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ABSTRACT 

The goal of this study was to examine the relationship between teacher-student 

relationship quality, student teacher’s self-efficacy belief, and students’ behavioral and 

academic orientations. In this way, the current research might be helpful to understand 

and document the direct and indirect impacts of teacher self-efficacy beliefs on the 

linkage between the quality of teacher-student relationship and students’ school 

adjustment. The sample for this research project comprised primary and elementary grade 

classrooms and their student teachers, who are enrolled in teacher education programs at 

a large university in the Southwestern region of the United States. Eighty seven student 

teachers (81 female, 6 male) reported on their perceived relationships with 258 primary 

and elementary students (168 Female, 90 male). The researcher assessed the 

psychometric characteristics of the Student –Teacher Relationship Scale (STRS; Pianta, 

2001) with student teachers. In addition, the researcher examined the predictive role of 

student teacher self – efficacy beliefs, students’ behavioral and social orientations, and 

teacher – student relationship quality on students’ academic competency. Confirmatory 

factor analysis supported a three – dimensional structure (comprising Conflict, Closeness, 

and Dependency) for 23 item version of the STRS. As hypothesized, children with high 

ratings on relational conflict with teachers were also perceived as more behaviorally 

deviant and less competent socially and academically. The reverse trend was identified 

for children with high ratings on relational closeness and dependency. In addition, the 

current study showed that teachers with higher self – efficacy beliefs are more likely to 

build closer and warmer relationships with their students because they had more 
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confidence in their capacity and skills to employment of effective classroom management 

skills and ability to enhance students’ engagement. 

Keywords: teacher self-efficacy, teacher-student relationship, social skills, 

academic competency, behavior problems. 
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CHAPTER I 
INTRODUCTION 

Background 
A growing body of research indicates that the incidence and prevalence of 

behavioral disorders in preschool age children are increasing in the United States public 

educational system (e.g., Baker, 2006; Baker, Grant, & Morlock, 2008; Yoon, 2002). 

Moreover, at least 10% of the school age population (about 6 million people) exhibited 

some form of psychopathological behavioral problems (e.g., externalizing and 

internalizing) at some point in their life (Department of Health and Human Services, 

1999; Hamre & Pianta, 2005; Pianta, 1999).  

 Previous studies have documented the potential impact of a positive early student 

-teacher relationship on the quality of young children’s academic and behavioral success 

(e.g., Baker, 2006; Birch & Ladd, 1997; Hamre & Pianta, 2001). Children who 

experience supportive relationships with their teachers develop more positive attitudes 

toward school (Murray, Murray, & Waas, 2008), have higher levels of peer acceptance 

(Hughes, Cavell, &Willson, 1999), and are more likely to develop various school 

adjustment competencies such as high levels of motivation to learn, prosocial skills, and 

problem solving (e.g., Birch & Ladd, 1997). Conversely, children who have more 

conflictual relationships with their teachers are more likely to drop out of school, 

experience peer rejection, and increase the incidence of classroom aggressive behavioral 

problems (Pianta, Steinberg, & Rollins, 1995). 

 In the early years, a close and warm relationship with teachers might provide the 

child with a sense of security and resulting self-confidence to be an active member of the 
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learning process (Pianta, 1999). There are only a few studies that have documented the 

potential protective factors that may stem from positive teacher-student relationships for 

the students at risk of academic failure and behavioral problems (Anderson, Christenson, 

Sinclair, & Lehr, 2004; Hamre & Pianta, 2001). 

In this sense, Baker and colleagues (2008) reported that children with significant 

behavioral problems are at risk for school failure and negative teacher-student 

relationship. In addition, given the time children spend in classroom, the qualities of 

teacher-student relationship is very important predictor for successful school adaptation 

(e.g., Baker, 2006; Hamre & Pianta, 2001). Studies (Birch & Ladd, 1998; Pianta 

&Steinberg, 1992) suggest negative relations between early teacher-student relationship 

quality and students’ externalizing (damaging, aggressive, or defiant) and internalizing 

(withdrawn, uncommunicative, asocial) behaviors. Birch and Ladd (1998), in particular, 

investigated the connections between kindergarteners’ problematic behaviors and 

features—including conflict, closeness, and dependency—of those students’ interactions 

with their 1st grade teachers. They highlighted a predictive relationship between 

children’s early behavior problems and the quality of their relationships with their 

teachers; children’s early antisocial and asocial behaviors, in particular, were, in the 

context of their relationships with teachers, associated negatively with closeness and 

positively with conflict and dependency (Birch & Ladd, 1998).  

Similarly, Pianta and Steinberg (1992) examined the correlation between student-

teacher relationship quality and students’ behavior problems. They found that the 

students with positive teacher relationships had showed fewer behavioral problems as 

compared to the students with conflictual teacher-student relationship. Suitably, 



Texas Tech University, Fatih Koca, December 2015 

3 

according to their longitudinal results, the students who have close and warm 

relationships with their teachers had lower rates of psychopathology and high academic 

success (Pianta et al., 1995).  

Pianta and colleagues (1995) found that among those students predicted to be 

retained in kindergarten, had teacher relationships characterized by closeness, open 

communication, and less conflict because those student developed positive attitudes 

toward school. For instance, Silver, Measelle, Armstrong, and Ezzex (2005) examined 

the relationship between the student-teacher interaction and later school adjustment in a 

sample of 283 children and they followed those children from kindergarten through 3rd 

grade. They indicated that for children who began kindergarten with high internalizing 

and externalizing behavior problems, positive teacher-student interaction in kindergarten 

helped them to decrease in disruptive behavior problems in later grades. Therefore, 

positive and close teacher-student relationships seem to play a noteworthy role for 

children at risk for academic failure. In this sense, it is very crucial to document and 

understand the predictive role of teacher-student interactions on students’ behavioral 

problems and their academic achievement.  

Besides the impact of teacher-student relationship quality on students’ learning 

and social outcomes, teacher self-efficacy beliefs have been studied as a crucial factor in 

educational research. In addition, consistent with the general formulation of self-efficacy, 

Tschannen-Moran and Woolfolk Hoy (2001) defined teacher-efficacy as a teacher’s 

judgment of his or her capabilities to bring about the desired outcomes of student 

engagement and learning. However, Dellinger, Bobbett, Oliver, and Ellet (2008) pointed 

out that the previous definition, above, overlooked the unique role of teachers’ beliefs in 
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their ability to execute a wide variety of effective tasks required in different teaching and 

learning context. Therefore, they defined teacher’s self-efficacy belief as the teacher’s 

individual beliefs about his/her own abilities to successfully execute specific learning and 

teaching within the context of the classroom.  

 Previous studies noted teacher self-efficacy belief over the years as an influential 

psychological construct linked to students’ outcomes including achievement and 

motivation (Schunk & Meece, 2006). Therefore, much has been written and studied 

regarding the different facets of teacher self-efficacy and its impact on students’ 

outcomes but also on teachers’ professional development. In fact, previous studies 

indicate that a strong sense of teacher self-efficacy provides teachers with the continuing 

motivation and confidence that are key to long-term commitment to teaching and 

students’ academic success (e.g., Richard, Diefendorff., & Martin, 2006 ; Yeo, Ang, 

Chong, Huan, & Quek, 2008). In this sense, Bandura (1997) put forward that self-

efficacy beliefs are very powerful predictors of behaviors because it was explicitly self-

referent in nature and directed toward the perception of abilities in a particular task. In 

this context, teacher education programs all over the world stress on the significance for 

the task of preparing pre-service teachers to become highly effective educators (Duffin, 

French, & Patrick, 2012). Along with the necessary pedagogical skills and content 

knowledge, teachers have to have confidence in their abilities to employ effective 

instructional practices that contributes to students’ learning, motivation, and other 

positive social and academic outcomes (e.g., Guo, Connor, Yang, Roehrig, & Morrison, 

2012; Klassen & Chiu, 2010). Accordingly, Yost (2006) suggests that a teacher’s beliefs 

in his or her abilities to successfully produce designated levels of performance that 
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exercise influence over events that affect students’ academic and social development in 

the classroom can greatly affect teacher practices and the quality of teacher-student 

relationship. A number of research studies have investigated the subject of teachers’ self-

efficacy beliefs, or their confidence in their ability to effect positive changes in student 

performance irrespective of students’ motivation or the ease of teaching them (Bandura, 

1997; Klassen, Virginia, Tze, Betts, & Gordon, 2011; Wyatt, 2012). There is, however, a 

need to better understand the relationship between teacher self-efficacy and performance 

of both teachers and students due to inconsistent research findings (i.e., Wyatt, 2012). 

Even though teachers make continual requests for help in dealing with students 

displaying disruptive behavior (e.g., Bromfield, 2006), and even though the long-term 

negative ramifications for students who continue to exhibit disruptive classroom behavior 

have been well-established (e.g., Barkley, 2003; Hinshaw & Lee, 2003 ; United States 

Department of Education, 2001), very little investigation of the connection between 

teacher self-efficacy beliefs and students’ classroom behavior has been conducted. 

However, previous research found that teacher self-efficacy has been linked with student 

achievement (e.g., Klassen et al., 2011; Wyatt, 2012), classroom management (Ashton & 

Webb, 1986); special education referrals (e.g., Podell & Soodak, 1993), and even job 

satisfaction (Caprara, Barbaranelli, Borgogni, & Steca, 2003). Accordingly, students of 

efficacious teachers generally have outperformed students in other classes (e.g., 

Anderson, Greene, & Loewen, 1988; Ross, 1992). For instance, Moore and Esselman 

(1992) found that teacher efficacy was significant predictive of achievement on the Iowa 

Test of Basic Skills. Similarly, Anderson and colleagues (1988) found that teaching self-
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efficacy belief was crucial predictive of achievement on the Canadian Achievement 

Tests. 

Statement of the Problem 
As aforementioned, concerns about children lacking academic and social skills 

necessary for successful school adjustment have increased in recent years, as the number 

of children encountering difficulties in early school years has climbed (National 

Education Goals Panel, 2003). In addition, unfortunately, many students are at risk for 

academic failure, special education placement, and grade retention (e.g., Hamre & Pianta, 

2001; Pianta et al., 1995). Furthermore, the current state of educational accountability is 

evaluated by testing, fidelity to the core curriculum; however educators and policy 

makers often left out the significance of the teacher-student relationship and teacher self-

efficacy belief on students’ school adjustment. Therefore, there is a need to uncover the 

factors that are necessary for effective teaching practices that stress on teacher-student 

relationship and teacher self-efficacy belief in teacher training programs. 

With increasing empirical attention in educational research, teacher-student 

relationships has been identified and documented as a critical factor on overall academic 

and behavioral adjustment in early school years (Baker, 2006; Baker, Terry, Bridger, & 

Winsor, 1997; Teven, 2001).  Previous studies indicate that establishing positive rapport 

between teacher and student is key to maintain a warm and close learning environment 

(e.g., Aviles, Anderson, & Davila, 2006; Pianta, 1999).  In fact, the promotion and 

development of children’s skills for adaptive school adjustment and social emotional 

growth in early school years have become a core focus of educational research in recent 

years (Pianta & Stuhlman, 2004). In this sense, it is critical to understand and document 
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the effects of teacher-student relationships and teacher’s self-efficacy beliefs on students’ 

academic and social adjustment (e.g., Pianta, 2004; Woolley & Bowen, 2007).  

The self-efficacy of pre-service teachers has become a significant focus of 

educational research in recent years (e.g., Yeo et al., 2008), and higher teaching self-

efficacy has been shown to be linked with higher instructional quality and student 

academic achievement. Specifically, previous studies indicate that a teacher’s self-

efficacy beliefs influence many aspects of his or her classroom practices (e.g., Klassen, et 

al., 2011; Wyatt, 2012).  

A high level of teacher self-efficacy beliefs may lead to successful classroom 

management, low student disruptive classroom behaviors, and positive teacher-student 

dyadic interaction (e.g., Dicke, et al., 2014; Guo, et al., 2012; Skaalvik & Skaalwik, 

2010). Though a high level of teacher self-efficacy belief is often linked to effective 

teaching and classroom management, a determination regarding the linkage between a 

preservice teacher’s self-efficacy belief, students’ behavioral orientation and academic 

competency, and the quality of teacher-student relationship have been remotely examined 

(e.g., Jong, et al., 2013). Therefore, there is a need to document and understand the 

dynamics between student teachers’ self-efficacy beliefs, students’ academic and 

behavioral orientations, and teacher-student relationships. In other words, considering 

that teacher-student relationship quality play noteworthy role in the development of 

students’ academic and social competency in early school years, there is a research gap to 

identify the contextual relationship between the quality of teacher-student interaction, 

teacher self-efficacy belief, and students’ academic and behavioral orientation.  
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Purpose of the Study 
The purpose of conducting this research study is twofold. First, the purpose of the 

study is to deepen the field’s understanding of the role of teacher self-efficacy beliefs 

play in the quality of teacher-student relationships and student academic and social 

development. Second, the Student Teacher Relationship Scale (Pianta, 2001) has never 

been used for a sample of student teachers; therefore there is a need to examine the 

psychometric properties of the STRS when given to student teachers. 

The study will examine the relationship between teacher-student relationship 

quality, student teacher’s self-efficacy beliefs, and students’ behavioral and academic 

orientations. In this way, the current research might be helpful to understand and 

document the direct and indirect impacts of student teacher self-efficacy beliefs on the 

linkage between the quality of teacher-student relationships and students’ school 

adjustment.  

 Research Questions 
The research questions were developed to understand the relationship between 

student teacher self- efficacy, students’ academic and behavioral orientations, and the 

quality of teacher-student dyadic interaction. The research questions are as follows: 

1. When used with student teachers, how consistent are the factor structures 

of the Student-Teacher Relationship Scale (STRS; Pianta, 2001) 

demonstrate a dimensional structure comparable to that identified with in-

service samples? 

2. Do scores on the Student-Teacher Relationship Scale (STRS; Pianta, 

2001) demonstrate adequate internal consistency reliability? 
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3. Does the Student-Teacher Relationship Scale (STRS; Pianta, 2001) 

demonstrate adequate construct validity as evidenced by associations 

between children’s relationships with student teachers and children’s 

behavioral problems, social skills, and academic competencies? 

4. What is the predictive role of student teacher self-efficacy beliefs on 

students’ academic and social competency, teacher-student relationship 

quality, and their behavioral problems? 

5. What is the predictive role of teacher-student relationship quality, 

students’ social skills, and their behavioral problems on students’ 

academic competency? 

6. Is the effect of student teachers’ self-efficacy beliefs on academic 

competency mediated by students’ behavioral problems, their social skills, 

and the quality of teacher-student interaction?   

Significance of the Study 
A growing body of research has indicated that relationships between teachers and 

children influence children’s preschool and early school-age competency development 

(e.g., Pianta, 2001; Pianta & Walsh, 1996). In addition, previous studies have shown that 

teachers’ self-efficacy beliefs might influence on understanding teacher behaviors, 

decision-making process, and effectiveness (e.g., Albion, 1999; Gorrell & Hwang, 1995; 

Tschannen-Moran & Hoy, 2001). However, specifically, there is no research study that 

examined the direct and indirect relationship between teacher self-efficacy beliefs, the 

quality of teacher-student interaction, and student’s academic and social development. 

Furthermore, through the results from aforementioned studies might suggest a positive 



Texas Tech University, Fatih Koca, December 2015 

10 

relationship between preservice teacher self-efficacy and the quality of teacher-student 

interaction, more research needs to be done to explore this linkage assuming that an 

indirect or a direct relationship between these constructs. It is also important to 

understand the impact of this relationship on student’s academic success and social and 

behavioral orientations.  Understanding the relationship between teacher self-efficacy, the 

quality of teacher-student dyadic interaction, and students’ outcomes may lead to better 

directions in pre-service teacher training and ongoing professional development.  

 Definition of Terms 
Keys terms used throughout the study are defined below. 

Academic Competency- DiPerna, Volpe, and Elliott (2002) defined academic 

competency as “a multidimensional construct consisting of the skills, attitudes, and 

behaviors of learners that contribute to success in the classrooms” (p. 294). In this study, 

Academic competency includes students’ academic functioning on reading, mathematics, 

performance, and motivation. 

Assertiveness- Gresham and Elliott (1990) defined assertiveness as the quality of 

being self-assured and confident without being aggressive and as a multidimensional 

constructs consisting of such behaviors asking others for information, introducing oneself 

to others, and responding to the actions of others. 

Behavioral Orientation- Behavioral orientation refers to internalizing (e.g. 

asocial) and externalizing (e.g., aggression) expressions of behavioral dysfunction 

(Gresham & Elliott, 1990). 

Cooperation- Cooperation is defined as the process of groups of students working 

and acting together in given classroom task for their common or mutual benefits and  it 
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consists of behaviors such as following directions and sharing materials (Gresham & 

Elliott, 1990). 

The Quality of Teacher–Student Relationship- Teacher-student relationship 

quality is defined as “the degree to which a teacher perceives his or her relationship with 

a particular student as conflictual, close, and clingy (Pianta, 2001, p. 7).  

Self-Control- Self-control refers to the ability to control students’ emotions, 

behavior, and desires in conflict situations so to successful classroom adaptation 

(Gresham & Elliott, 1990). 

Self-Efficacy- Bandura defined self-efficacy as “beliefs in one’s capabilities to 

organize and execute courses of the action required to produce given attainments” 

(Bandura, 1997, p. 3.). 

Teacher Self-Efficacy- Teacher self-efficacy is defined as “the teacher’s belief in 

her or his ability to organize and execute the courses of action required to successfully 

accomplish a specific teaching tasks within a specific classroom setting” (Dellinger et al., 

2008, p. 756).  

Teacher–Student Relationship (Dyadic Interaction)- Teacher-student 

relationship is defined as “a teacher’s feelings about his or her relationship with a 

particular student, the student’s interactive behaviors with the teacher, and the teacher’s 

beliefs about the student’s feeling toward the teacher” (Pianta, 2001, p.12). 
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Limitations  
Several limitations regarding this study are worth noting. The limitations are as 

follows: 

• This study may be limited to due to the fact that participating student 

teachers has a relatively homogenous student population. Because most 

student teachers and their students might share similar background and 

cultural values, this many indirectly lead to inflated levels of teacher-

student relationship quality and teacher self-efficacy level.  

• In addition, its focus on the perspectives of pre-service teachers for the 

purpose of investigating the relationships between teachers and children 

and the academic and behavioral orientations of students confers certain 

limitations on this study. Biases in terms of perception and response that 

in-service teachers might display will not be available to the present study 

for analysis. In addition, the relationship attributes on which the STRS 

focuses may involve in-service teachers only. Thus, investigation of 

students’ perspectives toward their interactions with their teachers might 

yield a factor structure whose dimensions differ from those with which the 

STRS is presently normed.  

• Participants in this study are student teachers attending a university in the 

Southwest. Only students from several colleges might be included in the 

process of data collection. In addition, the study will use convenient 

sampling and therefore, the findings of the study might not generalize to 

all student teachers.  
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• Another potential limitation of the current study is the fact that the data 

will come from online survey, results of online surveys may suffer and 

differ greatly if significant respondents are left out of the research. In 

addition, respondents may not feel encouraged to provide accurate picture 

regarding their teaching self-efficacy beliefs and their relationship quality 

with a particular student. 

Delimitations 
The delimitations of this study are the characteristics that limit the boundaries of 

the inquiry as determined by the mindful decision of the researcher regarding the type 

research questions, variables of interest, and the choice of theoretical frameworks.  

• Participants in this study are student teachers attending large universities 

in the Soutwest. Only students from College of Education are included in 

the process of data collection. 

• All participants are current students in a teacher education program at the 

University. 

Chapter Summary 
The statistically significant relationship between students’ academic and social 

competency, teacher-self efficacy, and teacher-student relationship quality has been 

thoroughly established in the literature (e.g., Baker, 2006; Hamre & Pianta, 2001; 

Roorda, Koomen, Spilt, & Oort, 2011). Specifically, the more positive teacher student 

dyadic interaction the more successful children perform in many aspects of school (e.g., 

Hamre & Pianta, 2001; Pianta, 1999; 2001). Moreover, positive, close, and warm student 
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teacher dyadic interaction seem to play a crucial role for children at risk for academic 

failure, behavioral problems, and grade retention (e.g., Pianta et al., 1995). Therefore, it is 

very noteworthy to document and understand the predictive role of teacher-student 

interaction on students’ academic and social developments.  

Recent studies also indicated that teacher-self efficacy beliefs play a critical role 

in the students’ academic success (Garcia, 2004; Wyatt, 2012). Specifically, the more a 

teacher believes in his or her abilities to produce desired students’ outcomes, the more 

likely the teacher successfully and effectively teaches in the classroom (e.g., Bandura, 

1997; Hamre & Pianta, 2005).  Unfortunately, there is a research gap regarding the 

examination of the relationship between pre-service teachers’ self-efficacy beliefs, 

teacher-student dyadic interaction, and students’ outcomes. Therefore, the goal of the 

current research study is to investigate this linkage in more depth. The next chapter will 

consist of a review of the literature that will focus on the theoretical background, teacher 

self-efficacy, teacher-student relationship, and students’ outcomes. 
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CHAPTER II 
REVIEW OF THE LITERATURE 

Introduction 
Researchers have been worked for years to understand and document the effects 

of teacher-student relationship quality (e.g., Davis, 2003; Pianta, 1999, Safra, 1994) and 

teacher self-efficacy beliefs (e.g., Giallo & Little, 2003; Tschannen-Moran & Woolfok, 

2001; Yoon, 2002) on the development of students’ social and academic competencies.  

