
school is important to me. Not at all True  Not Very True Sort of True Very True
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24. My teacher shows me how to solve problems
myself.

1 2
Not at all True

3

4

Not Very True Sort of True Very True

These questions ask your ideas about your future.
Some questions ask about your own thoughts

Other questions ask what your teacher might thinkl.

1. How sure argouthat you will finish high 1
school?

2. How sure igyour teachethat you will finish 1
high school?

3. How sure argouthat you will go to college? L
4. How sure igour teachetthat you will go to 1
college?

5. How sure argouthat you will finish college? L

6. How sure igour teachetthat you will finish 1
college?

2

2

2

2

2

2

3

3

3

3

3

3

4

4

4

4

4

4

5

Not At All Sure Somewhat Unsur: Undecided Somewhat Sur Very Sure|

5

Not At All Sure Somewhat UnsureUndecided Somewhat SureVery Sure

5

Not At All Sure Somewhat Unsurt Undecided Somewhat Sur Very Sure|

5

Not At All Sure Somewhat UnsureUndecided Somewhat SureVery Sure|

5

Not At All Sure Somewhat Unsur: Undecided Somewhat Sur Very Sure|

5

Not At All Sure Somewhat UnsureUndecided Somewhat SureVery Sure|

Circle the number that tells how much each sentence describes you.

1. Ibehave in school L 2 3
Usually No Sometimes  Usually Yes
. lgsisearee nsenze Usuallly No Somzetimes Usua3lly Yes
3. I'have many friends Usuallly No Som?atimes Usua:lgly Yes
4. | bother other kids who are working Usuallly No Somze times Usua3lly ves
5. I'm afraid of making mistakes Usuallly NoO Somzetimes Usua:I3Iy Yes
S Y CESEMENSS (2050 e Usueﬁly No Somzetimes Usua?ly Yes
7. 1do what I'm supposed to in school Usuallly NoO Somzetimes Usua?ly Yes
B iy Elesut g eusente) Usuallly No Somfatimes Usua3lly Yes
9. Other kids are mean to me L 2 3
Usually No Sometimes  Usually Yes
1, VRt irotlate 1 G Usueﬁly No Somzetimes Usua3lly Yes
11. My feelings get hurt easily Usuallly No Somzetimes Usua:I3Iy Yes
12, [y GRS EEs L@ e Usueﬁly No Somzetimes Usua?ly Yes
13. I'follow the class rules Usuallly No Som?atimes Usua:lgly Yes
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‘ 1 2 3
A%, [ mEneus gt SERes! Usually No Sometimes  Usually Yes
15. Other kids choose me last for games Usuallly NoO Somzetimes Usua:I3Iy Yes
1 2 3
16. | call other students names Usually No Sometimes  Usually Yes
. . 1 2 3
17. Iteel like crying at school Usually No Sometimes  Usually Yes
. : 1 2 3
s | el ik easlly Usually No Sometimes  Usually Yes
These questions ask how you fedl about school.
Circle the number that is true most of the time.
. 1 2 3 4
L Uiy ewrel i @@ well I Seluosl, Not at All True Somewhat True Mostly True Very True
2. | enjoy learning new things in class ! 2 3 4
' ' Not at All True Somewhat True Mostly True Very True
3. When we work on something in class, | feel 1 2 3 4
discouraged. Not at All True Somewhat True Mostly True Very True
4. In class, | do just enough to get by 1 2 3 4
' ’ ' Not at All True Somewhat True Mostly True Very True
o . 1 2 3 4
£ ety Wl T elires, Uieiterm vy eetenll. Not at All True Somewhat True Mostly True Very True
6. In class, | work as hard as | can t 2 3 4
' ! ' Not at All True Somewhat True Mostly True Very True
e F 1 2 3 4
v Uiz I I elless, | el e Not at All True Somewhat True Mostly True Very True
8. Class is fun t 2 3 4
' ' Not at All True Somewhat True Mostly True Very True
- . 1 2 3 4
8. When I'm in class, | feel worried. Not at All True Somewhat True Mostly True Very True
L . 1 2 3 4
10. When we work on something in class, | get mvolvedNot at All True  Somewhat True Mostly True  Very True
11. When I'm in class, | think of other things 1 2 3 4
' ' ' Not at All True Somewhat True Mostly True Very True
L . 1 2 3 4
12. When we work on something in class, | feel mtereste,qm at All True  Somewhat True Mostly True Very True
13. Class is not all that fun for me ! 2 3 4
‘ : Not at All True Somewhat True Mostly True Very True
- : . . 1 2 3 4
14. When I'm in class, I just act like I'm working. Not at All True  Somewhat True Mostly True Very True
15. When I'm in class, | feel good 1 2 3 4
' ' : Not at All True Somewhat True Mostly True Very True
- . 1 2 3 4
16. When I'm in class, my mind wanders. Not at All True Somewhat True Mostly True Very True
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17. When I'm in class, | participate in class discussion: Not atTAII True Somemzlhat True Mostlz; True Ver;True
18. When we work on something in class, | feel bored. Not at%o\ll True Somevshat True Mostlgg/ True Ver;'True
e el iy el netie. e sengel Not atTAII True SomeV\z/hat True Mostlz; True Ver;1 True
20. 1 pay attention in class. Not at%AII True Somevshat True MOStﬁ/ True Ver;1r True

You Are Done!

You may work the activity puzzles or read quietly until all students are done.

Thank You For Your Help!
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ABSTRACT
A MODEL OF STUDENT ENGAGEMENT AND ACADEMIC ACHIEVEMENT: T HE ROLE
OF TEACHER-STUDENT RELATIONSHIPS AND TEACHER EXPECTATION S
by

AJA C. TEMPLE

MAY 2012
Advisor: Dr. Jina Yoon
Major: Educational Psychology
Degree: Doctor of Philosophy

The purpose of this study was to examine patterns of academic achieaemo@gt minority
students and investigate teacher-student relationship, teaclsssodm and future educational
expectations for students, and students’ levels of classroom engagemelgrito better understand their
patterns of academic achievement. Participants (n=522) were sturdgrades four through six from a
suburban district in Michigan. Student achievement varied accomingth gender and ethnicity in this
study. Teacher expectations did not differ as a function of gender or gthiRericeptions of the teacher-
student relationship differed significantly for Hispanic students, witlesnm@porting more clarity of
expectations, consistency of response, adjustment of teaching straa@giénstrumental help from their
teachers. Engagement did not mediate the relation between teachatsstlad®nships and student
achievement in this study, but was associated with student compliancent$tileleompliance was
related to perceptions of the relationship. A separate model tdstiags$ociations between teacher-

student relationships, teacher expectations, and student achieversaignificant for both the full
sample and African American subgroup. Perceiving higher teacher expegtaéiditsed perceptions of
more involvement, structure, and autonomy support from teachers. Perceitiedsiig was negatively
associated with overall GPA. Higher achievement outcomes were asdagith both teacher
expectations and teacher-student relationships. A moderating effextdg#rgvas supported in this study,

showing the model as most relevant to the achievement of African Ameridag. m
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