Therefore, teacher-student relationship and teacher self-efficacy are certainly not new 

constructs, and the studies on these have provided valuable insights into the significant 

links between them and a multitude of student dimensions such as academic 

achievement, behaviors, social skills, and teachers’ own sense of self-efficacy (Baker et 

al., 2008; Dicke et al., 2014; Hamre & Pianta, 2001; Klassen, Tze, Betts, & Gordon, 

2010). However, little research has been done that describes and explores the relationship 

between student teacher self-efficacy, teacher-student relationship quality, and students’ 

behavioral and academic orientations.  This chapter is organized into the following four 

main sections: 1) Attachment Theory; Social Cognitive Theory; 3) teacher self-efficacy 

beliefs; and 4) teacher- student relationships. 

Theoretical Background 

Attachment Theory 

In this section, the researcher discusses theoretical viewpoints associated with the 

construct of relatedness. Relatedness refers to a sense of shared experience (Deci & 

Ryan, 2002). The relationships—both familial and extra-familial—that students develop 

with important individuals in their environments during their early school years foster 
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their development physically, socially, and emotionally (Marvin & Stewart, 1990); it is in 

the context of these initial relationships that children begin learning about play, about 

interacting socially, and ultimately about managing and even resolving interpersonal 

conflicts (Lynch & Cicchetti, 1992; Pianta, 1999). For identifying and evaluating the 

perceptions that children and teachers have of the quality of their relationships with one 

another, thus, the construct of relatedness functions as a primary conceptual framework. 

Attachment theory (Bowlby, 1961) addresses this construct.  

Attachment perspectives. The paradigm utilized most prominently in the 

conceptualization and definition of early school year teacher-child relationships, 

attachment theory enhances our understanding of such relationships with information 

both thorough and highly specific (Pianta & Nimetz, 1991; Saft, 1994; Sroufe, 1983).  

John Bowlby originated attachment theory in 1969 as an ethological theory of 

mother-child relations; since then, attachment theory has practically and instrumentally 

guided the research in emotional and social development through lifespan (Bowlby, 

1982). Bowlby posited that the initial relationship formed between the infant and his or 

her primary caregiver—the attachment from which the theory takes its name—exerts 

tremendous influence on the child’s subsequent relation to the world and to the 

individuals within it (Bowlby, 1969). Attachment theory thus outlines an explanatory, 

descriptive framework through which relational patterns in human beings can be 

understood. Accordingly, as a behavioral system, a child’s attachment to a primary 

caregiver comprises goals, emotions, and behavioral interactions that play a significant 

role in his or her cognitive, social, and emotional development (Bowlby, 1982; Sroufe, 

1983).  
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Ainsworth, Blehar, Waters, and Wall (1978) elaborated attachment theory by 

identifying four specific patterns of attachment: avoidant, secure, anxious, and 

disorganized; they associated each with its own set of developmental implications. These 

researchers conducted experiments in the laboratory to investigate the different types of 

relationships that could exist between infants and their primary caregivers. Most 

prominent among these studies was their “Strange Situation” experiment. Focused on 

infants’ interactions with unfamiliar environments and people both with and without the 

presence of their parents, the “Strange Situation” experiment underlined a correlation 

between these interactions and attachment patterns exhibiting them. While their primary 

caregivers were present, securely-attached infants displayed confidence in the unfamiliar 

environment, interacting unreservedly with strangers and exploring their surroundings. 

Infants with anxious-resistant patterns of attachment (patterns defined by infants’ 

ambivalent feelings toward their caregiver and by the ineffectiveness of reunion with the 

caregiver in providing comfort to the infant) remained wary of strangers and engaged in 

only limited environmental exploration, even with their parents present (Bartholomew & 

Horowitz, 1991). The differences with parents present were matched by differences 

following parental departure: securely-attached children demonstrated high levels of 

distress after their parents left; anxious-avoidant-attached infants, on the other hand, after 

ignoring or avoiding their parents while present, demonstrated minimal responses when 

the parents left or when they returned (Bartholomew & Horowitz, 1991). In other words, 

an infant who is securely attached to his/her primary caregiver explores freely while the 

caregiver is present, typically engages with strangers, and is generally happy on reunion 

(Ainsworth et al., 1978). On the other hand, a toddler with avoidant or resistant 
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/ambivalent attachment style explores little, is highly distressed, and is generally 

ambivalent and avoidant on reunion (Ainsworth et al., 1978). The “Strange Situation” 

experiment remains the definitive procedure for evaluating infant-caregiver bonding 

patterns. With findings thoroughly confirmed by substantial research dealing with infant-

caregiver relationships, it has contributed significantly to the understanding of how child 

development is affected by relational patterns (e.g., Ainsworth et al., 1978; Bartholomew 

& Horowitz, 1991). 

Central to attachment theory is the proposition of the Internal Working Model 

(IWM), an internal schema encompassing the child’s relationship-related emotions, 

beliefs, and expectations. The significant ramifications of a child’s early engagement 

with caregivers, according to attachment theory, involve to a large extent the effects of 

those early engagements on the child’s IWM development (Bowlby, 1969, 1982; Sroufe, 

1983). Bretherton (1985) posits that a child’s generalization of ideas connected to 

specific interactions into a more abstract framework incorporating a collection of beliefs 

about the actions and qualities of caregivers constitutes the process through which his or 

her IWM is developed. Increasing in abstraction over time, the child’s relationship-

related expectations coalesce into a theory of self that exerts influence on his or her ideas 

about and expectations of future relationships. Consequently, consisting as they do of 

relationship-related self-conceptions and expectations, IWMs dramatically affect the 

formation of new relationships. The formation of secure and insecure IWMs, and the 

subsequent prediction of early childhood social and academic competence, for example, 

can be associated with specific types of interaction between parents and children, 
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particularly sensitive or contingent responses on the part of the mother (Pianta & Harbers, 

1996; Sroufe, 1983).  

Attachment and early teacher–child relationships.  Bowlby (1982) argued that 

the bonds children establish with important adults other than their parents wield 

considerable influence in their emotional and social development (Oppenheim, Sagi, & 

Lamb, 1988; Sroufe, 1983). Attachment theory posits that the formation and development 

of new relationships with individuals in a child’s environment, including teacher-child 

dyadic relationships, can be influenced by relational patterns fostered via parent-child 

interactions (Wood, Kiff, Jacobs, Ifekwunigwe, & Piacentini, 2007). Therefore, early 

relationships between students and their teachers constitute major developmental 

milestones with qualities rooted in the child’s relationship with his or her original 

caretakers. 

Based on the theoretical foundation, researchers have used an attachment 

framework to conceptualize and examine the effects of teacher–student relationships on 

children’s school adjustment in that there are many theoretical and practical similarities 

between the relationships the child develops with his or her parents and his or her 

teachers (Howes & Hamilton, 1992; Pianta & Steinberg, 1992; Van Ijzendoorn, Sagi, & 

Lambermon, 1992). Howes and Hamilton (1992), for example, borrowed concepts central 

to the understanding of parent-child relationship patterns, including those of secure, 

avoidant, and resistant/ambivalent attachments, in their descriptions of teacher-student 

relationship characteristics. Their study demonstrated significant linkage between 

mother-child relationship quality and the relationship development of and dyadic 

interaction quality between children and their teachers. Specifically, with respect to 
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avoidant, secure, and resistant attachment patterns, children’s social behaviors and 

feelings toward their teachers developed along lines similar or parallel to those associated 

with their mothers (Howes & Hamilton, 1992).  

Along similar lines, Sroufe (1983) showed that contact with teachers was likely to 

be sparser, less frequent, and more conflict-filled for children with anxious avoidant 

attachment patterns, while over-dependence on the teacher was more likely to be 

displayed by children with anxious resistant attachment histories. Motti (1986) 

demonstrated that teachers were more likely to perceive as needy and consequently to 

treat with elevated levels of tolerance and nurture those students with ambivalent 

attachment patterns. With students whose attachment histories showed patterns of 

avoidant attachments, conversely, teachers were more likely to enter into conflict. These 

findings reinforce the assertion of contiguity between early parent-child relationship 

patterns and the development of relationships between children and their teachers. 

In related work, Nimetz (1992) adapted the Q-set originated by Waters and Deane 

(1985) for use as a matrix for analyzing relationships between students and teachers in 

light of the students’ relationships with their parents. Finding that secure relationships 

between parents and children, featuring reciprocal appreciation together with shared 

emotional experiences, were more likely to be mirrored by secure teacher-child 

relationships, she fortified considerably the proposed continuity between parent-child and 

teacher-child relationships. She found, further, that conflict- and overdependency-filled 

teacher-student relationships were predicted by parent-child relationships featuring 

problems related to expression and control of emotion (Nimetz, 1992).  
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In addition, studies increasingly demonstrate that children’s early school teacher 

relationship quality can serve as a useful indicator of their successful school adaptation 

(Birch & Ladd, 1997; Hamre & Pianta, 2001; Lynch & Cicchetti, 1992). In much the 

same way as parent-child relationships, relationships between students and teachers help 

to regulate and support the cognitive, emotional, and social development of children 

(Pianta, 1999). For example, whereas insecure or conflict-ridden teacher-child 

relationships are associated with increases in asocial and aggressive behavior and 

corresponding declines in prosocial behavior, teacher-child relationships that are secure 

are associated with decreased behavior problems and increased behavioral competence 

(Hamre & Pianta, 2001; Pianta & Stuhlman, 2004).  

These findings attest to a theoretical similarity between the attributes featured in 

children’s relationships with their parents and those characterizing their connections with 

their teachers (Pianta & Steinberg, 1992). Such correspondence is further evinced by a 

logical similarity appreciable in the dimensions Attachment Q-set. In this Q-set, the 

parent-child dependence dimension closely resembles the teacher-child relationship 

dimensions of Dependency and Conflict (Cassidy, Marvin, & the MacArthur Attachment 

Working Group, 1988; Pianta & Steinberg, 1992). Likewise, the parent-child 

closeness/secure dimension corresponds strongly with the teacher-child relationship 

dimension of Closeness. 

Given the proposition in attachment theory that relationship perceptions depend 

on factors offered by both participants, it stands to reason that a teacher’s historical 

relationship patterns and resulting IWM will significantly affect his or her development 

of relationships with students (Howes, Phillipsen, & Peisner-Feinberg, 2000; Goossens & 
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Van Ijzendoorn, 1990). A parallel conclusion can be found in the work of Cassidy 

(1995), who suggested that many of the characteristics observable in parents’ 

relationships with their children are traceable to features in those parents’ own historical 

attachment patterns. In a similar vein, Kesner (2000) examined the impacts of certain 

characteristics of teachers (e.g., ethnicity, gender, relationship history) and children (e.g., 

gender, ethnicity) on the child-teacher relationship with one-hundred thirty-eight 

preservice teachers and 903 kindergarten students through fifth grade. Hypothesizing that 

teachers’ attachment histories would affect the quality of their relationships with their 

students, Kesner (2000) made use of the Attachment History Questionnaire (Pottharst & 

Kessler, 1990) as a means of bringing teachers’ historical relationship patterns into 

consideration with their current relationships with students. Working with pre-service 

teachers, he found their conceptualizations of their parental relationships correlated 

significantly with their perceptions of their student relationships. The dynamic process of 

relationship building between a teacher and student depends, thus, on the combined 

contributions arising out of the relationship histories, beliefs, values, and proficiencies of 

both participants (Birch & Ladd, 1996; Kesner, 2000; Lynch & Cicchetti, 1992).  

In conclusion, therefore, the theoretical background and construct definition of 

relatedness have been developed extensively by attachment theory. Evidence increasingly 

suggests continuity between teacher-child and parent-child relationship quality. It 

indicates, moreover, that the attributes characterizing teacher-child relationship quality, 

including closeness, dependency, and conflict, are consistent with those articulated in the 

parenting literature. Conceptualizations rooted in attachment theory have thus made 

possible the creation of metrics for describing, evaluating, and documenting the patterns 
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of relation between teachers and children, and this creation that has subsequently enabled 

researchers to investigate the effects of such patterns on early childhood development 

(Connell, 1990; Howes & Hamilton, 1992; Lynch & Cicchetti, 1992; Pianta, 1999; Saft, 

1994; Sroufe, 1989).  

Social Cognitive Theory 

In this section, the researcher discusses theoretical perspectives about the 

construct of teacher self-efficacy. For the development of students’ social, emotional, and 

physical development during their school years, teacher characteristics including teacher 

self-efficacy beliefs play a crucial role (e.g., Bandura, 2001; Friedman & Kass, 2002). 

Accordingly, for over two decades, the researchers suggested that teacher self-efficacy 

can influence teachers’ classroom functioning, teaching activities and their 

interrelationships with students, parents, and colleagues (Friedman & Kass, 2002).   In 

this sense, the construct of teacher self-efficacy belief is one of the most significant 

conceptual framework for affecting children’s and teachers’ perceptions of the quality of 

their relationships to each other and students’ school adjustment. Social Cognitive Theory 

successfully addressed the construct of teacher self-efficacy in many contexts.  

Most of the early psychological theorizing was stressed on behaviorist principles 

that formulated an input-output model accompanied by an internal conduit that makes 

behavior possible; however no influence and control of its own on behaviors (Bandura, 

2001).  

Social Cognitive Theory (SCT) was firstly introduced by Albert Bandura in 1971. 

SCT is used to define human behavior as a triadic, dynamic, and reciprocal interaction 

between person, environment, and behavior (Bandura, 1986). According to SCT, an 



Texas Tech University, Fatih Koca, December 2015 

24 

individual’s behavior uniquely influenced by each of these three significant factors and 

suggests that cognitive processes serve as indicators for one’s behaviors (Bandura, 1986; 

1989).  In addition, SCT stresses that the human mind is active part of determining one’s 

reality by selectively encoding information with interaction between his/her behaviors, 

environment, and personal values as well as expectations (Jones, 1998).  

Two major components of SCT are human agency and reciprocal determinism is 

discussed in more detail below. 

Human agency.  Human agency refers to a human being’s ability to make 

choices by imposing these choices on his/her environment (Bandura, 1986). Bandura 

defined self-efficacy as “beliefs in one’s capabilities to organize and execute courses of 

the action required to produce given attainments” (Bandura, 1997, p. 3.). Human agency 

is closely related to self-efficacy because self-efficacy beliefs play a significant role in 

determinants of individual’s motivation, affect, and action (Bandura, 1989). Self-efficacy 

beliefs influence our actions after undertaking motivational, cognitive, and affective 

dynamic processes and therefore human agency is executed through individual’s self-

efficacy beliefs (Bandura, 1989).  In this sense, human agency is greatly affected by 

human being’s cognitive, motivational, affective, and selection processes.  

Cognitive process.  Human agency is regulated by cognitive process across 

different areas of goal setting, analytic thinking, and development of strong self-efficacy 

(Bandura, 1986; 1989). According to Bandura (1986), goal setting is based on self-

appraisal of the ability to reach a particular goal in given context. In addition, self-

efficacy beliefs influence cognitive patterns that might be self-aiding or self-hindering 

(Bandura, 1989). Therefore, the stronger the perceived self-efficacy to reach the goal, the 
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higher the goals are set and the more commitment and effort one put to successfully 

execute them (Locke, Frederick, Lee, & Bobko, 1984).   

In terms of analytic thinking, Bandura (1989) suggests that a major function of 

thought is help people to predict the occurrences of events in their daily lives and to form 

means to execute the control over those events in their environment. In fact, successful 

inferential judgments regarding conditional relations between those events in their 

probabilistic daily lives is crucial to increase their self-efficacy beliefs in exercising of 

problem solving skills, and this stronger sense of problem solving can lead to higher 

quality of analytic thinking. Moreover, the more successful analytic thinking enables 

them to the more flourishing performance accomplishments (Bandura, 1989).  

Motivational process.  According to Bandura (1989), human agency is affected 

through motivational process by the strength of self-efficacy belief related with the task 

in a given context. In other words, the stronger beliefs an individual has in his or her 

capabilities to perform a particular task, the greater and more consistent effort he or she 

puts (Bandura, 1989). Therefore, human agency is greatly regulated by the motivational 

process of one’s self-efficacy.  

Bandura also emphasizes that an individual’s motivation might be hindered by 

self-doubt. In fact, when people face with difficulties and failures, people can loosen their 

efforts or abort their efforts prematurely and quickly adapt for premature solutions 

(Bandura, 1989). However, a stronger and more robust sense of self-efficacy enables 

people necessary power and motivation to complete a difficult task during early setbacks 

and disappointments involved in a given task (Bandura, 1989).  
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Affective process.  Bandura (1989) asserts that people’s beliefs in their 

capabilities influence the level of stress and depression they experience in a threatening 

situations and their motivation in the task at hand. In fact, people who believe that they 

can exercise control over potential threats are not negatively affected by them. However, 

those who believe they cannot control potential threats can experience high level of stress 

and anxiety to execute the task in a particular context (Bandura, 1997; Landon, 

Ehrenreich, & Pincus, 2007). For instance, Landon and his collogues (2007) gave two 

self-reporting measures of self-efficacy beliefs and anxiety to clinically diagnosed as 

anxious and a control group of non-referred children. Their findings indicated that 

clinically anxious children reported significantly lower level of emotional self-efficacy as 

compared to the control group. Therefore, the inability to apply self-regulatory strategies 

to cope with anxiety and fear stemming from the task leaded to the lower levels of 

emotional self-esteem among the clinically anxious children.  

Accordingly, Muris, Schouten, Meesters, and Gijbers (2003) reported that the 

contingency, competence, and control beliefs were significantly negative correlated with 

symptoms of anxiety and depression. Therefore, one’s capability to cope with the anxiety 

causes to distress and cognitive malfunctioning in a given situation (Bandura, 1989).  

Furthermore, individuals with low self-efficacy beliefs toward a particular task might 

lead to bouts of depression , anxiety, and self-doubt (e.g., Bandura, 1997; Muris et al., 

2003).  

Selection process.  According to Bandura (1989), people can exert some control 

over the selection and construction of their environments. In fact, people love to place 

themselves in situations and environments in which they believe to cope. People impose 
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limits on their career development when they feel self-inefficacious and they tend to 

avoid activities and environments they believe that they can exceed their coping 

capabilities (Bandura, 1989).  Therefore, any factor that affects choice behavior can 

greatly influence the direction of personal development. For instance, previous 

researchers have documented that career self-efficacy beliefs as a mediating factor in 

decision- making process and self-efficacy play very crucial role in career planning (e.g., 

Amir & Gati, 2006; Tang, Pan, & Newmeyer, 2008). In fact, Nietfeld and Enders (2003) 

conducted a research to examine the relationship between student teachers’ self-efficacy 

beliefs, their goal orientations, and beliefs about learning. They found that student 

teachers’ self-efficacy beliefs was significantly positive correlated with the types of 

learning environments they created and the level of academic progress their students 

achieved. Together, the more self-efficacious teachers consider themselves to be the 

wider the range of teaching opportunities, they consider appropriate and the more 

thoroughly they prepare themselves for different instructional methods (Bandura, 1997).  

Reciprocal determinism.  Before Bandura (1977) introduced his model of SCT, 

human behavior was thought as being influenced by unidimensional factors, such as 

either environment or internal dispositions (Pajares, 2002).  However, Bandura (1977) 

formulated a theory that stresses on the triadic reciprocal determinism of behavior, 

personal, and environmental factors. Bandura (1977) suggested that a individual’s 

behavior both affects and is influenced by personal factors and the social environment. In 

other words, according to triadic reciprocal causation model, behavior factors (B), 

personal factors including cognition and emotions (P), and environmental factors (E) all 

play a crucial role in execution of any behavior as bidirectional (Bandura, 1977; 1986; 
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1989; 1997). In this sense, because of the reciprocal influences they have, they really do 

not share the same strength or impact on the behavior. Furthermore, all reciprocal 

influences may not occur simultaneously (Bandura, 1977; 1986; 1989; 1997).  

Bandura’s model of triadic reciprocal determinism can be explained in three 

subsystems. First,  according to Bandura (1986; 1997), expectations, beliefs, self-

perceptions, goals, affects, and intentions can influence one’s behavior, and how and 

what they think, feel, and believe clearly influence the way they behave in a given 

situation (B). This might be the interactions between cognition, personal factors, and 

behavior (P  B). For instance, Kesner (2000) examined the impacts of certain 

characteristics of teachers (e.g., ethnicity, gender, relationship history) and children (e.g., 

gender, ethnicity) on the quality of teacher-student relationship. Preservice teachers’ 

perceived attachment history and expectations from students were significant predictor of 

teacher support and the quality of teacher-student dyadic interaction in the classroom 

setting (Kesner, 2000). 

The person-environment interaction of the model comprises the interactive 

relations among personal characteristics and environmental influences. Based on this 

model, individuals’ interactions and beliefs are greatly affected by social influence 

including modeling, social persuasions, and instruction (Bandura, 1986).  Similarly, 

personal characteristics, such as age, gender, race, ethnicity, behavioral problems, and 

social skills affect the behaviors and perception of significant people in their social 

environment.  For instance, previous studies found that children who are from different 

ethnic background than their teachers have more conflictual relationships with their 

teachers and conflictual classroom environment (e.g., Baker, 2006; Pianta, 1999).  
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Therefore, depending on how people process their environmental factors and how their 

environment processes their personal characteristics, the direction of behaviors can 

change or revise (Bandura, 1986). 

The behavior–environmental interaction is the final subsystem of the triadic 

reciprocal model. According to Bandura (1986; 1997; 2001), individuals’ behaviors 

influences the environment around us, which in turn affects their behaviors. In fact, the 

environment is not a static entity; it constantly changes as people progress through their 

lives. In addition, people have the control and power to transform a potential environment 

into an actual one largely because of the behavior the behavior they choose to exercise 

and exhibit (Bandura, 1986).  Therefore, humans are both products and producers of their 

environment.  For example, teacher-student relationship quality can influence and be 

influenced by classroom environment, students’ behavioral and academic orientations, 

and students’ learning (e.g., Hamre & Pianta, 2001; Pianta, 1999).  In addition, Buyse, 

Verschueren, Doumen, Damme, and Maes (2008) examined the impact of classroom 

environment on students’ problem behaviors in early childhood classroom settings. They 

found that problematic classroom compositions in terms of high average levels of 

internalizing and externalizing behavior exacerbate the risk for teachers to build more 

conflictual relationships with their students showing externalizing behavior problems. In 

addition,  when children confront with challenging social situations in the classroom, they 

are more likely to show aggressive and hostile behaviors, which in turn classroom 

environments become more conflictual and disruptive (Buyse, et al., 2008).  

Together, people have the ability to select and selectively react to their 

environment and its influences as a human agency. Therefore, it is clearly significant to 
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understand and document the impacts of the quality of teacher-student interaction, 

student teacher self-efficacy beliefs, and students’ academic and behavioral orientations 

on student’s academic competency in classroom setting (See Figure 1). 

 

 

Figure 1: Triadic Reciprocal Causation Model (Pajares, 2002) 

 
Self-efficacy.  The construct of self-efficacy is grounded in social-cognitive 

theory and was originally formulated by Bandura (1986).  Self-efficacy is based on the 

context of the self-regulatory process that affects an individual’s selection and 

construction of his/her environment.  Bandura first defined the self-efficacy as “people’s 

judgments of their capabilities to organize and execute courses of action required to attain 

designated types of performances. Self-efficacy concerned not with skills one has but 

with the judgments of what one can do with whatever skills one possesses” (Bandura, 

1986, p.391).  In this sense, self-efficacy is linked with people’s beliefs about their 

abilities to successfully execute a task and it is not related to the actual competencies that 

require accomplishing the task (Bandura, 1997).  
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Self-efficacy beliefs play very crucial role in human functioning, individual’s 

level of motivation, emotional well-being, and actions that are basically based on what 

they believe they can do (Bandura, 1997). In other words, self-efficacy provides a 

foundation for human motivation and successes.  In fact, when individuals believe that 

their actions and efforts can lead to the desired outcomes, they can become more 

intrinsically motivated to perform better and put more effort to reach desired outcomes 

(Bandura, 1997; Siwatu, 2007).  In addition, according to Bandura (1977), people have 

innate desires to control their environments, actions, and events that affect their lives. 

Therefore, self-efficacy beliefs are a major key to source of action for humans and it not 

only affects their courses of action but also their efforts, perseverance, resilience, stress, 

and levels of success accomplished (Bandura, 1997).   

Bandura (1977, 1997) also suggested that self-efficacy is one of the most 

important cognitive processes that give direction to their choice of tasks and their coping 

efforts when they engage in a given task (Stevens, Olivarez, & Hamman, 2006).  In 

addition, self-efficacy is significantly related to the interpretation of feedback (e.g., Chan 

& Lam, 2010; Nietfeld & Enders, 2003; Silver, Mitchell, & Gist, 1991) and is 

significantly linked with people’s emotional, behavioral, and social reactions to the task 

(e.g., Goldin, Ziv, Jazaieri, & Werner, 2012; Marine & Olivier, 2011).  Moreover, self-

efficacy has important research implications on the development of students’ academic, 

social, and behavioral orientations (e.g., Diseth, 2011; Diseth, Danielesen, & Samdal, 

2012; Klassen & Chiu, 2010;Schunk & Zimmerman, 2012;). Accordingly, stronger self-

efficacy beliefs lead to more challenging goal setting, putting more effort, and more 

persistence commitment to reaching them in classroom setting, which in turn students can 
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have better social skills and higher academic competencies in the classroom settings 

(Bandura, 1997). 

Sources of self-efficacy information.  According to Bandura (1977), self-efficacy 

is determined by four sources information (i.e., enactive mastery experience, vicarious 

experience, verbal persuasion, physiological and affective states). These four main 

sources of self-efficacy beliefs key to better comprehend the construct of self-efficacy.  In 

addition, an individual’s self-efficacy belief about performing or executing a particular 

task can be strengthened or weakened through these four main sources information 

(Bandura, 1977).  

Mastery experiences.  Bandura (1977) defined enactive mastery experience in the 

academic context as a particular student’s interpretation and judgment of their success or 

failure after completing an academic task.  In addition, students can create and revise 

their judgments and evaluations related to their interpretations (Bandura, 1977, 1986, 

1997).  In fact, as an individual accomplishes or masters a task in a given context, he/she 

starts to build self-efficacy in that task or similar one. Therefore, repeated successes 

might lead to stronger self-efficacy while repeated failures might decrease self-efficacy 

beliefs about the task (Bandura, 1986).  In addition, Bandura (1997) put forward that 

there are four factors that influence the strength of master/enactive experiences in 

building self-efficacy:  (a) pre-existing self-knowledge structures, (b) task difficulty and 

the context in which the task is executed, (c) the amount of effort that a person expended, 

and (d) selective self-monitoring and the reconstruction of experiences.  

Pre-existing self-knowledge structures refers to personal ideas regarding an 

individual’s ability to do something before he or she really tries it (Bandura, 1997). In 
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fact, Bandura posits that most people consider whether they can successfully execute the 

task when they face a task (Bandura, 1997).  For example, Poulou (2007) examine the 

factors that precede student teachers’ beliefs of teaching self-efficacy and determine their 

conviction that they might affect their instructional strategies, classroom management, 

and students’ engagement. The study findings indicated that self-perception of teaching 

competence and motivations for teaching were significantly influenced by their pre-

existing knowledge structures. Moreover, these pre-existing self-conceptions exerted 

selective influences on the development of their teaching self-efficacy (Poulou, 2007).   

Task difficulty and the context in which the task is performed are very significant 

predictors for the development of mastery/enactive experiences in the classroom setting 

(Bandura, 1997).  For instance, Linnenbrink and Pintrich (2003) suggested that students 

are motivated to engage in tasks and achieve when they believe they can accomplish the 

task and therefore task difficulty should match with students’ developmental and learning 

needs.  

The amount of effort expended in an activity can greatly influence an individual’s 

self-efficacy beliefs about the activity or task. Bandura (1997) states that “the amount of 

effort one expends affects inferences of capability of task performance” (p.83).  For 

example, if a student experiences success only because of strenuous efforts and believes 

that such a success will be difficult or almost impossible to accomplish again, then his or 

her self-efficacy beliefs for the task can decrease.  In this sense, the student can feel that 

his/her overextended effort indicates a lack of ability to execute the task. Accordingly, 

Bandura (1997) put forward that effort, task difficulty, ability, and luck are very 
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important attributional influences to human beings’ success or failure of a task in a given 

situation.  

Individuals also build self-efficacy through self-selecting and monitoring of their 

personal experiences (Bandura, 1997).  According to Bandura, performance without 

feedback might be extremely vulnerable; however all performances are remembered in 

various ways and influence individuals’ self-efficacy belief. For example, if individuals 

emphasize on their positive aspects or accomplishments related to a particular task, then 

their self-efficacy increases (Bandura, 1997).  Schunk (2003) emphasized that the process 

of self-monitoring one’s abilities and accomplishments in a given task or skill acquisition 

is key to cultivating strong self-efficacy. In addition, Zimmerman and Kitsantas (1999) 

showed the significance of the use of self-monitoring information about the individuals’ 

performance process to evaluate their skills, strengths, and weaknesses on a particular 

task.  In terms of teacher-self efficacy belief, Garvis (2009) examined the impacts of 

preservice teachers’ self-efficacy beliefs and their level of content knowledge on social 

and intellectual development of students across the ages of 10-15 years. The study results 

indicated that there was a significant correlation between those teachers’ content 

knowledge and self-efficacy beliefs and preservice teachers’ utilized self-monitoring 

process to build their self-efficacy beliefs (Garvis, 2009).  

Vicarious experiences.  Among the sources of self-efficacy beliefs, mastery 

experiences is the most critical and powerful dynamic in the development of self-efficacy 

beliefs (e.g., Britner & Pajares, 2006; Tschannen-Moran & Hoy, 2006). However, it 

seems that other sources of self-efficacy would have a powerful role in learning and 

teaching when individuals have fewer mastery experiences. Bandura clearly explained 
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that vicarious experiences link to how individuals learn or execute a given task through 

modeling and social comparisons (Bandura, 1997).  

Modeling is one of the most effective ways for individuals to develop and raise 

their self-efficacy beliefs because it provides cues for individuals to compare their actual 

performances with those of others, which is process of social comparison (Bandura, 

1997).   Accordingly, Bandura (1997) pointed out that social comparison is a key 

dynamic in developing and building self-efficacy beliefs through vicarious experiences 

that enables individuals to judge their own performances with knowing how others have 

performed in the same or a similar task. In addition, modeling might be more effective if 

the vicarious experiences interact with enactive experiences and therefore it can reduces 

anxiety and fear about a specific task or activity by providing predictability and 

controllability about that activity or task (Bandura, Reese, & Adams, 1982). Accordingly, 

Bandura (1981) stated that “competent models can teach observers effective strategies for 

dealing with challenging or threatening situations and instructive modeling make 

predictable and personally controllable” (p. 208).  

According to Bandura’s self-efficacy theory, vicarious experiences are one of the 

most crucial sources of the development teacher self-efficacy beliefs and “alter efficacy 

beliefs through transmission of competencies and comparison with the attainment of 

others” (Bandura, 1997, p.79).  A vicarious experience, within the context of teacher self-

efficacy, can be defined as a process in which an individual observes another person 

teach (Wagler, 2011). In this sense, vicarious experiences are a key component of 

preservice teacher education programs and take place during their field experiences.   
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Verbal persuasion.  Verbal persuasion refers to information sources consisting of 

the evaluative feedback a person receives before, and upon completion of a performance 

or task (Bandura, 1997). Bandura (1997) pointed out that the characteristics of how and 

when the verbal persuasion is provided might influence a person’s self-efficacy in a given 

task because it plays a significant role in development of an individual’s self-efficacy. 

Therefore, a feedback that is helpful for a person can improve through effort. Therefore, 

the credibility and knowledge ability of the persuader are very important sources for an 

individual’s self-efficacy development (Bandura, 1997).  For example, if an individual 

believes that the persuader has more accurate self-appraisals regarding his/her 

performance, she/he is more likely to count the persuader’s feedback vice versa 

(Bandura, 1997).  Accordingly, Kiran and Sungur (2012) examined the impacts of verbal 

persuasion on students’ achievement goal orientation, metacognition, and effort 

regulation by using path model.  A total of 1,932 students participated in their study and 

were employed self-report measures. They tested a conceptual model presenting the 

relationship between middle school students’ sources of self-efficacy, achievement goal 

orientation, metacognition, and effort regulation. They found that the largest contribution 

to the prediction of science self-efficacy was made by the mastery experience. However, 

descriptive statistic showed that the level of mastery experience was slightly lower than 

the verbal persuasion which was the second best sources of students’ science self-

efficacy. Therefore, they put forwarded that verbal persuasion was very important 

predictor for the development of students’ science self-efficacy beliefs and students’ 

metacognitive skills. Similarly, Dinther, Dochy, and Segers (2010) showed that verbal 
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persuasion as sources of self-efficacy beliefs significantly predicted students’ learning 

process and their motivation to learn 

In terms of teacher training, Ali (2012) examined educational factors that 

positively influence student teachers’ self-efficacy beliefs to be elementary science 

educators. Specifically, the researcher compared the impacts of a science method course 

and a practicum teaching program on teacher candidates. The findings revealed that 

verbal persuasion provided by a knowledgeable and credible source helped student 

teachers to build their science teaching self-efficacy beliefs after controlling their content 

knowledge (Ali, 2012). Similarly, Kopcha and Alger (2011) investigated the impact of 

technology-enhanced student teacher supersvision on student teacher knowledge, 

performance, and self-efficacy during the field experience. Based on pre-post self-report 

measures, there was a significant difference in supervision and non-supervision group in 

terms of self-efficacy beliefs. In other words, teaching knowledge and performance were 

statistically interacted with self-efficacy favoring supervision student teachers.  

Therefore, verbal persuasion is one of the most significant main information sources of 

building teacher self-efficacy beliefs in teacher training programs.  

Physiological and affective states.  Bandura (1997) put forward that somatic 

indicators (e.g., sweating, tension, stress, shaking) play significant role in development of 

self-efficacy belief.  In fact, an individual should control or enhance physical status and 

reduce stress levels as well as negative emotions in order to boost his/her self-efficacy 

beliefs (Bandura, 1997).  For instance, Ruble, Usher, and McGrew (2011) preliminarily 

examined the sources of self-efficacy among teachers of students with autism. They 

pointed out that educating students with autism likely presents teachers with very 
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important instructional challenges, and therefore they can experience burnout and stress 

in their teaching experiences. Specifically, tension and stress involved in their classroom 

experiences might lead to low self-efficacy beliefs in dealing with those students. 

Similarly, Gunning and Mensah (2011) conducted a case study to examine preservice 

elementary teachers’ development of self-efficacy and confidence to teach science. They 

found that physiological and affective status of this elementary student teacher was 

influential indicator for the development of her self-efficacy belief to teach science. 

Therefore, it is very crucial to help the student teachers to increase their positive 

experiences in their training in order to build high self-efficacy during their future career 

paths.   

Teacher Self-Efficacy 

The Significance of Teacher Self-Efficacy Beliefs 

Teacher self-efficacy, as a crucial motivational construct, shapes teacher 

effectiveness in the classroom. Teacher self-efficacy is defined as “the teacher’s belief in 

her or his ability to organize and execute the courses of action required to successfully 

accomplishing a specific teaching tasks within a specific classroom setting” (Dellinger et 

al., 2008, p. 756). In fact, many studies  showed that teachers with high level of teacher 

self-efficacy are more resilient in their teaching and are more likely to try harder to 

contribute their students’ academic achievement and social development (e.g., Guo, 

Connor, Yang, & Roehring, 2012; Pendergast, Garvis, & Keogh, 2011). Accordingly, the 

significance of teacher efficacy has been documented through years of educational and 

psychological research (e.g., Bandura, 1997). For instance,  previous studies have showed 

that higher teacher self-efficacy beliefs are significantly correlated with an array of 
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adaptive students’ academic, social, and behavioral indicators (e.g., Caprara, 

Barbaranelli, Steca, & Malone, 2006; Goddard, Hoy, & Hoy, 2000; Hoy & Woolfolk, 

1993).  

A teacher’s beliefs in his/her abilities to successfully produce designated levels of 

performance that plays a significant role in classroom learning and teaching practices 

(Bandura, 1997). In this context, teacher self-efficacy refers to “teacher beliefs in her and 

his ability to organize and execute the courses of action required to successfully 

accomplish a specific teaching task in a particular context.” (Tschannen-Moran, 

Woolfolk Hoy, and Hoy, 1998, p.117).  

Teacher self-efficacy is a construct closely related to self-efficacy and many 

researchers have been conducted in order to understand the sources or antecedents of 

teacher self-efficacy (Bandura, 1977; Fry, 2009; Woolfolk-Hoy & Davis, 2006).  

Bandura (1997) put forward that enactive or master experience is the most impactful 

source for development of self-efficacy; however social persuasion and vicarious 

experiences are also very influential. Woolfolk-Hoy and Davis (2006) asserted that the 

mastery experiences of teachers during student teaching and their training are the most 

powerful indicators for the development teacher self-efficacy. Therefore, it is very 

important to understand and document the impacts of teacher self-efficacy in classroom 

settings. In this sense, workplace (e.g., diversity, inclusion practices, classroom 

environment, teacher-student relationship) and individual characteristics (e.g., 

experience, teacher certification) play a significant role in teacher self-efficacy within the 

first few years of teaching (Bandura, 1997). For instance, the relationship between 
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teacher and students key to teacher self-efficacy (e.g., Collier, 2005; Pianta, 1999). 

Specifically, teacher self-efficacy may be flourished through caring because caring 

teachers are more committed to their students (McCadden, 1995).  Therefore, they take 

responsibility for their students’ learning regardless of failure or success. Furthermore, 

caring teachers put consistent effort to improve their own teaching skills in order to 

communicate with their students (Collier, 2005). Accordingly, they develop closer and 

warmer relationship with students in their classroom (Pianta, 1999).  

As noted above, teacher self-efficacy has been linked to student achievement, 

motivation to learn, and psychosocial development in a number studies (e.g., 

Archambault, Janosz, & Chouinard, 2012; Rubie-Davies, Flint, & McDonal, 2011).  For 

instance, Archambault and his colleagues (2012) examined the moderating effect of 

teacher’s self-efficacy belief and teacher expectations on the relationship between 

students’ achievement and their cognitive engagement. They applied a multilevel method 

with a longitudinal sample of 79 mathematics teachers and their 1,364 secondary school 

students from disadvantaged communities in Canada. The study findings showed that 

teachers’ self-efficacy beliefs were highly correlated with student academic experiences. 

In other words, teachers with high teacher self-efficacy beliefs significantly contributed 

to students’ cognitive engagement and academic achievement (Archambault  et al., 

2012).  

Similarly, Guo and her collogues (2009) examined the relations among preschool 

teachers’ self-efficacy beliefs, classroom quality, and children’s vocabulary knowledge 

over an academic year in the US. They found that teacher’s self-efficacy beliefs and 
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classroom quality were statistically significant predictors for young children’s gains in 

vocabulary knowledge (Guo, Piasta, Justice, & Kaderavek, 2009). 

Previous studies also suggested teacher’s self-efficacy beliefs play a key role in 

teachers’ perceived student classroom behavior and emotional exhaustion (e.g., Birch & 

Ladd, 1997; Tsoulopas et al., 2010). Specifically, Tsoulopas and his collogues (2010) 

examined the relationship between teachers’ perceived student misbehavior and 

emotional exhaustion, and the role of teacher self-efficacy beliefs related to handling 

student misbehavior. The study findings showed that teacher self-efficacy beliefs in 

handling student misbehavior were statistically significant mediator for the relationship 

between teacher perceived student misbehavior and emotional exhaustion. Furthermore, 

they found that there was a significant correlation between emotional exhaustion and 

turnover intentions. Therefore, the teacher self-efficacy behavior has a considerable direct 

effect on teacher turnover intentions and indirect effect on student misbehavior 

perception.   

Andreou and Rapti (2010) examined the predictive role of both teachers’ causal 

attributions and teacher self-efficacy related to classroom management in students’ 

problem behaviors. They (2010) reported that teachers with high teacher self-efficacy 

beliefs for classroom management had lower incidence of students’ problem behaviors in 

their classroom as compared to teachers with low self-efficacy in terms of classroom 

management.  

Within educational research, teacher self-efficacy is considered as a powerful 

influence on students’ behavioral and academic orientations as well as teachers’ overall 
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effectiveness with students. Therefore, supporting the development of teachers’ self-

efficacy beliefs during field experiences is crucial for producing effective, committed, 

and enthusiastic teachers in real classroom settings (Tschannen-Moran & Woolfolk-Hoy, 

2001).  However, limited research has explored the relationship between student 

teachers’ self-efficacy beliefs and their students’ academic and behavioral orientations 

during their field experiences. Therefore, the current study aims to examine the direct and 

indirect relationship of student teachers’ self-efficacy beliefs on students’ outcomes. 

Teacher Self-Efficacy Beliefs and Student Outcomes 

Teacher self-efficacy beliefs play a key role in educational research because it is 

equally related to teacher’s behavior and attitudes and empirical studies have recognized 

that teacher efficacy as key predictor of teachers’ competence and commitment to 

teaching (e.g., Ross, 1998; Wheatley, 2005) . In fact, teacher’s behaviors, beliefs system, 

classroom management skills, teaching experiences, and teacher characteristics are 

important indicators of the development of various academic, behavioral, and social 

competencies in school settings (e.g., Friedman, 2003; Goddard, Hoy, & Hoy, 2000; 

Ross, 1998; Wheatley, 2005 ). Accordingly, research findings support the significance of 

teacher self-efficacy for: (a) developing school adjustment competencies, including 

academic functioning (e.g., Bandura et al., 1996) ; (b) referral decision of a disruptive 

student (e.g., Andreou & Rapti, 2010; Egyed & Short, 2012 )  and (c) developing 

academic motivation and self-regulated learning (e.g., Guo, Connor, Yang, Roehring, & 

Morrison, 2012). Therefore, this section will highlight the research findings regarding the 

role of teacher self-efficacy in student outcomes (i.e., behavioral problems, social skills, 

and academic competency).  
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Behavioral problems.  The relationship between children’s interpersonal 

behaviors and teacher self-efficacy belief play a crucial role in children’s classroom 

behavioral problems (e.g., Andreou & Rapti, 2012; Friedman-Krauss, Raver, Morris, & 

Jones, 2014). Specifically, classroom behavior problems are a major source of stress and 

burnout for both new and experienced teachers (Martin, Linfoot, & Stephenson, 1999). 

Teachers report feeling poorly equipped to handle with students’ disruptive behavior 

problems, often are reluctant and least tolerant of children with internalizing and 

externalizing in the classroom settings (Martin et al., 1999).  Accordingly, a growing 

body of research pointed out that teacher confidence is an important mediator in 

determining how teachers interact with problematic students and how they manage the 

classroom behavioral problems (e.g., Andreou & Rapti, 2012; Pajares, 1992; Martins et 

al., 1999). In addition, children’s behavioral problems (e.g., externalizing and 

internalizing) and teacher characteristics affect children’s socioemotional development 

and therefore it is crucial to understand the linkage between teacher self-efficacy and 

students’ behavioral orientation.  

Andreou and Rapti (2012) examined the predictive role of both teachers’ causal 

attributions for behavior problems and their perceived self-efficacy beliefs for classroom 

management for forms intervention used in the classroom to help their students. They 

have asked 249 primary school teachers to rate twelve factors as possible cause of the 

behavior problems and evaluate the intervention strategies they would use in the 

classroom settings.  They also completed an 8-item scale measuring perceived self-

efficacy for classroom management. They found that their perceived self-efficacy beliefs 

and teaching experience were significant predictors to get help for students’ behavioral 
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problems. Specifically, teachers with high classroom management self-efficacy beliefs 

had adaptive causal attributions for student disruptive classroom problems to help them.  

In addition, there is an increasing concern regarding teacher self-efficacy and 

professional burnout that has been studied the impacts of classroom disruptive behaviors 

on teacher self-efficacy and professional burnout (e.g., Pas, Bradshaw, Hershfeldt, & 

Leaf, 2010; Skaalvik & Skaalvik, 2009).  In this sense, Pas and collogues (2010) 

examined how teacher burnout and self-efficacy linked to students’ disciplinary actions 

and classroom behavioral problems. They found that low teacher self-efficacy belief was 

significantly associated with an increase in student referrals, teacher burnout, and the 

incidence of students’ expressions of dysfunction. Therefore, they recommended that 

findings stressed on the significance of development of screenings and teacher-targeted 

interventions (Pas, Bradshaw, Hershfeldt, & Leaf, 2010). Similarly, Friedman and 

collogues (2014) investigated how children characteristics in a classroom influence 

classroom quality and teacher self-efficacy belief while considering teacher stress as a 

mediator. Ordinary least squares regression showed that more conflictual classroom 

climate and higher levels of externalizing behavioral problems were significant predictor 

for teacher stress and self-efficacy belief (Friedman-Krauss, Raver, Morris, & Jones, 

2014). 

In related work, Dicker and collogues (2014) examined the roles of student 

misbehavior and teacher self-efficacy on teacher burnout with a sample of 1,227 German 

teacher candidates. The study results revealed that teacher self-efficacy in classroom 

management significantly predicted emotional exhaustion via classroom behavioral 
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problems (Dicke, Parker, Marsh, Herbert, Kunter, Schmeck, & Leutner, 2014). 

Furthermore, Collie, Shapka, and Perry (2012) examined how teachers’ perception of 

social-emotional learning and classroom climate influence their sense of stress, teaching 

efficacy, and job satisfaction. Based on the data from 664 elementary and secondary 

school teachers from British Colombia and Canada, perceived stress related to students’ 

behavioral problems was negatively linked to teacher self-efficacy beliefs. In addition, 

perceived stress related to students’ expression of classroom dysfunction was directly 

related to sense of job satisfaction.   

In addition, Jong and collogues (2013) examined the role of pre-service secondary 

teachers’ self-efficacy beliefs in discipline strategies, student behavioral problems, and 

teacher-student relationship. A total of 120 pre-service secondary teachers rated several 

self-report measures regarding their discipline strategies, self-efficacy beliefs, classroom 

behavior problems, and teacher-student relationship. They found that pre-service teachers 

with high classroom management self-efficacy beliefs built more close and warm 

relationship with their students with high classroom behavioral problems as compared to 

others with low classroom management self-efficacy. Accordingly, those teacher 

candidates with high self-efficacy used more adaptive discipline strategies (Jong, 

Mainhard, Tartwijk, Veldman, Verloop, & Wubbels, 2013). Similarly, Kelm and 

Mclntosh (2012) examined the effects of school-wide positive behavior support on 

teacher self-efficacy.  Findings indicated that twenty-two teachers from schools 

implementing School-wide Positive Behavior developed higher teacher self-efficacy and 

closer relationship with disruptive students in their classroom. Therefore, it is very 

noteworthy to document and understand the direct and indirect relationship between 
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students’ behavioral orientations and student teachers’ self-efficacy beliefs considering 

the key role of teacher self-efficacy in students’ classroom behavioral problems vice 

versa.  

Social/academic skills.  Teacher self-efficacy beliefs play a crucial role in 

helping them develop social and academic skills needed in school settings. In fact, the 

degree to which students develop prosocial skills and academic competencies in their 

classrooms a play key role in a successful school adjustment, school readiness, positive 

peer interaction, and therefore the role of teacher self-efficacy beliefs should be 

scrutinized in detail (e.g., Chong, Klassen, Huan, Wong, & Kates, 2010; Corkett, Hatt, & 

Benevides, 2011; Guo et al., 2012; Tschannen-Moran & Johnson, 2011).  

Teacher self-efficacy is one of the most important and reliable predictors of 

student academic competencies (Benner, Beaudoin, Kinder, & Mooney, 2005; Guo et al., 

2011; Ross, Hogaboam-Gray, & Gray, 2003). For instance, Benner and collogues (2005) 

examined the strength of relationship between students’ beginning reading skills, teacher 

characteristics (i.e., teacher self-efficacy belief) and the social adjustment (i.e., social 

skills, problem behaviors, and academic competence) of kindergarten students through 

second grade. Their correlational and multiple regression findings indicated that students’ 

literacy skills and teacher self-efficacy beliefs were positively related to measures of 

social skills and academic competence.  However, they did not specify the role of teacher 

self-efficacy beliefs in the relationship between academic and social competence.   

Accordingly, Goddard (2001) examined the role of teachers’ collective self-

efficacy in student achievement. The study used self-report student- and school level data 

from a sample of urban elementary school. Study findings showed that teacher self-



Texas Tech University, Fatih Koca, December 2015 

47 

efficacy belief is positively and significantly related to student academic achievement 

even after controlling for the effects of prior achievement history and demographic 

characteristics of students. However, the study did not scrutinize the mediator or 

moderator role of collective teacher self-efficacy role in students’ outcomes. 

Accordingly, Guo and collogues (2011) longitudinally examined the role of teacher self-

efficacy belief in observed classroom practices across two dimensions (i.e., teacher 

support for student learning and time in academics). They used longitudinal data from the 

National Institute of Child Health and Human Development Study of Early Child Care 

and Youth Development. Based on their structural equation modeling study findings, 

teacher with a higher teacher self-efficacy belief provided more teacher support and more 

positive classroom environment than did teachers with lower self-efficacy beliefs. In 

addition, their students showed a greater and stronger literacy skill. Similarly, Corkett, 

Hatt, and Benevides (2011) conducted a study to investigate the effects of teachers’ and 

students’ self-efficacy on students’ reading and writing competencies. Specifically, they 

examined the relationship between teacher self-efficacy and students’ reading and writing 

skills. They found that teacher self-efficacy was significantly related with the students’ 

literacy and writing competencies.  

Chong and collogues (2010) examined the predictive role of teacher self-efficacy 

belief in perceived academic climate. Based on study findings, teachers with higher self-

efficacy beliefs created more academically oriented classroom that did teachers with 

lower self-efficacy belief. In their classroom, students were more academically engaged 

in learning tasks and more motivated to learn. Therefore, these students had higher 

academic grades in academic tasks. In related work, Garvis and Pendergast (2011) 
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conducted a study to scrutinize the effects of teacher self-efficacy belief on art education 

in early childhood classrooms. They pointed out that if teachers have strong self-efficacy 

beliefs in teaching of arts education, they are more likely to include aspects of the arts in 

their teaching curriculum. In this way, students are academically more engaged in 

learning tasks and self-regulated their own learning.  

Moreover, research has shown that there exists a reciprocal relationship between 

teacher self-efficacy belief and student academic success (Caprara, Barbaranelli, Steca, & 

Malone, 2006; Ross et al., 2003).  For instance, Cappara and collogues (2006) examined 

teachers’ self-efficacy beliefs as determinants of their job satisfaction and students’ 

academic achievement over 2000 teachers in 75 Italian junior high schools. Self-report 

measures were administered to assess teacher self-efficacy beliefs, job satisfaction, and 

they collected students’ average final grades at the end of junior high school to measure 

their academic achievement.  Structural equation modeling analyses revealed that 

teacher’s self-efficacy belief affected their job satisfaction and student academic 

achievement.  Specifically, students perform better academically; teachers believe more 

in their abilities in teaching, which in turn, leads to the cycle of increasing teacher 

efficacy, student learning, and job satisfaction. 

In terms of students’ self-determined motivation in reducing the intention to drop 

out of high school over time, Alivernini and Lucidi (2011) sought to longitudinally 

examine the role of teacher perceived support and teacher self-efficacy belief in students’ 

self-determined motivation in the intention to drop out of high school over their 

educational paths. The study indicated that the level of self-determined motivation in 

students was significantly related to teacher autonomy support and teacher self-efficacy 
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belief in classroom management. Therefore, teacher self-efficacy had a key role in 

predicting for student self-determined motivation and academic performance.  

Another related research area in which more research is needed comprises the role 

of teacher self-efficacy on the development of children’s social skills in the classroom 

settings. Research findings pointed out that teachers play a noteworthy role in the student 

social skill development and academic development (e.g., Kutnick & Kington, 2003; 

Makecki & Elliot, 2002). Benner et al. (2005) posited that the most children who are lack 

of social skills and have social adjustment problems have also academic problems, 

including reading skills. In fact, many students, especially students with special needs, 

have difficulties in school adjustment, their social skills development, and relationships 

with peers (SEELS Survey, 2001). Aforementioned, academic and social competencies 

are highly correlated; a teacher’s self-efficacy belief is more likely to influence children’s 

social integration into school settings. Given the association among these psychological 

and educational constructs, there is a crucial reasoning to document and understand the 

relationship between the development of student social skills and teacher self-efficacy 

belief.  

While there is a growing body of research regarding teacher self-efficacy belief 

and the development academic skills, there is a research gap in the investigation of the 

effects of teacher self-efficacy belief on the development of students’ social 

competencies. To extend pervious research, the current study will examine the direct and 

indirect relationship between teacher self-efficacy belief and students’ academic as well 

as social skills. 
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Teacher–Student Relationships 

The Significance of Teacher–Student Relationship Quality 

Schools and classrooms are composed of individuals who are embedded in a 

social environment; thus, the education process itself is a largely interpersonal endeavor, 

at the heart of which lies the teacher–student relationships (Pianta, 1999 A variety of 

challenges confront children entering school for the first time. In addition to addressing a 

series of new cognitive, social, and academic demands, they are faced with the task of 

creating positive relationships with a large new set of peers and adults (Baker, 2006; 

Birch & Ladd, 1997; Pianta, Steinberg, & Rollins, 1995).  

An extensive research documents the link between the quality of students’ 

relationship with teachers and children’s concurrent and future academic and social 

outcomes (e.g., Hamre & Pianta, 2007; Murray, Murray, & Waas, 2008). In fact, children 

who experience warm, close, and supportive relationship with their teachers have more 

successful and have more positive attitudes toward school (Murray, Murray, & Waas, 

2008) , are more academically and socially engaged in academic tasks (Hughes & Kwok, 

2007). Furthermore, students with high quality of teacher-student interaction enjoy higher 

levels of peer acceptance (Hughes, Cavell, & Willson, 2001), and are less likely to 

engage in classroom disruptive behaviors (Baker, 2006).   

Conversely, students whose relationships with teachers characterized by conflict 

and clingy behaviors are more likely to drop out of school, to increase behavioral 

problems, to be retained in grade, experience peer rejection, and to have low social skills 

(e.g., Baker, 2006; Hamre & Pianta, 2001; Roorda, Koomen, Spilt, & Oort, 2011).  

Therefore, it is crucial to understand and document the impact of teacher-student 



Texas Tech University, Fatih Koca, December 2015 

51 

relationship quality considering teacher-student dyadic interactions play a prominent role 

in the development of competencies in the preschool and early school years (e.g., Pianta, 

1999, 2001).  Though a large body of literature has examined interactions among teachers 

and students (e.g., Brophy & Good, 1986; Zeichner, 1995), most studies have focused 

almost entirely on instruction. Moreover, these previous studies have integrated a social 

component into understanding instructional interactions (e.g., Rogoff, 1990), but the 

social, emotional, and relational qualities of these interactions have been neglected in the 

majority of the studies. These previous studies consistently examined relationship quality 

for in-service teachers (e.g., Birch & Ladd, 1997; 1998; Liew, Chen, & Hughes, 2010), 

there is a need to examine the impact of teacher-student relationship quality for 

preservice and student teacher population in order to understand and document the key 

role of this dyadic interaction within their first teaching experiences. Therefore, the 

current study focuses on student teacher population so to examine the direct and indirect 

effects of teacher-student relationship quality on student outcomes and their self-efficacy 

beliefs on student outcomes. 

Measurement of Teacher–Student Relationship Qualities 

Studies focusing on young children’s relationships with their teachers have thus 

far relied on one or more of the following research methods: (a) observational techniques 

(e.g., Howes & Hamilton, 1992; Howes et al., 1994; Ladd, Birch, & Buhs, 1999; Pianta, 

Nimetz, & Bennett, 1997), (b) teacher self-reports rooted in interview-based data or 

rating scales (e.g., Pianta, 1996, 2001; Pianta & Nimetz, 1991), and (c) children self-

reports (e.g., Harrison, Clarke, & Ungerer, 2007; Mantzicopoulos & Neuharth-Pritchett, 

2003; Murray, Murray, & Waas, 2008; Patrick, Mantzicopoulos, Samarapungavan, & 
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French, 2008; Spilt, Koomen, & Mantzicopoulos, 2009). The underlying relationship 

dimensions on which previous research studies have focused, irrespective of the research 

methods used, have included the following: (a) warmth and security; (b) resistance and 

conflict; and (c) ambivalence and dependency. All of these, clearly, constitute important 

motifs in the context of attachment relationship studies. Though a number of measures 

are available, the Student-Teacher Relationship Scale (STRS) has been used most 

extensively, and it is, as a consequence, the instrument whose validity with early 

elementary student populations has been most thoroughly established. 

Guided by attachment theory, most previous research on the teacher–student 

relationship have primarily used the teacher as the informant and has relied on the 

teacher’s perception. Across studies, various methods have been used to examine the 

quality of the teacher–student relationship in early childhood contexts such as preschool 

and kindergarten classrooms. A common method of measuring the quality of teacher–

child relationships is through teachers’ reports of their perceptions of their relationships 

with a particular child in their classrooms (Pianta, 1999).  

Much of the research regarding teacher–student relationships has used the STRS 

(Pianta, 2001), a measure identifying three distinct dimensions of teacher–child 

relationships conceptually derived from attachment theory (Pianta, 1999, Saft & Pianta, 

2001): conflict, closeness, and dependency. Conflict refers to relationships characterized 

by discordant and coercive interactions or affect; closeness concerns the extent to which 

the teacher’s perception of her or his relationship with the child is warm and positive; and 

dependency includes a clingy and dependent relationship between the child and the 

teacher (Pianta, 1999; 2001). 
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Pianta and Nimetz (1991) first developed and piloted the STRS to assess teacher–

child relationships from the teacher’s perspective. Based on attachment literature, this 

scale was intended to reflect teachers’ internal working models of their relationships with 

students. The 16-item measure tapped the teachers’ feelings about individual children, 

their beliefs about the children’s feeling toward them, and the teachers’ observations of 

the children’s specific behavior in relation to them. The pilot instrument was written 

based on the Attachment Q-Set (Waters & Deane, 1985), which was designed to classify 

parent–child attachment patterns. Factor analyses of the pilot STRS yielded two factor 

solutions: an affirmative component associated with amiability, and a more deleterious 

factor connected with insufficient independence and increased insecurity. Pianta and 

Nimetz (1991) found that subscales based on these factors were moderately correlated to 

concurrent measures of teacher ratings of adjustment in first-grade and retention 

decisions.  

After the pilot study, Pianta and colleagues dropped several items and used an 

expanded 31-item version of the STRS in a larger sample (Pianta, 1994; Pianta & 

Steinberg, 1992; Pianta, Steinberg, et al., 1995). Pianta and Steinberg (1992) used the 

STRS with 436 kindergarten children and their 26 teachers. Their initial factor solution 

yielded five factors: Conflict/Anger, Warmth/Closeness, Open Communication, 

Dependency, and Troubled Feelings. They found strong associations with teachers’ 

ratings of children’s classroom behavior (e.g., conduct problems, social skills, and task 

engagement) in early school years.  

Furthermore, Pianta and Steinberg (1992) pointed out that a teacher’s decision to 

retain a child in kindergarten was related to the STRS dimensions. For example, the 
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relationships of children who were held back scored higher on dimensions associated 

with interpersonal strife, clinginess, and lack of emotional control than did those of 

children who were not held back.  In addition, Pianta, Steinberg, and Rollins (1995) 

looked at the effects over time, which showed that children with highly warm and close 

relationships with their kindergarten teachers had fewer behavioral problems. Also, 

children with positive relationships with their teachers in kindergarten had closer and 

warmer relationships with their second-grade teachers. Pianta (1994) used a cluster 

analysis to investigate kindergarten teachers’ perception patterns of their relationships 

with their students, using the 31-item STRS. Six clusters were created (e.g., Dependent, 

Positively Involved, Angry, Functional/Average, Angry/Dependent, and Uninvolved). 

This analysis helped the researchers consider the types of teacher–child relationships in 

each class. For example, some students who, owing to having been mistreated, suffer 

increased failure risk may gain tremendously from assignment to the classroom of a 

friendly, respectful teacher who encourages free communication. 

Pianta, O'Connor, Morog, Button, Dimmock, and Marvin (1995) and Saft (1994) 

showed that a three-factor solution is most meaningful. This three-factor solution was 

derived from samples encompassing in excess of 1400 child participants and greater than 

200 teachers from preschools and classroom in the U.S. states of North Carolina, 

Wisconsin, and California. Key relational dimensions were closeness (the degree of 

warmth and open communication), conflict (anger and conflict), and dependency (clingy 

and dependent behaviors).  

After completing all pilot studies, Pianta (2001) designed the STRS as a 28-item 

teacher self-reported Likert-type (5-point) scale developed to assess a teacher’s feelings 
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about her or his relationship with a particular student, the student’s interactive behaviors 

with the teacher, and the teacher’s beliefs about the student’s feeling toward the teacher 

(Pianta, 2001; Saft, 1994). With psychometric properties supported by research studies 

encompassing more than 200 teachers and 1500 preschool through third-grade students in 

classrooms throughout the United States, the STRS is composed of three subscales: 

conflict, closeness, and dependency (Pianta, 2001).  

The Conflict subscale consists of 12 items designed to gauge how extensively a 

teacher regards his or her relationship with a student as filled with conflict and negativity 

(Pianta, 2001). Specific examples of items from this scale include the following: “This 

child and I always seem to be struggling with each other,” “This child easily becomes 

angry with me,” “This child feels that I treat him/her unfairly,” and “This child remains 

angry or is resistant after being disciplined.” The scale also includes one reverse item, 

“The child responds well to my look or tone of voice.” The total score on this subscale 

varies from a minimum of 12 to a maximum of 60 (Pianta, 2001).  

With 11 items and scores ranging from 11 to 55, the Closeness subscale evaluates 

the extent to which the relationship between teacher and student consists of warmth, open 

communication, and affection (Pianta, 2001; Pianta & Steinberg, 1992; Saft, 1994; 

Steinberg, 1993). Items from this scale include the following: “I share an affectionate, 

warm relationship with this child,” “This child spontaneously shares information about 

himself/herself,” and “This child openly shares his/her feelings and experiences with 

me.”  

The final STRS subscale, Dependency, gauges the scope of the teacher’s 

perception of a particular student as clingy or overly dependent. Its scores range from 5 to 
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25, and examples of its five items include the following: “This child is overly dependent 

on me,” “This child reacts strongly to separation from me,” and “This child appears hurt 

or embarrassed when I correct him/her.” Complementing its subscale scores, the STRS 

also renders an overall score between 28 and 140. This overall score is designed to reflect 

the extent of a teacher’s overall positive perception of his or her relationship with a 

particular student (Pianta, 2001).  

The validity of the STRS has been thoroughly established by way of studies that 

have shown it to correlate significantly and predictably with previously validated 

measures of behavior problems, academic skill (including standardized test performance; 

Hamre & Pianta, 2001; Pianta, Steinberg, et al., 1995), and peer relations (Birch & Ladd, 

1997). Additional studies testing correlations between the STRS and Child Behavior 

Scale teacher-rated behaviors with samples consisting of kindergarteners and first graders 

have demonstrated moderate concurrent relationships (Birch & Ladd, 1998; Ladd & 

Profilet, 1996). 

The STRS appears to be an instrument that is sensitive to teacher–child 

relationships and teachers’ decisions or perceptions regarding children’s current and 

future school adjustment. The instrument was developed using a normative base of more 

than 1,400 children of varying ages as well as backgrounds, which makes it the most 

psychometrically advanced and valid instrument for the assessment of relationships 

among teachers and children in the United States. Despite its widespread use, the STRS 

has never been psychometrically validated for the preservice and student teacher 

population. In addition, previous validation studies of the STRS have demonstrated some 

methodological limitations. For instance, the factors structure of the STRS has been 
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investigated using only principal component analysis. The goal of factor analysis is to 

explain the relationship among the variables. Accordingly, research on exploratory factor 

analysis that principal component analysis is a more appropriate method for data 

reduction; however because of its assumption of variables as error-free, which is not a 

logical assumption in the social sciences (Neuharth-Pritchett, & Webb, 2008). Therefore, 

the current study aims to examine the psychometric properties and factor validity of the 

STRS within the student teacher population using the confirmatory factor analysis to 

compare the factor structure.  

Teacher–Student Relationship Quality and Student Outcomes 

Teacher-student relationships play a crucial role in the development of various 

academic, behavioral, and social competencies in school settings (e.g., Roorda, Koomen, 

Spilt, & Oort, 2012; Wang, Brinkworth, & Eccles, 2013). Accordingly, recent research 

findings support significant correlations between teacher-child relationships and the 

following: (a) development of competencies related to school adjustment, such as school-

engagement, learning motivation, problem-solving skills, and metacognitive 

competencies (e.g., Hughes, 2012); (b) prediction and prevention of student classroom 

behavioral problems (e.g., Murray & Zvoch, 2011); and (c) development of prosocial 

skills such self-control, assertion, and cooperation (e.g., Johnson, Seidenfeld, Izard, & 

Kobak, 2013). Therefore, this section highlight the research findings regarding the role of 

teacher-student relationship in student outcomes (i.e., behavioral problems, social skills, 

and academic competency). 

Behavioral problems.  Children’s classroom behavioral problems relate in 

fundamental ways to the quality of their relationships with their teachers (e.g., Buyse et 
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al., 2008; Murray & Zvoch, 2011). In fact, children’s behavioral problems (e.g., 

externalizing and internalizing) affect current and prospective dyadic interactions with 

classroom teachers.  

 Internalizing and externalizing behavioral problems are two significant 

dimensions of classroom dysfunction. Externalizing behavioral problems—including 

destructiveness, aggression, and defiance that is hostile in character—are those that 

disrupt or harm others (Achenbach, 1990). Stable in some instances, externalizing 

behaviors have been associated with negative long-term outcomes such as school failure, 

conflict-ridden peer relationships, and school maladjustment (Ladd & Burgess, 1999; 

Murray & Zvoch, 2011; Zahn-Waxler, Klimes-Doughan, & Slattery, 2000). Internalizing 

behavioral problems, alternatively, are those characterized by withdrawal, loneliness, and 

intropunitive emotions such as sorrow or guilt (Zahn-Waxler, Klimes-Doughan, & 

Slattery, 2000). 

 Previous studies indicated that externalizing, hyperactive, and internalizing 

behaviors are significantly and negatively associated with teacher-student relationship 

quality (Birch & Ladd, 1998; O’Connor, Dearing, & Collins, 2011; Pianta & Steinberg, 

1992). Birch and Ladd (1998), for instance, investigated the connection between 

kindergartners’ behavioral patterns and features—including closeness, conflict, and 

dependency—of their interactions with their first-grade teachers. They found that the 

kindergartners’ early behavioral patterns served as predictors of their later teacher-student 

relationship quality. They found in particular that in terms of their relationships with 

teachers, warm relations negatively correlated with students’ early asocial and antisocial 

behaviors; the same behaviors correlated positively with clinginess and relationship 
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strife. Similarly, O’Connor et al (2011) examined the linkages between the quality of 

teacher-student relationships and behavior problems among elementary school aged 

students using data from the NICHD Study of Early Child Care and Youth Development. 

They showed that children with high expressions of aggressive and disruptive classroom 

behaviors developed conflictual and clingy relationships with their teachers through 

elementary school years. On the other hand, high-quality relationships with teachers 

predicted low levels of eternalizing and internalizing expressions of classroom 

dysfunction. Accordingly, warmer and closer teacher-student relationships acted as 

protective factors helping to prevent these children with high level classroom behavioral 

problems in early childhood from developing long-term internalizing and externalizing 

behavioral problems. Similarly, Wang, Brinkworth, and Eccles (2013) also examined the 

moderating effects of teacher-student relationship in adolescent trajectories of emotional 

and behavioral adjustment. They found that positive teacher-student relationship 

significantly moderated the effects of early poor and conflictive parent-child relationships 

on externalizing behavioral problems.  

In addition, Buyse and her colleagues (2008) examined the impacts of 

problematic classroom compositions on teacher-student relationship. Specifically, they 

put forward that classroom environment, in terms of high average levels of internalizing 

and externalizing behavior, exacerbate the risk for teachers to build more conflictual and 

clingy dyadic interactions with students having these behavioral problems. However, if 

teachers provided necessary emotional support, students’ aggressive and disruptive 

classroom behaviors were not a risk factor for development of conflictual relationships 

with their teachers.  



Texas Tech University, Fatih Koca, December 2015 

60 

In a related study, Ladd and Burgess (1999) performed a longitudinal examination 

of students displaying belligerent, uncommunicative, or combined 

belligerent/uncommunicative behaviors during their first years of schooling. Belligerent 

behavior, they found, was both fairly stable and connected with continuously difficult 

teacher-student relationships. When juxtaposed with children whose behaviors fell within 

normative guidelines, aggressive/withdrawn children displayed more loneliness, 

dissatisfaction, and friendlessness, along with increased likelihood of forming 

connections with their teachers that were dysfunctional. While children exhibiting 

externalizing behavioral problems were more likely to demonstrate hostile behaviors 

driven by negative emotions like anger and frustration, children with internalizing 

behavioral problems tended toward social interactions characterized by withdrawal and 

confrontation avoidance. 

Children’s early behavioral problems and orientations function as significant 

correlates with and predictors of the quality of their relationships with their teachers 

throughout their educational trajectories. Accordingly, one of this study’s main goals is 

examination of the direct and indirect relationships between student’s behavioral 

problems and teacher-student interactions.  

Social/academic skills.  Teacher-student relationships apply significant influence 

on students’ development of the academic and social skills school settings require. 

Indeed, students’ building of these academic and social competencies constitutes a 

primary key in their successful school adjustment, school readiness, positive peer 

interaction, and close teacher-student dyadic interaction (Baker, 2006; Hanish, Martin, 

Fabes, & Reiser, 2007; Pianta, 1999; Pianta & Stuhlman, 2004).  
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For instance, Baker (2006) examined the role of teacher-student relationship in 

school adjustment among 1310 elementary school-aged students. He showed that 

students with warmer and closer relationships with their teachers exhibited more 

prosocial skills (e.g., self-control, assertion, and cooperation) as compared with their 

peers with conflictual relationships with teachers.  

Hanish and her colleagues (2007) examined the role of teacher-student 

relationship quality on preschoolers’ academic readiness for kindergarten and the 

mediator role of children’s prosocial aggressive behaviors in this relation. They found 

that the linkage between close teacher-student relationship and academic readiness was 

significantly mediated by students’ prosocial behavior. Specifically, they showed that 

children’s prosocial behaviors contributed to the development of warm and close teacher-

student dyadic interaction. Additionally, Mantzicopoulos and Neuharth-Pritchett (2003) 

demonstrated that teachers rated those students who characterized their relationships with 

their teachers as filled with conflict as less proficient in the Cooperation, Assertion, and 

Self-control SSRS dimensions. Hamre and Pianta (2001) hypothesized that conflict-

ridden teacher-student relationships might multiply the difficulties impeding children’s 

success in academic and social contexts, while conversely, more positive interactions 

between teachers and students might motivate teachers to devote more of their resources 

to bringing about the success of their schools. 

In an attempt to more thoroughly and accurately represent this dynamic, 

Mashburn and Pianta (2006) developed a school-readiness model integrating the 

influences of all of the entities with whom children form social relationships during their 

early school years, including family members, peers, and teachers.  Bringing intra-child 
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and child-teacher social relationships into the foreground, this conceptualization 

underlines the way in which relationship dynamics occupy an interpositional role with 

respect to children’s academic, social, and emotional competency development. Using 

this model, they demonstrated that children who established conflict-filled relationships 

with their teachers displayed lower levels of school enjoyment than did children whose 

relationships with teachers were more positive and warm; they showed, further, that the 

children whose relationships with teachers were characterized by conflict were less likely 

to engage in cooperative participation.  

Roorda, Koomen, Spilt, and Oort (2011) used a meta-analytic approach to 

investigate the influence of affective teacher-student relationships on students’ school 

engagement and achievement. Based on 99 studies, they found that students with high 

level of teacher-student relationship quality are more academically engaged and 

motivated to learn as compared to students with conflictual relationships with their 

teachers. Similarly, Stronge and his colleagues (2008) put forward that students with 

effective and emotionally supportive teachers engaged in a greater number of higher level 

learning tasks and put more effort into those tasks (Stronge, Ward, Tucker, & Hindman, 

2008).  

In summary, it is very crucial to understand and document the key relationship 

between teacher-student dyadic interaction and students’ social and academic 

competencies. Therefore, the current study will examine direct and indirect effects of 

teacher-student relationship quality on students’ social and academic orientation vice 

versa.   
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Chapter Summary 
Researchers have been worked for years to understand and document the impact 

of teacher-student relationship quality (e.g., Baker, 2006; Hamre & Pianta, 2001) and 

teacher self-efficacy beliefs (e.g., Guo et al., 2011; Pendergast, Garvis, & Keogh, 2011) 

on students’ academic and social competency, and behavioral problems. Although the 

statistically significant relationship between students’ academic and social competency, 

teacher-self-efficacy, and teacher-student relationship quality has been thoroughly and 

separately established in the literature (e.g., Baker, 2006; Hamre & Pianta, 2001; Stronge, 

Ward, Tucker, & Hindman, 2008) and the importance of teachers’ self-efficacy has been 

investigated in detail in relation to teaching quality, burnout level, teaching commitment, 

students’ academic motivation, learning persistence (e.g., Corkett et al., 2011; Guo et al., 

2010),  little empirical research focused on the role of teacher self-efficacy belief on the 

development of students’ social skills and teacher-student relationship quality (Kutnick & 

Kington, 2003; Makecki & Elliot, 2002). Therefore, the researcher provided a detailed 

review of the current literature that associated with theoretical background, teacher self-

efficacy belief, teacher-student relationship, and student outcomes to highlight the 

significance of study variables on the current research. The following chapter describes 

the methods used in the current study. 
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CHAPTER III 
METHODS 

Introduction 
This chapter provides a detailed description of the research methodology that is 

used in this study, the participant selection process, the survey instruments, data 

collection procedures, and data analysis techniques. This is followed by a synopsis of the 

critical assumptions that underlie the method that is used to analyze data as well as 

justification for the chosen analysis model.  

The variables measured in this study are: (1) the quality of teacher-student 

relationship; (2) teacher self-efficacy belief; (3) students’ social skills; (4) academic 

competency; and (5) students’ internalizing and externalizing behavioral problems. A 

structural equation model is used to examine the relationship between these variables.  

First, information about the participants’ perceptions of teacher-student relationship 

quality including closeness, conflict, and dependency formed the indicators for a latent 

construct called “Teacher-student relationship quality.” Second, information about the 

participants’ perceptions of their teaching self-efficacy formed the indicators for a latent 

construct called “Teacher Self-Efficacy Belief.” Third, information about the 

participants’ perceptions of their students’ academic competency formed the indicators 

for a latent construct called “Academic Competency.” Fourth, information about the 

participants’ perceptions of their students’ behavioral problems formed the indicators for 

a latent construct called “Behavioral Problems”. Finally, information about the 

participants’ perceptions of their students’ social skills formed the indicators for a latent 

construct called “Social Skills”.  
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Purpose of the Study 
The purpose of conducting this research study is twofold. First, the purpose of the 

study is to deepen the field’s understanding of the role of teacher self-efficacy beliefs 

play in the quality of teacher-student relationships and student academic and social 

development. Second, the Student Teacher Relationship Scale (Pianta, 2001) has never 

been used for a sample of student teachers; therefore there is a need to examine the 

psychometric properties of the STRS when given to student teachers. 

The study examined the relationship between teacher-student relationship quality, 

student teacher’s self-efficacy beliefs, and students’ behavioral and academic 

orientations. In this way, the current research might be helpful to understand and 

document the direct and indirect impacts of student teacher self-efficacy beliefs on the 

linkage between the quality of teacher-student relationships and students’ school 

adjustment.  

Research Questions 
This study is designed to answer questions about the relationship between 

teacher-student relationship quality, student teachers’ self-efficacy beliefs, and students’ 

academic and behavioral orientations. This study will be guided by the following 

research questions: 

1. When used with student teachers, how consistent are the factor structures 

of the Student-Teacher Relationship Scale (STRS; Pianta, 2001) 

demonstrate a dimensional structure comparable to that identified with in-

service samples? 
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2. Do scores on the Student-Teacher Relationship Scale (STRS; Pianta, 

2001) demonstrate adequate internal consistency reliability? 

3. Does the Student-Teacher Relationship Scale (STRS; Pianta, 2001) 

demonstrate adequate construct validity as evidenced by associations 

between children’s relationships with student teachers and children’s 

behavioral problems, social skills, and academic competencies? 

4. What is the predictive role of student teacher self-efficacy beliefs on 

students’ academic and social competency, teacher-student relationship 

quality, and their behavioral problems? 

5. What is the predictive role of teacher-student relationship quality, 

students’ social skills, and their behavioral problems on students’ 

academic competency? 

6. Is the effect of student teachers’ self-efficacy beliefs on academic 

competency mediated by students’ behavioral problems, their social skills, 

and the quality of teacher-student interaction? 

Research Design 
This study used a correlational research design to describe and explore 

relationships to make predictions.  Correlational research refers to a type of non-

experimental research design that quantitatively studies the relations between variables 

(Suter, 2011). Specifically, correlational research design is revealed visually via 

mechanisms such as scattergrams, and the primary method of data analysis becomes the 

correlation coefficient to uncover relationships between variables (Suter, 2011). One of 

the most important hallmarks of the correlational research design is that cause and effect 
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relationships cannot determine or identified. In other words, it is mostly explanatory or 

exploratory. In the correlational research design, the researchers cannot manipulate the 

study variables, rather they can only collect data on existing variables and examine the 

relations between those variables (Sutter, 2011). 

The general purpose of the current study is to show the relationship between 

teacher-student dyadic interaction, student teacher’s self-efficacy belief, and student’s 

academic and behavioral orientations. To accomplish this, the study will use structural 

equation modeling (SEM) as a series of statistical methods that allows the researchers to 

understand complex relationship between one or more independent variables and one or 

more dependent variables (e.g., Schumacker & Lomax, 2012).  In fact, structural equation 

modeling allows the researchers to go beyond ordinary regression models to incorporate 

multiple independent variables (i.e., teacher-student relationship quality, teacher self-

efficacy belief, student behavioral problems, and social skills) and dependent variables 

(i.e., student academic competency) as well as hypothetical latent constructs.  In addition, 

SEM provides an opportunity to test the specified set of relationships among observed 

and latent variables as a whole (e.g., MacCallum & Austin, 2000).  

Participants and Sampling 
The sample for this research project comprised primary and elementary grade 

classrooms and their student teachers, who are enrolled in teacher education programs at 

a large university in a Southwest state. Eighty seven student teachers (81 female, 6 male) 

reported on their perceived relationships with 258 primary and elementary students (168 

Female, 90 male). The study used convenience sampling to gather participants 
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(Tashakkori & Teddlie, 2009).  Student teachers’ ages ranged from 21 to 37 (M = 22.19, 

SD = 5.38).  All student teachers are currently undergraduate and post baccalaureate 

students at the College of Education and the College of Visual and Performing Arts who 

are completing their teacher education training to become certified teachers in pre-K 

through 12. Their teaching experience ranged from 4 to 11 months (M = 7.23, SD = 

7.14). In addition, the participants serve as student teacher in public elementary schools 

in a Southwest state for one year. 

Measures 

Demographic and Background Questionnaire 

The demographic and background questionnaire consists of demographic items 

related to the student teacher (i.e., education level, age, and gender) and their students 

(i.e., age, gender, and grade level). 

The student–teacher relationship scale. The Student-Teacher Relationship 

Scale (STRS; Pianta, 2001) used in this study evaluates the following aspects of a 

teacher’s perception of his or her relationship with a particular student: (a) the teacher’s 

feelings about the relationship; (b) the nature of the student’s interaction with the teacher; 

and (c) the teacher’s beliefs regarding how the student feels toward him or her. Each of 

the scale’s 28 items—which break down into the three subscales of conflict, closeness, 

and dependency—asks a teacher to self-report using the responses of a 5-point Likert 

scale; the Likert scale responses include the following: (1) definitely does not apply; (2) 

does not really apply; (3) not sure; (4) applies somewhat; and (5) definitely applies. With 

confirmatory research studies encompassing more than 200 teachers and 1500 preschool 
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through third-grade students in classrooms throughout the United States, the 

psychometric validity of the STRS has been firmly established (Pianta, 2001).  

The 12 items of the conflict subscale assess how extensively a teacher perceives 

negativity and conflict in his or her interaction with a pupil (Pianta, 2001). Specific 

examples of items from this scale include the following: “This child and I always seem to 

be struggling with each other,” “This child easily becomes angry with me,” “This child 

feels that I treat him/her unfairly,” and “This child remains angry or is resistant after 

being disciplined.” The scale also includes one reverse item, “The child responds well to 

my look or tone of voice.” The total score on this subscale varies from a minimum of 12 

to a maximum of 60 (Pianta, 2001). 

With 11 items and scores ranging from 11 to 55, the Closeness subscale evaluates 

the extent to which the teacher sees his or her relationship with a student as one of 

warmth, open communication, and affection (Pianta, 2001; Pianta & Steinberg, 1992; 

Saft, 1994; Steinberg, 1993). Items from this scale include the following: “I share an 

affectionate, warm relationship with this child,” “This child spontaneously shares 

information about himself/herself,” and “This child openly shares his/her feelings and 

experiences with me.”  

The final STRS subscale, Dependency, gauges the scope of the teacher’s 

perception of a particular student as clingy or overly dependent. Its scores range from 5 to 

25, and examples of its five items include the following: “This child is overly dependent 

on me,” “This child reacts strongly to separation from me,” and “This child appears hurt 

or embarrassed when I correct him/her” (Pianta, 2001).  
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Complementing its subscale scores, the STRS also renders an overall score 

between 28 and 140. This overall score is designed to reflect the extent of a teacher’s 

overall positive perception of his or her relationship with a particular student (Pianta, 

2001). 

Internal consistency reliability testing of both the overall STRS and each of its 

subscales obtained the following coefficients: STRS total scale: 0.89; Conflict: 0.92; 

Closeness: 0.86; and Dependency: 0.64 (e.g., Pianta, 2001; Saft, 1994). The validity of 

the STRS has been thoroughly established by way of studies that have shown it to 

correlate significantly and predictably with previously validated measures of behavior 

problems, academic skill (including standardized test performance; Hamre & Pianta, 

2001; Pianta, Steinberg, et al., 1995), and peer relations (Birch & Ladd, 1997).  

The social skills rating system elementary teacher form.  A 16-item measure 

comprising the subscales of Cooperation, Assertion, and Self-control, the Social Skills 

Rating System Elementary Teacher Form (SSRS-T; Gresham & Elliot, 1990) assesses a 

teacher’s view of his or her students in the domains of academic proficiency, social 

competence, and classroom disruptive behavior. The cooperation subscale, consisting of 

five items, outlines behaviors such as sharing materials and following instructions. 

Specific examples of elements from this subscale include the following: “Finishes class 

assignments within time limits” and “Keeps desk clean and neat without being 

reminded.” Comprising six items associated with behaviors like requesting information 

from others, introducing oneself to others, and responding to others’ actions, the assertion 

subscale includes items such as the following: “Initiates conversations with peers,” 

“Makes friends easily.” The self-control subscale, with elements such as “Compromises 
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in conflict” and “Receives criticism well,” evaluates the child’s self-control in situations 

of conflict; it consists of five items. All of the SSRS-T items are rated on a 3-point Likert 

scale whose responses include “never,” “sometimes,” and “often.” 

In addition to the social-skills-related subscales, the SSRS-T includes an 

academic competence subscale. Designed to measure a student’s academic functioning 

(where such functioning is defined as comprising reading, mathematics performance, 

motivation, parental support, and general cognitive functioning), the academic 

competence subscale consists of four items. The items are rated on a 5-point scale 

reflecting the teacher’s ranking of the student’s competence vis-à-vis his or her 

classmates (Gresham & Elliot, 1990). 

 A third section of the SSRS-T is made up of a problem behaviors subscale 

consisting of the sub-domains of externalizing problems, internalizing problems, and 

hyperactivity. This subscale consists of six items, all of which are rated on a 3-point 

Likert scale whose responses include “never,” “sometimes,” and “very often.” Higher 

scores reflect more behavioral problems (Gresham & Elliot, 1990). 

Several samples throughout the United States were used to calculate the estimates 

of this scale’s criterion-related and factorial estimates (Flanagan, Vincent, Louis, Laura, 

& Higgins, 1998; Gresham & Elliot, 1990). The Child Behavior Checklist (CBCL) and 

the Social Behavior Assessment (SBA) formed the basis for criterion-based estimates 

(Gresham & Eliot, 1990). Correlational estimates involving the SSRS-T (Elementary 

level) and the CBCL-TRF (CBCL-Teacher Report Form) covered the range from -.30 to 

0.81. In particular, high correlations existed between the SSRS-T Externalizing and the 

CBCL-TRF (r = .75), and between the total scores of the SSRS Problem Behaviors and 
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CBCL (r = .81). Additionally, moderate correlation was present between Internalizing 

elements of the SSRS-T and CBCL-TRF scores (r = .59). High correlation (r = .77) was 

also present between the SSRS-T Hyperactivity and the CBCL-TRF scores. By contrast, 

correlations between the SSRS-T (Elementary level) and the SBA ranged from -.68 to 

.55. Criterion-related validity for the SSRS Problem Behaviors Subscales was attested to 

by the relatively high correlation between the SSRS, the CBCL behavior problem scale, 

and the SBA (Stephens, 1978); such criterion-related validity suggests that the SSRS 

Problem Behaviors Subscales measure constructs similar to other scales. The Social 

Skills, Problem Behaviors, and Academic Competence scales demonstrated 4-week 

interval test-retest reliability estimates ranging from .75 to .85. The Social Skills 

subscales showed internal consistency reliabilities (Cronbach’s alpha) of .92 for 

Cooperation, .86 for Assertion, and .91 for Self-Control. The Problem Behaviors 

subscales-related alpha coefficients were .88 for Externalizing, .78 for Internalizing, and 

.87 for Hyperactivity. The Academic Competence subscale’s alpha coefficient was .95.  

Teacher’s sense of efficacy scale.  Teachers’ Sense of Efficacy Scale was be 

used for the study (Tschannen-Moran & Woolfolk Hoy, 2001). This 12- item scale 

assesses teachers’ judgment of capabilities to bring about desired outcomes of student 

engagement and learning, even among the students who be problematic or unmotivated. 

This measure contains three subscales: (1) efficacy for instructional strategies (e.g., To 

what extent can you use a variety of assessment strategies?), (2) efficacy for classroom 

management (e.g., how much can you do to control disruptive behavior in the 

classroom?), and (3) efficacy for student engagement (e.g., how much can you do to help 

your students value learning?). Total score ranges from 12 to 108. High scores mean that 
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the teachers are highly confident to bring about desired outcomes of student engagement 

and learning. Items are rated on a response scale from 1 (nothing) to 9 (a great deal). 

Internal consistencies for these subscales ranged from .81 and .86 in a sample of 366 pre-

service and in-service teachers (Tschannen-Moran & Woolfolk Hoy, 2001). 

Procedures 

Data Collection 

Data collection has been undertaken as a part of a larger teacher training program 

at the university. Initial contact was made with the Director of Teacher Education 

Programs at Texas Tech University, to request permission to administer the surveys in 

student teachers’ classroom. Information concerning the purpose of the study, the 

duration of participation, potential risks and benefits, and procedures for recruitment was 

provided by the researcher. Once permission had been obtained, the Teacher Education 

Program Director at Texas Tech University informed supervisors and student teachers 

with an e-mail the included information about the study’s purpose, the participation 

duration, risks, benefits, and confidentiality. The researcher also clarified the voluntary 

basis for participation in the study, emphasizing that non-participation would have no 

effect, deleterious or otherwise, on the student teachers’ training status. The participants 

will rate a package of surveys in Qualtrics. Qualtrics is online instrument distribution 

system. The data was collected in two time frames (i.e., fall 2013 and spring 2014).  

Data Analysis 

Preliminary Analysis 

For the preliminary data analysis, the researcher checked data entry and other 

problems and identified missing cases to prepare the data for descriptive and inferential 
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analysis. The researcher analyzed the data using SPSS software. The researcher checked 

for duplicate data entries using “Identify Duplicate Cases” on SPSS.  Skewness and 

kurtosis of variables were computed by running frequencies and requesting skewness, 

kurtosis, and standard error statistics for each case to test the normality assumption 

(Tabachnick & Fidell, 2006). The researcher were also examined the distribution of 

scores displaying graphic representations of variables (e.g., histograms) and running 

descriptive statistics to identify outliers.  

Boxplots generated by SPSS were examined to test for univariate outliers. If any 

value for a case falls far from the mean, it was considered as an outlier. In addition, for 

cases with univariate outliers, the researcher was transformed the variable to reduce its 

impact on the distribution (Tabachnick & Fidell, 2006). For the structural equation 

model, the assumption of multivariate normality must be met. Prior to analysis, the 

Mahalanobis distance for each case were examined to test for multivariate outliers.  For 

cases that fall outside the centroid of remaining cases, the χ2 distribution (p<.001) will be 

utilized to test the significance of that distance (Hancock & Muller, 2006). 

The researcher also tested multicollinearity by requesting bivariate correlations 

among variables and inspected variance inflation factors (VIF) that measures how much 

the variance of the estimated coefficients are increased over the case of no correlation 

among the study variables.   

Descriptive Analysis 

Descriptive statistics were computed for each study variable, including the mean, 

standard deviation, and corrected item-total correlation. 
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Inferential Analysis 

The data in this study were subjected to statistical assumption testing, 

confirmatory factor analysis (CFA), and structural equation modeling (SEM).  Mplus 

(version 7) was used to conduct a confirmatory factor analysis on the factor structures 

that emerged from the well-defined studies (e.g., Hamre &Pianta, 2001; Pianta, 1999) 

and for the final structural model. 

Confirmatory factor analysis.  Previous validation studies of the STRS have 

demonstrated some methodological limitations. For example, the factor structure of the 

STRS has been investigated using only principal component analysis. The goal of factor 

analysis is to explain the relationship among the variables. Principal component analysis 

and common factor analysis (CFA) are used for different purposes. Widaman (1993) 

pointed out that principal axis factoring or maximum likelihood factor analysis is used to 

examine the theoretical constructs underlying the measurement. Research on exploratory 

factor analysis suggests that principal component analysis is a more appropriate method 

for data reduction; however because of its assumption of variables as error-free, which is 

not a logical assumption in the social sciences (Neuharth-Pritchett, & Webb, 2008). In 

contrast, CFA is a more powerful approach to evaluate the factorial validity of the 

instrument because it enables the researcher, in advance, to specify an exact factor model 

to be tested. The postulated three-factor solution and structure of the 28-item STRS has 

never been tested in the United States. In addition, previous research has shown that the 

Dependency subscale has a more moderate level of internal consistency because of the 

relatively small number of the STRS items it encompasses. The Dependency subscale 

also is occasionally omitted or combined with the Conflict subscale. Therefore, 
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Dependency should be used with caution, and users should not interpret scores on the 

Dependency subscale in isolation from the other subscale scores. 

Accordingly, the researcher conducted confirmatory factor analysis (CFA) to 

examine and confirm the factor structure that initially emerged from the previous 

researches (e.g., Hamre & Pianta, 2001; Pianta, 2001).  The Cronbach alpha estimates for 

the STRS scores were also calculated.  

 To make decisions about the factor validity, the researcher used a number of 

criteria that are commonly discussed in the literature (e.g, Byrne, 2013; Hancock & 

Muller, 2006): Mplus v.7.11 version will be utilized to test the fit of the current model 

that is specified.  The Mplus syntax was written to specify the factor structure to be 

tested. The confirmatory factor analyses model was considered to have attained good fit 

if the following criteria are met: adjusted χ2 statistic of χ2/ df <3.0, CFI ≥ .95, TLI ≥ .95, 

RMSEA ≤ .06, SRMR ≤ .08 (Byrne, 2013). If the model does not attain adequate fit, 

model results and modification indices were examined to identify misfit and possible 

changes to the specification of the model.  In this sense, model modifications were 

considered whether they are theoretically meaningful. 

Items with small factor loadings (<.40) (Little, 2003) were eliminated and the 

analysis were recomputed. Table 1 presents a summary of the confirmatory factor 

analysis and the structural equation model research questions, data sources, and data 

analysis. 

Construct validity.  To assess construct validity, the researcher conducted 

bivariate correlational data analysis between study variables (See Table 1). 
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Internal consistency reliability.  Following factor analytic procedures, the 

researcher examined the measure’s internal consistency reliability using Cronbach’s 

alpha to answer research question 3 (Do scores on the Student-Teacher Relationship 

Scale (STRS; Pianta, 2001) demonstrate adequate internal consistency reliability?). Items 

were eliminated if they attenuate the alpha statistic (.80). The researcher expects that the 

STRS subscales and the total scale would have a moderate to high level of internal 

consistency reliability (See Table 1). 

Measurement Model 

 Structural equation modeling can be thought of as a two-part analysis in which a 

measurement model and a path model are specified and tested (McDonal & Ho, 2002).  

In fact, the results of this tow-part analysis are typically considered as a combined 

analysis of the structural model. The measurement model was used to specify the number 

of latent factors how the measured indicators are related to the latent factors and the 

relationship among errors associated with the measured items. In addition, the 

specification of the measurement and the structural models depends on theoretically 

based assumptions (Brown, 2006).  

Structural Equation Modeling.   

Research questions 4, 5, 6, and 7 were analyzed using the structural equation 

method. McDonald and Ho (2002) suggested that the measurement model specifies the 

number of latent factors, how indicators are linked to the latent factors, and the 

relationship among errors related to the measured items.  On the other hand, the structural 

model used to specify how latent factors are associated with each other. Structural 

equation modeling is considered as a two-part analysis in which a measurement and a 
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path model are specified and tested separately in order to more easily locate the source of 

model misfit (McDonald & Ho, 2002).  

Table 1: Data Analysis for Confirmatory Factor Analysis, Construct Validity, and 
Internal Consistency Reliability 

Research Questions Data Sources Data Analysis 

 

Q 1:  When used with student teachers, do 

items on the Student-Teacher Relationship 

Scale (STRS; Pianta, 2001) demonstrate a 

dimensional structure comparable to that 

identified with in-service samples? 

 

Student-Teacher 

Relationship Scale 

 

 

Descriptive Data Analysis 

Confirmatory Factor Analysis 

 

Q2: Does the Student-Teacher Relationship 

Scale (STRS; Pianta, 2001) demonstrate 

adequate construct validity as evidenced by 

associations between children’s relationship 

with student teachers and children’s 

behavioral problems, social skills, and 

academic competencies? 

Student-Teacher 

Relationship Scale 

Social Skills Rating 

System Scale, 

 

Pearson Coefficient Analysis 

 

Q 3: Do scores on the Student-Teacher 

Relationship Scale (STRS; Pianta, 2001) 

demonstrate adequate internal consistency 

reliability? 

 

Student-Teacher 

Relationship Scale 

Scale 

Inter- Item Reliability Analysis 

 



Texas Tech University, Fatih Koca, December 2015 

79 

Measurement Model 

Structural equation modeling can be thought of as a two-part analysis in which a 

measurement model and a path model are specified and tested (McDonal & Ho, 2002).  

In fact, the results of this tow-part analysis are typically considered as a combined 

analysis of the structural model. The measurement model was used to specify the number 

of latent factors how the measured indicators are related to the latent factors and the 

relationship among errors associated with the measured items. In addition, the 

specification of the measurement and the structural models depends on theoretically 

based assumptions (Brown, 2006).  

Structural Equation Modeling 

Research questions 4, 5, 6, and 7 were analyzed using the structural equation 

method. McDonald and Ho (2002) suggested that the measurement model specifies the 

number of latent factors, how indicators are linked to the latent factors, and the 

relationship among errors related to the measured items.  On the other hand, the structural 

model used to specify how latent factors are associated with each other. Structural 

equation modeling is considered as a two-part analysis in which a measurement and a 

path model are specified and tested separately in order to more easily locate the source of 

model misfit (McDonald & Ho, 2002).  

In this study, the structural and measurement model examined the relationships 

between five latent constructs; teacher-student relationship quality, pre-service teacher’s 

self-efficacy belief, student behavioral problems, student’s social skills, and student’s 

academic competency. This model (see Figure 2) hypothesizes that student teacher self-



Texas Tech University, Fatih Koca, December 2015 

80 

efficacy beliefs, student’s social skills, teacher-student relationship quality, student’s 

behavioral problems, and academic competency are correlated with each other.  

 

Figure 2: The Hypothesized Model 

The model predicts that high student teacher self-efficacy belief will lead to 

increase teacher-student relationship quality which in turn will lead to higher academic 

competency.  The model also predicts that higher student’s social skills will lead to less 

student’s behavioral problems which in turn will lead to higher academic competency.  

Mplus v.7.11 version was utilized to test the fit of the current model that is 

specified.  The Mplus syntax was written to specify the structural paths to be tested. The 

model w considered to have attained good fit if the following criteria are met: adjusted χ2 

statistic of χ2/ df <3.0, CFI ≥ .95, TLI ≥ .95, RMSEA ≤ .06, SRMR ≤ .08 (Byrne, 2013). If 

the model did not attain adequate fit, model results and modification indices were 

examined to identify misfit and possible changes to the specification of the model.  In this 



Texas Tech University, Fatih Koca, December 2015 

81 

sense, model modifications were considered whether they are theoretically meaningful.  

Table 2 presents a summary of the structural equation modeling research questions, data 

sources, and data analysis. 

Table 2: Data Analysis for Structural Equation Modeling 

Research Questions Data Sources Data Analysis 

Q 4:  What is the predictive role of student teacher 

self-efficacy beliefs on students’ academic and 

social competency, and their behavioral problems? 

Student-Teacher Relationship 

Scale 

Student Social Skills Rating 

System 

Teacher Self-Efficacy Scale 

 

Structural Equation 

Modeling Data Analysis 

Q5: What is the predictive role of teacher-student 

relationship quality on students’ social and 

academic competency, and their behavioral 

problems? 

Q6: Is the effect of student teachers’ self-efficacy 

beliefs on academic competency mediated by 

students’ behavioral problems, their social skills, 

and the quality of teacher-student interaction? 

 

Student-Teacher Relationship 

Scale 

Student Social Skills Rating 

System 

Teacher Self-Efficacy Scale 

 

Student-Teacher Relationship 

Scale 

Student Social Skills Rating 

System 

Teacher Self-Efficacy Scale 

Structural Equation 

Modeling Data Analysis 

 

 

 

 

Structural Equation 

Modeling Data Analysis 
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Chapter Summary 
The purpose of the study is to examine the relationship between teacher-student 

relationship quality, student teacher’s self-efficacy belief, and students’ behavioral and 

academic orientations. In this way, the current research might be helpful to understand 

and document the direct and indirect impacts of teacher self-efficacy beliefs on the 

linkage between the quality of teacher-student relationship and students’ school 

adjustment. In this sense, the researcher has provided a detailed description of the 

methodology that the current study will use descriptive and correlational research design 

to describe and explore relationships to make predictions.  Accordingly, the researcher 

has described the sampling and the instrumentation and procedures.  Then, the researcher 

detailed the data analysis for each research question in the current study. The following 

chapter will report and detail research findings of the study. 
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CHAPTER IV 
RESULTS 

Introduction 
I will report the results of the data obtained from the surveys that participants 

completed. This chapter reviews the purpose of the study and the seven research 

questions that were addressed.  The survey consisted of demographic questions (age, 

gender, teaching experience, student gender, and student age), teacher-student 

relationship quality, student social skills, their behavioral problems, student academic 

competency, and student teacher self-efficacy beliefs. This chapter consisted of 

information from the sample, findings from the data analysis, and a summary of 

research findings. The data were analyzed to answer seven research questions 

regarding the relationship between student teacher self-efficacy beliefs, students’ 

academic and behavioral orientations.  

Purpose of the Study 
The purpose of conducting this research study is twofold. First, the purpose of 

the study is to deepen the field’s understanding of the role of teacher self-efficacy 

beliefs play in the quality of teacher-student relationships and student academic and 

social development. Second, the Student Teacher Relationship Scale (Pianta, 2001) 

has never been used for a sample of student teachers; therefore there is a need to 

examine the psychometric properties of the STRS when given to student teachers. 

The study examined the relationship between teacher-student relationship 

quality, student teacher’s self-efficacy beliefs, and students’ behavioral and academic 
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orientations. In this way, the current research might be helpful to understand and 

document the direct and indirect impacts of student teacher self-efficacy beliefs on the 

linkage between the quality of teacher-student relationships and students’ school 

adjustment.  

Research Questions 
This study was designed to answer questions about the relationship between 

teacher-student relationship quality, student teachers’ self-efficacy beliefs, and 

students’ academic and behavioral orientations. This study will be guided by the 

following research questions: 

1. When used with student teachers, how consistent are the factor 

structures of the Student-Teacher Relationship Scale (STRS; Pianta, 

2001) demonstrate a dimensional structure comparable to that 

identified with in-service samples? 

2. Do scores on the Student-Teacher Relationship Scale (STRS; Pianta, 

2001) demonstrate adequate internal consistency reliability? 

3. Does the Student-Teacher Relationship Scale (STRS; Pianta, 2001) 

demonstrate adequate construct validity as evidenced by associations 

between children’s relationships with student teachers and children’s 

behavioral problems, social skills, and academic competencies? 

4. What is the predictive role of student teacher self-efficacy beliefs on 

students’ academic and social competency, teacher-student relationship 

quality, and their behavioral problems? 
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5. What is the predictive role of teacher-student relationship quality, 

students’ social skills, and their behavioral problems on students’ 

academic competency? 

6. Is the effect of student teachers’ self-efficacy beliefs on academic 

competency mediated by students’ behavioral problems, their social 

skills, and the quality of teacher-student interaction? 

Description of the Sample 
The sample for this research project comprised primary and elementary grade 

classrooms and their student teachers, who are enrolled in teacher education programs 

at a large university in the Southwestern region of the United States. Eighty seven 

student teachers (81 female, 6 male) reported on their perceived relationships with 258 

primary and elementary students (168 Female, 90 male). Student teachers’ ages ranged 

from 21 to 37 (M = 22.19, SD = 5.38).  All student teachers are currently 

undergraduate and post baccalaureate students at the College of Education and the 

College of Visual and Performing Arts who are completing their teacher education 

training to become certified teachers in pre-K through 12. Student teachers’ teaching 

experience ranged from four to eleven months (M = 7.23, SD = 7.14). 

Assumption Testing and Data Preparation  
Data screening and descriptive statistics Preliminary analyses of univariate and 

multivariate normality and outlier screening were conducted using SPSS (Version, 

17.0, 2008). 
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The researcher checked for miss-entered data by running a frequency check on 

all variables that were to be used in the model. Review of the frequency check 

indicated no miss-entered /inappropriately entered data. All data points for all 

participants were accounted for and within the possible ranges of response (e.g., none 

of them exceeded the range of Likert scales).  

The researcher also checked for the assumption of univariate normality by 

running explore and frequency analyses on the items. The items were frequently found 

to be in violation of this normality assumption. In many instances, there were certain 

cases that acted as outliers in many items (to be reviewed in tests of multivariate 

normality). For the majority of the items, it was apparent that they followed a 

negatively skewed layout with leptokurtic tendencies. That is, they were in higher up 

on the measure with higher frequencies.  

While the univariate test identified 23 univariate outliers, the researcher 

refrained from removing any cases from the dataset or implementing any 

transformation.  The rationale for leaving the data is twofold.  First, in a 5-point scale, 

a score of 1 is not an extreme outlier.  Second, if cases were true outliers in the data, 

the researcher would be more inclined to only remove cases that were outliers on 

multiple variables. The histograms demonstrated skew and kurtosis.  However, the 

researcher also believe the nature of the Likert-type questions restricts participants to a 

range of responses and the skew / kurtosis may come from genuine responses to the 

limited range of possibilities.  While the histograms and descriptive analysis indicated 

a skew, the P-P plots showed relatively mild (if any) deviation from the normality line.   
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Furthermore, the researcher checked for multivariate normality using 

Mahalanobis distances.  While reviewing the distributions, 12 cases were deemed to 

be multivariate outliers.  Multivariate outliers are those that are consistently outlying 

the data in some extreme sense.  For some, they might be the result of genuine feelings 

(e.g. always feeling extremely efficacious) or due to error in which participants simply 

marked the farthest right column for all scale measures.  Because of the uncertainty of 

their origin, all 35 cases were removed, leaving a final sample size of 243.   

Tests for the assumption of linearity indicated nothing out of the norm.  They 

were all linearly related.  The test for multicollinearity revealed that three items were 

very highly correlated (r > |0.70|).  Three items were removed bringing the inter-item 

correlations below |0.70|.   

Descriptive Analysis 
Descriptive analyses were conducted for the current study in order to 

determine means, standard deviations, normality (skewness and kurtosis), and 

correlations among the variables of interest (i.e., teacher-student relationship, teacher 

self-efficacy, social skills, behavioral problems, and academic competency).  

Teacher–Student Relationship 

Descriptive statistics were computed for each STRS item are displayed in 

Table 3, including the mean, standard deviation, and corrected item-total correlation. 

The Student-Teacher Relationship Scale (Pianta, 2001) has been extensively validated 

with early elementary samples and was used in this study. The STRS is a 28-item 

teacher self-report Likert-type (5-point) scale developed to assess a teacher’s feelings 
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about her or his relationship with a particular student, the student’s interactive 

behaviors with the teacher, and the teacher’s beliefs about the student’s feeling toward 

the teacher (Pianta, 2001; Saft, 1994). The sample mean for the sum of the three 

components (i.e., closeness, conflict, and dependency) (M = 4.01, SD = 1.92) 

comprised overall teacher-student relationship quality, indicated teachers in the 

sample reported relatively close and warm relationships with the students. Overall 

teacher-student relationship quality fell slightly outside the accepted range (skewness 

= -2.18, kurtosis = 3.21). 

Teacher Self-Efficacy 

Teachers’ Sense of Efficacy Scale was used for the study (Tschannen-Moran & 

Woolfolk Hoy, 2001). This 12- item scale assesses teachers’ judgment of capabilities 

to bring about desired outcomes of student engagement and learning, even among the 

students who be problematic or unmotivated. The mean score for student teachers’ 

self-efficacy beliefs was equal to 7.23 (SD = 1.83). This relatively high mean score 

indicates that overall student teachers who participated in this study seem to have 

relatively high confidence in their ability to teach in their field experiences. 
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Table 3: Descriptive Statistics for STRS Items (N=243) 

Scales Items            M                            SD 
Closeness    
 1.Warm relationship 4.32 0.978 

 3.Seeks comfort from me  3.71 1.146 

 4.Uncomfortable with physical affection  1.98 1.337 

 5.Values relationship  4.61 1.016 

 7.When praised, s/he beams with pride  3.39 1.047 

 9.Shares information about him/herself  3.78 1.097 

 12.Tries to please me   3.79 1.364 

 15.Easy to be in tune with this student  3.32 1.342 

 21.Copies my behavior or ways of doing  2.79 1.461 

 27.Shares feelings openly with me  3.91 1.678 

 28.Interactions make me feel effective 3.65 1.321 

Total             
3.66 

                          
1.243 

Conflict    
 2.Always struggling with each other  1.76 1.321 

 11.Easily becomes angry  1.67 1.301 

 13.Feels s/he is treated unfairly 1.96 1.221 

 16.Sees me as a source of punishment   1.11 1.234 

 18.Remains angry after s/he is disciplined    

 19.Responds well to my look or tone of 
voice  

2.56 1.789 

 20.Drains my energy  1.32 1.367 
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Table 3: Descriptive Statistics for STRS Items (N=243) (continued) 
Scales    Items            M                 SD 
Closeness    
    

 23.Feeling can be unpredictable or can 
change  

2.57 1.408 

 24.I am uncomfortable with this child  1.83 1.321 

 25.Whines or cries  2.07 1.134 

 26.Sneaky and manipulative  1.72 1.056 

Total             
2.54 

                          
1.305 

Dependency    
 6.Hurt /embarrassed when corrected  2.79 1.673 

 8.Reacts strongly to separation from me  3.81 1.007 

 10.Overly dependent on me  3.62 1.654 

 14.Asks for unneeded help 2.79 1.356 

 17.Expresses hurt or jealous  2.78 1.213 

Total             
2.93 

                          
1.249 

    
 

The overall teacher self-efficacy scale demonstrated negatively skewed 

distribution (skewness = -1.47, kurtosis = 2.98). 

Students’ Behavioral and Social Orientation 

The Social Skills Rating System, Elementary Teacher Form (SSRS-T, 

Gresham & Elliot, 1990) measures a teacher’s perception of his/her student’s social 

skills development, academic competence, and problem behaviors in the classroom. 

The SSRS combines three social-skill-related subscales (Cooperation, Assertion, and 

Self-control). The mean score for student teachers’ perception regarding their 



Texas Tech University, Fatih Koca, December 2015 

94 
 

students’ social skills was equal to 2.98 (SD=.93). This relatively high mean indicates 

that overall students’ social skill were high.  

For the behavioral problems, the mean score was equal to 0.92 (SD=1.07), 

indicated students relatively exhibited low internalizing and externalizing problems. 

The overall behavioral problem scale demonstrated negatively skewed distribution 

(skewness=-1.32, kurtosis=2.67).  

In addition to the social-skills-related subscales, the SSRS-T includes an 

academic competence subscale. Designed to measure a student’s academic functioning 

(where such functioning is defined as comprising reading, mathematics performance, 

motivation, parental support, and general cognitive functioning), the academic 

competence subscale consists of four items. The items are rated on a 5-point scale 

reflecting the teacher’s ranking of the student’s competence vis-à-vis his or her 

classmates (Gresham & Elliot, 1990) The overall mean for the students’ academic 

competency, 4.14 (SD =1 .93), indicated student teachers’ perception regarding their 

students’ overall academic competency was high. Similarly, the academic competency 

scale also demonstrated negatively skewed distribution (skewness= -.98, 

kurtosis=1.24). 

Confirmatory Factor Analysis 

A CFA was conducted to answer the research question 1: When used with 

student teachers, how consistent are the factor structures of the Student-Teacher 

Relationship Scale (STRS; Pianta, 2001) demonstrate a dimensional structure 

comparable to that identified with in-service samples? The result of this analysis is 

discussed below. 
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Table 4: Descriptive Statistics for Teacher Self-Efficacy Scale Items (N=243) 

Scale Item M SD 
Student Engagement    

 2. Motivate students who show low interest 
in school work. 

6.49 1.96 

 3. Get students to believe they can do well in 
school work. 

7.12 1.59 

 4. Help your students value learning. 7.02 1.33 
 11. Assist families in helping their children 

do well in school. 
5.86 1.77 

Total  6.63 1.86 
Instructional Strategies    

 5. Craft good questions for your students. 8.13 1.42 
 9. Use variety of assessment of strategies. 7.36 1.58 
 10. Provide alternative explanation or 

example when students are confused. 
8.17 1.23 

 12. Implement alternative strategies in your 
classroom. 

7.01 1.84 

Total  7.67 1.51 
Classroom Management    

 1. Control disruptive behavior in the 
classroom. 

7.57 1.71 

 6. Get children to follow classroom rules 7.28 1.54 
 7. Do to calm a student who is disruptive or 

noisy. 
7.09 1.59 

 8. Establish a classroom management system 
with each group of students. 

7.11 1.63 

Total  7.26 1.52 

   

A confirmatory factor analysis (CFA) was performed on the three-factor 

structure of Student-Teacher Relationship Scale defined by previous studies (e.g., 

Hamre & Pianta, 2001; Pianta, 1999).  The Satorra-Bentler (the S-B; Satorra & 

Bentler, 1988) estimation method was utilized for all models.  This was utilized due to 

the non-normal leptokurtic distribution as mentioned previously.  The robust nature of 

the S-B estimation takes this non-normal leptokurtic distribution into account during 

analysis.  
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First, the researcher tested whether the full model with three correlated factors 

(Closeness, Conflict, and Dependency) based on 28 items held in sample. The initial 

model demonstrated an “acceptable” fit with a S-B χ2 (347) = 1125.42, with root mean 

square error of approximation (RMSEA) = 0.092 (CI 0.086 – 0.098) and a 

comparative fit index = 0.824. The standardized residuals showed very high values for 

the items T4, T9, T10, T19, and T21 (varying from .85 for item T21 to .92 for item 

19) with correspondingly low standardized factor loadings (<.40). In addition, 

modification indices revealed substantially cross loadings for item T10 (from the 

Dependency Scale) on the closeness scale (.79) and for the item T21 (from the 

closeness scale) on the Conflict factor (.83). Moreover, there was a statistically 

significant covariance between item T21 (from the closeness scale) item T9 (from the 

closeness scale).   Furthermore, due to the low a comparative fit index (CFI) and 

Tucker Lewis Index (TLI), modifications were made to increase goodness of fit and 

parsimony.  Accordingly, five items were dropped and removed from the model 

because of high cross-loadings and correlational residuals.  

The fit of adjusted three-factor model was tested on the remaining 23 items. 

The final model demonstrated an acceptable fit with a S-B χ2 (227) = 596.085, 

RMSEA = 0.049 (CI 0.037-0.058), CFI = 0.924, TLI = 0.903.   
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Figure 3: Confirmatory Factor Analysis with STRS 23-Items 

Note: The final model demonstrated an acceptable fit with the S-B χ2 (227) = 596.085, RMSEA = 0.049 
(CI 0.037-0.058), CFI = 0.924, TLI = 0.903. 
 

The final CFA diagram can be seen in Figure 1 where circles represent latent 

variables (constructs) and rectangles represent the observed variables (items).  Table 5 

details the standardized and unstandardized coefficients for the final CFA. 
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Table 5: Standardized and Unstandardized Coefficients for Final CFA with 23- items 

Observed Variable Latent Construct β SE B SE 
T1 Closeness 0.811 0.025 1.000 0.000 
T3 Closeness 0.742 0.032 1.074 0.083 
T5 Closeness 0.790 0.027 1.051 0.074 
T7 Closeness 0.727 0.032 0.890 0.069 
T12 Closeness 0.621 0.041 0.960 0.092 
T15 Closeness 0.642 0.040 0.854 0.078 
T27 Closeness 0.652 0.039 1.002 0.090 
T28 Closeness 0.814 0.026 1.132 0.075 
T2 Conflict 0.843 0.020 1.000 0.000 
T11 Conflict 0.818 0.022 0.925 0.056 
T13 Conflict 0.707 0.033 0.809 0.061 
T16 Conflict 0.735 0.030 0.831 0.059 
T18 Conflict 0.797 0.025 1.077 0.069 
T20 Conflict 0.818 0.022 1.163 0.070 
T22 Conflict 0.818 0.022 1.138 0.069 
T23 Conflict 0.847 0.020 0.880 0.062 
T24 Conflict 0.743 0.029 0.876 0.062 
T25 Conflict 0.732 0.030 1.005 0.063 
T26 Conflict 0.768 0.027 0.751 0.067 
T6 Dependency 0.563 0.049 1.000 0.000 
T8 Dependency 0.584 0.049 0.969 0.141 
T14 Dependency 0.554 0.050 1.232 0.163 
T17 Dependency 0.838 0.035 1.402 0.179 
Note.  CFA = Confirmatory Factor Analysis 
 

Internal Consistencies and Inter-Factor Correlation 

An internal consistency reliability analysis was conducted to answer research 

question 2: Do scores on the Student-Teacher Relationship Scale (STRS; Pianta, 2001) 

demonstrate adequate internal consistency reliability? The result of this analysis was 

discussed below.  

The internal consistency reliability for the three, 23-item STRS subscales was 

computed using Cronbach’s alpha. Internal consistency reliability was calculated for 

both the total scale and each subscale. The following alpha coefficients were obtained: 

.82 (STRS Total scale), .83 (Closeness), .71 (Dependency), and .91 (Conflict). These 
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alphas reflect a high level of internal consistency for STRS Total, as well as for 

Closeness and Conflict. Dependency has a more moderate level of internal 

consistency. The total scale score had high to moderately low correlations with 

subscale scores. As shown in Table 6, correlations between the four STRS scales 

ranged from .27 to -.93, indicating 5% to 87% of shared variance. Conflict was most 

highly correlated with STRS. However Conflict had moderately low correlations with 

the other two factor subscales. Dependency had the least amount of shared variance 

with the other subscale scores and with the STRS. Table 6 presents bivariate 

correlations for the measures of interest for the overall sample.   

Table 6: Intercorrelations between STRS scales (N = 243) 

 Conflict Closeness Dependency 
Conflict —   
Closeness -.43** —  

Dependency . 27** .33** — 

Total -.93** .69** .67** 

 

Construct Validity 

A bivariate correlation was conducted to answer the research question 3: Does 

the Student-Teacher Relationship Scale (STRS; Pianta, 2001) demonstrate adequate 

construct validity as evidenced by associations between children’s relationships with 

student teachers and children’s behavioral problems, social skills, and academic 

competencies? The results of this analysis were discussed below.  

The researcher worked to establish data on STRS validity by investigating 

correlations between the study’s independent measures and children’s results with 
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respect to the STRS subscales. Table 4.5 presents correlations between this study’s 

independent measures of students’ academic accomplishment, social proficiency, and 

inappropriate behavior with their scores on the STRS. In confirmation of one of the 

study’s hypotheses, scores on the Social Skills Rating System (SSRS) showed 

meaningful though modest interrelation with STRS scores. Statistically significant and 

positive associations between the scores children achieved on the Conflict subscale 

and the Externalizing, Internalizing, and Hyperactivity subscales were observed; 

similar correlations between children’s scores and the total Problem Behavior score 

were present as well. In contrast, children whose scores reflected conflictual 

relationships with teachers were regarded more often by those teachers as significantly 

less proficient in the SSRS domains of cooperation, assertion, and self-control. The 

correlation coefficients capturing the connections between conflict and the 

externalizing, internalizing, and hyperactivity subscales ranged from .41 to .53 (p < 

.01), indicating that the relationships were statistically meaningful. As might be 

expected, the results of the conflict subscale correlated in a negative fashion with the 

SSRS dimensions of cooperation, assertion, and self-control; the correlation 

coefficients describing this interrelation covered the range from -.24 to -.39 (p < .01). 

Additional confirmation of one of this study’s hypotheses was observed in the 

interaction between students’ teacher-assigned academic proficiency ratings and their 

conflict subscale scores (r = -.46, p < .01). 

Much statistically significant information connected to the closeness was 

revealed in the analysis of this study’s results. In instances where teachers regarded 
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their relationships with students as positive, they tended to characterize those students 

as more proficient across the SSRS domains of cooperation (r = .37, p < .01), 

assertion (r = .38, p < .01), self-control (r = .43, p < .01) and academic skill (r = .32, 

p < .01). Additionally, teachers ascribed less externalizing behavior (r = .32, p < .01), 

less internalizing behavior (r = -.33, p < .01), and less hyperactivity (r = -.49, p < .01) 

to the same set of students.  

Dependency correlated negatively with self-control (r = .17, p < .01), 

cooperation (r = .27, p < .01), and assertion (r = .23, p < .01). Consistent with this 

finding, a statistically significant interrelation between dependency and academic 

achievement (r = .21, p < .01) was demonstrated. Dependency did not correlate with 

externalizing behavior, internalizing behavior, or hyperactivity, nor did it interrelate in 

any significant fashion with the scores on the behavioral total scale. However, 

correlations did appear between the STRS total score and the SSRS problem 

behaviors. Bivariate correlations linking the independent school adjustment measures 

for the overall sample and the STRS are presented in Table 4.5  

As expected, significant but modest correlations between the STRS and scores 

and the SSRS scores showed the construct validity of the STRS scale.  

Measurement Model Findings 
CFA and SEM were conducted to answer research question 4, 5, and 6. 

Accordingly, a confirmatory factor analysis (CFA) was conducted on the five-factor 

structure defined by the previous studies (e.g., Hamre & Pianta, 2001; Pianta, 2001). 
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This analysis was conducted using Mplus version 7. The Satorra-Bentler (Satorra & 

Bentler, 1988) estimation method was utilized for all models. 

This was utilized due to the non-normal leptokurtic distribution as mentioned 

previously.  The robust nature of the S-B estimation takes this non-normal leptokurtic 

distribution into account during analysis. 

Table 7: Correlations between the STRS and SSRS Scores 

 STRS-
TUR Total 

Conflict Closeness Dependency 

Social Skills     
SSRS-Total Scale .46** -.24** .47** .25** 

Self-Control .27** -.31** .43** .29** 

Cooperation .31** -.32** .37** .21** 

Assertion .29** -.39** .38** .26** 

Problem Behaviors     

Externalizing .15 .42** -.32** .10 

Internalizing -.11 .41** -.33** .09 

Hyperactivity -.09 .49** -.49** .14 

Problem Behaviors Total Scale  -.08  .53** -.52** .11 

Academic Achievement      

Academic Competence     .22** -.46** .53**    -.21** 

Note. All correlations are significant at p<.01 (2-tailed). 
   

For the measurement model, five latent factors were specified; teacher self-

efficacy belief, teacher-student relationship quality, behavioral problems, social skills, 

and academic competency. The measurement model specified twelve indicators to 

load on teacher self-efficacy, twenty three indicators to load on teacher-student 

relationship quality (eleven indicators to load on closeness, twelve indicators to load 

on conflict, five indicators to load on dependency), six indicators to load on behavioral 
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problems, sixteen indicators to load on social skills, and four indicators to load on 

academic competency.  The initial model failed to demonstrate an “acceptable” fit 

with a S-B χ2 (1754) = 4422.611, with root mean square error of approximation 

(RMSEA) = 0.076 (CI 0.073 – 0.079) and a comparative fit index = 0.781. 

Modification indices for the initial measurement model suggested 

specifications of correlated errors and high cross-loadings for certain indicators 

originating from the scales. These modification indices were carefully considered to 

ensure that they were theoretically and practically meaningful (Brown, 2006, p.46). In 

fact, correlated errors may be influential owing to common assessment methods, 

similar wording items, social desirability, or acquiescence, among others (Brown, 

2006). Therefore, the researcher computed the total score for each sub-scales for the 

latent constructs. In this way, the revised measurement model specified three 

indicators to load on teacher self-efficacy, three indicators to load on teacher-student 

relationship quality, three indicators to load on behavioral problems, three indicators 

to load on social skills, and four indicators to load on academic competency.  The final 

model demonstrated “acceptable” fit with an S-B χ2 (925) = 1778.385, RMSEA = 

0.052 (CI 0.044-0.059), CFI = 0.921, TLI = 0.918.   

Structural Model Analysis 
Structural equation modeling (SEM) with the Satorra-Bentler (Satorra & 

Bentler, 1988) estimation was performed to assess the fit of the hypothesized 

structural model for the relationship between the five latent constructs. This model 

proposed that teacher self-efficacy, would lead to teacher-student relationship quality 
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(closeness, conflict, and dependency), student social skills, and their behavioral 

problems which in turn would lead to students’ academic competencies. Additionally, 

teacher-student relationship quality, students’ social skills, and their behavior 

problems would lead to students’ academic competency. Finally, teacher-student 

relationship quality (closeness, dependency, and conflict), students’ social skills, and 

their behavioral problems would be correlated with each other.  

The results of the CFA confirmed that three indicators to load on teacher self-

efficacy, three indicators to load on teacher-student relationship quality, three 

indicators to load on behavioral problems, three indicators to load on social skills, and 

four indicators to load on academic competency. The CFA also specified that errors 

for several indicators would be correlated. The final structural model was significantly 

improved by removing these items: S-B χ2 (321, n = 243) = 834.192 (p < 0.0001), 

RMSEA = 0.043 (CI 0.034 – 0.053), CFI = 0.955.  

The final structural path explained approximately 42 % of the variance in 

academic competency, 4 % of the variance in social skills, 17 % of the variance in 

behavioral problems, 11 % of the variance in teacher self-efficacy, and 6 % of the 

variance in teacher-student relationship quality. The structural path leading from 

teacher self-efficacy to academic competency maintained positive estimates (β = 

0.122, p < 0.05). Also, the structural path leading from student teacher self-efficacy 

belief to students’ social skills (β = 0.187, p < 0.05), teacher student relationship 

quality (β = 0.096, p < 0.05), and students’ behavioral problems (β = -0.167, p < 0.05).  

Furthermore, the structural pa111th leading from social skills (β = 0.347, p < 0.05) and 
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teacher-student relationship quality (β = 0.191, p < 0.05) to academic competency 

showed positive estimates. However, the structural path from behavioral problems to 

academic competency had significant negative regression (β = -0.334, p < 0.05). In 

addition, study results showed that there were significant indirect effects of teacher 

self-efficacy belief through teacher student relationship quality (β = 0.154, p < 0.05), 

and social skills (β = 0.138, p < 0.05); however there was not significant indirect 

relationship through behavioral problems (β = -0.002, p = 0.21). The final structural 

diagram can be seen in Figure 4. Table 8 details the standardized and unstandardized 

coefficients for the final structural model.  

 
 

 

Figure 4: The Final Structural Model 

 



Texas Tech University, Fatih Koca, December 2015 

106 
 

Summary of Results for Research Questions 

Research Question 1 

When used with student teachers, how consistent are the factor structures of 

the Student-Teacher Relationship Scale (STRS; Pianta, 2001) demonstrate a 

dimensional structure comparable to that identified with in-service samples? 

Findings.  In this study, teacher-student relationship quality was measured using the 

STRS, a 28-item teacher self-report Likert-type (5-point) scale,  developed to assess a 

teacher’s feelings about her or his relationship with a particular student, the student’s 

interactive behaviors with the teacher, and the teacher’s beliefs about the student’s 

feeling toward the teacher (Pianta, 2001; Saft, 1994). The researcher tested whether 

the full model with three correlated factors (Closeness, Conflict, and Dependency) 

based on 28 items held in sample with confirmatory factor analysis. The initial model 

demonstrated an “acceptable” fit with a S-B χ2 (347) = 1125.42, with root mean square 

error of approximation (RMSEA) = 0.092 (CI 0.086 – 0.098) and a comparative fit 

index = 0.824. However, five items were removed from the model due to high 

standardized residuals and cross-loadings. Overall, the 3-factor model with 23 items 

showed a good model fit.  

Research Question 2 

Do scores on the Student-Teacher Relationship Scale (STRS; Pianta, 2001) 

demonstrate adequate internal consistency reliability? 

Findings.  The internal consistency reliability for the three, 23-item STRS 

subscales was computed using Cronbach’s alpha.  
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Table 8: Standardized and Unstandardized Coefficients for Final CFA with 13- items 
and for Final SEM for 5-latent factors 

Observed Variable Latent Construct β SE B SE 
Closeness STRQ 0.723 0.022 1.000 0.000 
Dependency STRQ 0.489 0.062 1.078 0.093 
Conflict STRQ 0.801 0.021 1.097 0.094 
Student Engagement TSE 0.674 0.102 1.000 0.000 
Instructional Strategies TSE 0.707 0.061 0.480 0.058 
Classroom Management TSE 0.598 0.039 0.345 0.033 
Self-Control Social Skills 0.747 0.089 1.000 0.000 
Cooperation Social Skills 0.811 0.034 1.197 0.069 
Assertion Social Skills 0.643 0.020 1.005 0.073 
Externalizing Behavioral Problems 0.493 0.026 1.000 0.000 
Internalizing Behavioral Problems 0.409 0.041 0.808 0.071 
Hyperactivity Behavioral Problems 0.537 0.056 0.803 0.076 
Academic Competency Academic Comp. 0.673 0.054 1.000 0.000 
Hypothetical Direction Type of Effect β SE B SE 
TSE ON Academic Comp. Direct Effect 0.122 0.043 0.178 0.070 
TSE ON Social Skills Direct Effect 0.187 0.076 0.341 0.098 
TSE ON STRQ Direct Effect 0.096 0.090 0.173 0.065 
TSE ON Behavioral 
Problems 

Direct Effect   -0.167 0.132 -0.201 0.123 

Social Skills ON Academic 
Comp. 

Direct Effect 0.347 0.021 0.433 0.078 

STRQ ON Academic Comp. Direct Effect 0.191 0.097 0.327 0.024 
Behavioral Problems ON 
Academic Comp. 

Direct Effect -0.334 0.088 -0.387 0.063 

TSE VIA STRQ TO 
Academic Comp. 

Indirect Effect 0.154 0.076 0.278 0.109 

Hypothetical Direction Type of Effect β SE B SE 
TSE VIA Social  Skills TO 
Academic Comp. 

Indirect Effect 0.138 0.074 0.209 0.168 

TSE VIA Behavioral 
Problems TO Academic 
Comp. 

Indirect Effect -0.002 0.335 -0.056 0.543 

Note. CFA = Confirmatory Factor Analysis, SEM = Structural Equation Model, TSE = Teacher Self-
Efficacy, STRS = Student- Teacher Relationship Quality.  

 

Internal consistency reliability was calculated for both the total scale and each 

subscale. The following alpha coefficients were obtained: .82 (STRS  Total scale), .83 

(Closeness), .71 (Dependency), and .91 (Conflict). These alphas reflect a high level of 

internal consistency for STRS Total, as well as for Closeness and Conflict. 

Dependency has a more moderate level of internal consistency.  
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Research Question 3 

Does the Student-Teacher Relationship Scale (STRS; Pianta, 2001) 

demonstrate adequate construct validity as evidenced by associations between 

children’s relationships with student teachers and children’s behavioral problems, 

social skills, and academic competencies? 

Findings.  As expected, the results showed that there were statistically 

significant but modest correlations were found between STRS scores and the Social 

Skills Rating System (SSRS) scores. 

Research Question 4 

What is the predictive role of student teacher self-efficacy beliefs on students’ 

academic and social competency, teacher-student relationship quality, and their 

behavioral problems? 

Findings.  The relationship between student teacher self-efficacy belief, 

students’ social skills, their behavioral problems, and academic competency were 

assessed within overall structural model.  The standardized parameter estimate 

(regression weight) for student teacher self-efficacy belief regressed on students’ 

academic competency was β = 0.122 (p <0.05), on social skills (β = 0.347, p < 0.05), 

on teacher-student relationship quality (β = 0.191, p < 0.05), and every standard 

deviation increase in teacher-student relationship quality, one would expect an 

increase of .19 units for students’ academic competency. Finally, the standardized 

parameter estimate (regression weight) for students’ behavioral problems negatively 

regressed on students’ academic competency was β = -0.334 (p <0.05). Therefore, 
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every standard deviation increase in behavioral problems, one would expect a decrease 

of .33 units for student academic competency. 

Research Question 5 

What is the predictive role of teacher-student relationship quality, students’ 

social skills, and their behavioral problems on students’ academic competency? 

Findings.  The relationship between student-teacher relationship quality, 

students’ social skills, their behavioral problems, and academic competency were 

assessed within overall structural model.  The structural path leading from social skills 

(β = 0.347, p < 0.05) and teacher-student relationship quality (β = 0.191, p < 0.05) to 

academic competency showed positive estimates. However, the structural path from 

behavioral problems to academic competency had significant negative regression (β = 

-0.334, p < 0.05). Therefore, every standard deviation increase in behavioral problems, 

one would expect a decrease of .33 units for student academic competency. 

Research Question 6 

Is the effect of student teachers’ self-efficacy beliefs on academic competency 

mediated by students’ behavioral problems, their social skills, and the quality of 

teacher-student interaction? 

Findings.  The indirect relationship between student teacher self-efficacy 

beliefs, student-teacher relationship quality, students’ social skills, their behavioral 

problems, and academic competency were assessed within overall structural model.  

There were significant indirect effects of teacher self-efficacy belief through teacher 

student relationship quality (β = 0.154, p < 0.05), and social skills (β = 0.138, p < 
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0.05); however there was not significant indirect relationship through behavioral 

problems (β = -0.002, p = 0.21). In other words, there were statistically significant 

mediation effect of teacher-student relationship and social skills between teacher self-

efficacy belief and academic competency; however behavioral problems did not have 

significant mediation effect between teacher self-efficacy belief and student’s 

academic competency.  
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Chapter Summary 
The purpose of the study is to examine the relationship between teacher-

student relationship quality, student teacher’s self-efficacy belief, and students’ 

behavioral and academic orientations. In this way, the current research might be 

helpful to understand and document the direct and indirect impacts of teacher self-

efficacy beliefs on the linkage between the quality of teacher-student relationship and 

students’ school adjustment. In this sense, the researcher detailed the study findings 

for each research question in the current study. The following chapter discussed the 

research findings, future directions, and limitations. 
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CHAPTER V 
DISCUSSION 

Introduction 
In this chapter, I provide a summary of study and a discussion of the research 

findings. The discussion and interpretation of current research results comprised 

references to findings from other researchers who have studies similar constructs. In 

this chapter, I will also document and discuss the current research results for 

understanding the relationship between teacher self-efficacy, teacher-student 

relationship quality, and students’ academic and behavioral orientations in their 

classrooms.  I will conclude this with a discussion of the current study’s limitations 

and future directions for educational research. This chapter was organized by the 

following sections: (a) summary of research and findings, (b) interpretation of 

findings, (c) limitations, (d) discussion of theoretical implications, (e) directions for 

future research, and (f) conclusion  

Summary of Research 
A review of literature documented consistent evidence for the profound effects 

of teacher self-efficacy beliefs, teacher-student relationship quality, and students’ 

behavioral orientations on their academic functioning. A growing body of research has 

found that the incidence and prevalence of classroom behavioral problems in school 

settings are increasing in the United States public educational system (e.g., Baker, 

2006; Baker, Grant & Morlock, 2008). Previous studies have documented the potential 

impact of a close teacher-student relationship and teacher self-efficacy beliefs on the 

quality of students’ academic and behavioral orientation (e.g., Hamre & Pianta, 2001; 
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Yoon, 2002). Children who have supportive relationships with their teachers develop 

more positive attitudes toward school (e.g., Baker, 2006; Birch & Ladd, 1997;  

Murray, Murray, & Waas, 2007), have higher levels of peer acceptance (Hughes, 

Cavell, & Willson, 1999),  and are more likely to develop high level of motivation, 

prosocial skills, and problem solving competencies (e.g., Duffin, French, & Patrick, 

2012; Yeo et al., 2008). Along with the necessary pedagogical skills, previous studies 

noted that teacher self-efficacy belief over the years as an influential psychological 

construct related  to students’ academic, social, and behavioral outcomes (e.g., 

Richard, Diefendorff, & Martin, 2006; Schunk & Meece, 2006).   

In other words, a strong sense of teacher self-efficacy provides teachers with 

the continuing motivation and confidence that key to effective instructional and 

pedagogical practices for students’ learning, motivation, and positive social outcomes 

(e.g., Klassen et al., 2011; Wyatt, 2012).  For instance, Young (2006) put forward that 

a teacher’s belief in his or her abilities to successfully produce designated levels of 

performance that exercise profound impacts on events that influence students’ 

academic and  social development in the classroom  can  significantly affect teachers’ 

classroom  practices, behaviors, and the quality of  teacher support. Furthermore, 

much of  the research in this domain  have only  remotely examined  teacher self-

efficacy belief and teacher – student relationship quality in relation to students’ 

behavioral and academic orientation on (e.g., Klassen et al., 2011; Hamre & Pianta, 

2001).  There is a need to better understand and document the relationship between 

teacher self-efficacy belief, teacher-student relationship quality, and students’ school 
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adjustment outcomes.  In other words, considering that a high level of teacher self-

efficacy belief and close teacher-student relationship quality have  identified and 

documented  as key factors on overall academic and  behavioral adjustment in early 

school years (e.g., Baker, 2006; Baker et al., 1997; Young, 2006),  it is crucial to 

address the research gap to identify contextual relationship between the quality of 

teacher-student relationship , teacher self-efficacy belief, and  students’ academic and 

behavioral orientations.  

Findings regarding the crucial impact of teacher self-efficacy on students’ 

academic competency suggest that this process is mediated  by the construct of 

relatedness, students’ behavioral and  social orientations  (e.g., Duffin, French, & 

Patrick, 2012; Yeo et al., 2008).  According to attachment theory, relational patterns 

developed in parent-child relationships might affect the development and formation of 

new relationships with children’s environment including teacher-child dyadic 

interactions (Wood et al., 2007). Similarly, the need for relatedness is very important 

psychological need in the framework of self-system process (Deci & Ryan, 1985).  In 

other words, individuals’ innate need of relatedness must be fulfilled to achieve self-

regulation, motivation, personal well-being, and self-efficacy belief (Deci & Ryan, 

2002).  In fact, relatedness provides the security that is necessary for student initiative, 

independence, and autonomy in completing tasks that promote competence.  In 

addition, as a central tenet of social cognitive theory, self-efficacy beliefs might be 

affected by the construct of relatedness and behaviors.   
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The current study was designed to examine the impact of teacher-student 

relationship quality, teacher self-efficacy, and students’ behavioral orientation on their 

academic functioning.  The rationale for these relationship was that if teachers’ feel 

efficacious to build and regulate their relationship with their students in classroom 

settings, they are likely to also feel efficacious to engage in close relationships with 

their students and appropriate learning  and  behavioral strategies to contribute 

students’ academic competency.  Teacher-student relationship quality would then be 

seen as a mean by which teachers strengthen their instructional and learning 

capabilities, and relationship quality to help their students in classroom settings.  

Results from this study would add to the body of research that assesses the indirect 

and direct impact of teacher-student relationship quality and students’ behavioral 

orientations on academic functioning.   

Interpretation of Findings 
The current study posed six research questions to examine the merit of these 

key elements: 

Research Question 1 

The first research question addressed psychometric exploration of the Student-

Teacher Relationship Scale (STRS; Pianta, 2001) to demonstrate a dimensional 

structure comparable to that identified with in-service teachers.  Previous validation 

studies have demonstrated some methodological limitations (e.g., Koomen, 

Verschueren, Schooten, Jak, & Pianta, 2012; Neuharth-Pritchett, & Webb, 2008; 
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Pianta, 2001). A confirmatory factor analysis used to verify the dimensional structure 

of the STRS.   

The findings of the CFA suggest that the multidimensionality of the STRS 

within pre-service sample teachers was supported. Overall, the three-factor model 

showed an acceptable fit.  With respect to the individual factors, the fit of the model 

for closeness and conflict were generally good and that for dependency acceptable 

with 23-items scale.  

First, the researcher tested whether the full model with three correlated factors 

(closeness, conflict, dependency) based on 28-items held in sample. However, the  

initial model demonstrated  an  “acceptable” fit with a S-B χ2 (347) = 1125.42, (the S-

B; Satorra & Bentler, 1988); however the standardized residuals showed very high 

estimates for T4, T9, T10, T19, and T21  with low standardized factor loadings (<.40)  

and high cross-loadings .  In addition, there was a statistically significant covariance 

between item T21 (Copies my behavior or ways of doing) and item T10 (“Overly 

dependent on me).  As expected, the negatively worded closeness Item 4 

(uncomfortable with physical affection or touch from me) had a high cross –loading 

with conflict subscale.  Similarly, Koomen and collogues (2012) found that the items 

T9 (Shares information about him /herself), T19 (Responds well to my look or tone of 

voice), and T21 (Copies my behavior or ways of doing) with correspondingly low 

standardized factor loadings. In addition, they (2012) found that items T21 and T10 

were highly cross-loaded on the dependency and the closeness scale.  The results 

indicated that pre-service teachers perceived the meaning of these dependency and 
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closeness items in a different way than their in-service collogues. Moreover,  despite 

the fact that adult-child key attachment concepts are culturally universal phenomenon  

and can apply to all different relational  patterns regardless of  cultural differences , 

the way that attachment-related  behaviors might be perceived and  interpreted  can 

vary across cultural context (Koomen et al., 2012;  Wang & Mallinckrodt, 2006).  For 

instance, Beyazkurk and Kesner (2005) and Gregories and Tsigilis (2008) found that 

some preschool teachers perceived their relationships with their students to be closer 

and more dependent than American preschool teachers.   

In addition, the measured constructs might be to partially different from older 

elementary children. In other words, some STRS item scores might not mean exactly 

the same for younger and older children.  Therefore, there might be some high cross-

loadings and low standardized factor loadings. Accordingly, Koomen and collogues 

(2012) showed that the STRS are better indicators of teachers’ perception of 

relationship quality for preschool or early elementary children than for upper 

elementary children.   

Research Question 2 

The internal consistency reliability for the 23-item STRS scale was computed 

using Cronbach’s alpha. Internal consistency was calculated for both the total scale 

and each subscale. The Cronbach’s alpha values obtained in these analyses were 

ranged from .71(Dependency) to .91(Conflict) and were consistent with past research 

(e.g., Pianta, 1999; Pianta, 2001). The 23 – item STRS scale had good internal 
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consistency. Furthermore, the results indicated that higher-than-desired internal 

consistency for the Dependency dimension with 4-items version of the subscale. 

Research Question 3 

The current study was conducted bivariate correlation to establish the construct 

validity of the STRS with current sample.  Teachers’ scores on the STRS were 

significantly associated with cognitive and school adjustment outcomes. Previous 

studies found that externalizing (i.e., aggressive, disruptive) and internalizing (i.e., 

asocial, anxious/avoidant behaviors) were negatively correlated with the quality of 

teacher-student relationships (Baker, 2006; Birch & Ladd, 1998; Pianta & Steinberg, 

1992). In fact, teachers are uniquely able to provide social and emotional support to 

their students to learn appropriate classroom behaviors (Baker, 2006). Furthermore, 

positive and close teacher – student relationships provide scaffolding for necessary 

social and behavioral skills. However, students who have conflictual relationships 

with their teachers might miss out on the behavioral and socio-emotional scaffolding 

teachers provide for their students with whom they have a supportive and warm 

relationship. Accordingly, teachers tend to spend less instructional and socio – 

emotional one – on – one time with these students.   In line with these studies, teacher 

who perceived conflictual and negative relationships with their students tended to rate 

their students as less skilled socially and more problematic behaviorally. Specifically, 

children with high scores on conflictual teacher-student interaction were given high 

scores on externalizing and internalizing classroom behavioral problems. In other 

words, students with more disruptive classroom behaviors had more clingy and 

problematic relationships with their teachers in the current study.  Moreover, children 
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with high scores on conflictual teacher-student dyadic interaction in current study 

tended to be perceived by their teachers as less academically competent.  The findings 

here add an important avenue to the literature supporting the significance of the 

teacher – student relationship on students’ behavioral and academic outcomes.  

Findings from the current study showed that children with high scores on 

positive and close teacher relationships tended to perceived by their teachers as more 

skilled and academically more successful across the SSRS dimensions of cooperation, 

assertion, self-control, and academic competence. In line with the research finding, 

previous studies also found that students with warmer and closer relationships with 

their students exhibited more prosocial skills as compared with their peers with 

conflictual relationships with teachers (e.g., Baker, 2006, Hanish et al., 2007).  

Specifically, Hanish and collogues (2007) found that the close teacher-student dyadic 

interaction helped their students to develop more prosocial skills and positive attitudes 

toward school.  Accordingly, Roorda and collogues (2011) conducted a meta-analytic 

approach to examine the impact of affective teacher-student relationships on students’ 

school engagement and academic achievement.  They found that students with high 

level of teacher-student relationship quality are more academically engaged and more 

socially active in their classroom settings.  

In summary, as hypothesized, children with high ratings on relational conflict 

and dependency with pre-service teachers were perceived as more behaviorally 

deviant and less competent socially and academically. The reverse trend was identified 

for children with high ratings on relational closeness. In addition, as expected, 
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significant but modest correlation between the STRS scores and the independent 

measures of school adjustment showed the construct validity of the STRS.  

Research Question 4 

The fourth research question addressed the predictive role of student teachers 

self-efficacy beliefs on their relationship quality with their students, students’ social 

and behavioral orientation, and academic success. A number of studies showed the 

influence if teacher self – efficacy beliefs on students’ achievement in several ways: 

teacher with high self – efficacy beliefs are more likely than teachers with a low sense 

of self- efficacy beliefs to apply didactic or teacher centered instructional strategies in 

the classroom, to use classroom management strategies and necessary teaching 

methods and support students’ autonomy and take responsibility for students with 

special learning and socio – emotional needs ( Chacon, 2005; Tournaki & Podell, 

2005). In fact, Teachers with higher self – efficacy beliefs are more successful to keep 

students on task.     

The structural equation model (SEM) predicted a causal relationship, or 

dependency, between these constructs in that teacher self-efficacy belief had a 

statistically significant role in the hypothesized model.  The regression weight leading 

from teacher self-efficacy to academic competency was statistically significant and 

positive (β = 0.122).  This relationship can be interpreted in the following way: for 

every one standard deviation in teacher self-efficacy, there is .12 unit increases in a 

student’s academic competency.  In other words, student teachers with high self – 

efficacy beliefs made less negative predictions of students’ academic and social 
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success and put more effort into teaching persistence when confronted with difficulties 

and took more risk with the curriculum use new teaching approaches. Furthermore, 

student teachers with higher self – efficacy beliefs got better gains in their students’ 

achievements. Therefore, the results confirmed that teacher self – efficacy belief is 

statistically significant predictor of students’ academic competency and classroom 

behavioral orientation.   

Cappara and collogues (2006) examined teachers’ self-efficacy beliefs and job 

satisfaction as determinants of student academic achievement over 2000 teachers in 75 

Italian junior high schools. Self-report measures were used to assess teacher self-

efficacy beliefs and they averaged students’ final grades at the end of junior high 

school year. Structural equation model results revealed that teachers’ self-efficacy 

belief significantly affected their job satisfaction and student academic achievement.  

They reported an effect size of .14 for teacher self-efficacy predicting general student 

academic achievement.  Similarly, Benner and collogues examined the strength of the 

relationship between students’ reading skills and teacher characteristics including 

teacher self-efficacy belief and social adjustment. Their correlational and multiple 

regression findings indicated that teacher self-efficacy belief   was the most significant 

predictor for students’ literacy skills.   

Results from the current study revealed that the regression weight from teacher 

self-efficacy belief to student’s behavioral problems (β = -0.167) and students’ social 

skills (β = 0.187) were statistically significant.  These relationships can be explained  

in following ways : for every on  one standardized  unit increase in teacher self-
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efficacy,  there is  -.17 unit decrease  in student  behavioral problems; but  .19 unit 

increase  in students’ social skills.  In line with previous research findings, teachers 

who are the most effective classroom managers are teachers who are the most 

confident in their abilities (e.g., Giallo & Little, 2003; Yilmaz & Cavas, 2007). 

Classroom behavior problems are a significant and core source of stress and burnout 

for both new and experienced teachers (Griffith, Steptoe, & Cropley, 1999).  

Furthermore, Abu-Tineth (2011) examined the effect of teacher self-efficacy belief on 

students’ disruptive behaviors. He showed that behaviors and beliefs of teachers with 

low teaching self-efficacy were associated with control-oriented discipline techniques, 

use of verbal embarrassment, and removal of students from class. He also reported that 

teacher self-efficacy is the most important predictor of students’ classroom disruptive 

behaviors and teachers’ classroom management style.  

Previous studies also suggested that teacher self-efficacy beliefs play a crucial 

role in helping children develop social skills in school settings (Benner et al., 2005; 

Chong et al., 2010; Corkett et al., 2011). Benner and collogues (2005) examined 

impact of teacher characteristics including teacher self-efficacy on students’ reading 

skills and school adjustment (i.e., social skills, academic competency, behavioral 

problems). They found that teacher self-efficacy beliefs were significantly and 

positively related to students’ social skills. Similarly, the current study revealed that 

teacher self-efficacy is statistically significant factor for the development of students’ 

social skills in classroom settings.  
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Findings from the current study showed that the structural path from teacher 

self-efficacy to teacher-student relationship quality (β = 0.096) was statistically 

significant and positive. In other words, if one standardized increase in teacher self-

efficacy belief, there would be .096 increases in the quality of teacher-student dyadic 

interaction. A positive classroom environment is crucial for students’ learning 

achievement and motivation (Baker, 2006) and for teachers’ well – being (Koomen, et 

al., 2012; Spilt et al., 2010). The most common definition of self-efficacy comprises 

beliefs in one’s capacity and skills that are relevant in educational context. 

Accordingly, Tschannen – Moran and Woolfolk Hoy (2001) conceptualized teacher 

self – efficacy beliefs in three major areas (classroom management, instructional 

strategies, student engagement. In fact, teacher – student relationship quality 

significantly relate to teachers’ classroom management, employment of adequate 

instructional strategies, and ability to enhance student engagement (Klassen & Chiu, 

2010). In fact, teacher self – efficacy beliefs predict the amount of effort putting into 

an activity, access to supportive environments increase the chance of experiencing 

mastery, which in turn increase teacher self – efficacy beliefs and so on (Tschannen – 

Moran et al., 1998).  In fact, teachers with higher self – efficacy beliefs provide more 

support and positive reinforcement than teachers with lower self – efficacy beliefs. 

Similarly, the current study showed that teachers with higher self – efficacy beliefs are 

more likely to build closer and warmer relationships with their students because they 

had more confidence in their capacity and skills to employment of effective classroom 

management skills and ability to enhance students’ engagement.  
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Previous research showed that teacher with higher self-efficacy in promoting a 

positive learning environment are more tended to motivate students’ learning and 

academic achievement (e.g., Collie, Shapka, & Perry, 2012; Onafowora, 2005). For 

instance, Collie and collogues (2012) examined how teachers’ sense of social-

emotional learning and classroom climate affect their sense of teaching self-efficacy, 

stress, and job satisfaction. Perceived stress and negative classroom environment were 

directly related to teachers’ sense of self-efficacy. In other words, teachers with lower 

sense of self-efficacy perceived their classroom environment more conflictual and 

negative. It is clear that teacher-student relationship quality key to the perception of 

classroom and learning environment (Pianta, 1999). Therefore, the results of the 

current study regarding the relationship between teacher self-efficacy and teacher-

student relationships revealed consistent findings with the current literature. For 

instance, Wolters and Daugherty (2007) examined the impact of teacher self-efficacy 

belief on classroom goal structure and teacher support. Similarly, they found those 

teachers who were more confident in their ability to get students in learning activities 

and classroom management provided more teacher support and used more 

instructional practices with a mastery goal classroom structures.  

Research Question 5 

The fifth research question addressed the predictive role of teachers’ 

relationship quality with their students, students’ social and behavioral orientation in 

students’ academic competency.  The structural equation model (SEM) predicted a 

causal relationship, or dependency, between these constructs in that teacher-student 

relationship, students’ behavioral and social orientations had a statistically significant 
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role in the hypothesized model.  The regression weight leading from teacher-student 

relationship quality to academic competency was statistically significant and positive 

(β = 0.191). Similarly, the structural path leading from social skills to academic 

competency was statistically significant and positive (β = 0.347). On the other hand, 

the regression weight from students’ behavioral problems to academic competency 

was statistically significant and negative (β = -0.334). These relationships can be 

interpreted in the following way: if one standardized unit increase in teacher-student 

relationship quality and social skills, there would be .19 and .35 unit increase in 

students’ academic competency respectively. For behavioral problems, there would be 

.33 decreases in their academic competency. In fact, a teacher who feels a strong 

positive and close connection to a particular student in his/her classroom, talks with 

the student frequently, and provides more constructive guidance and praise rather than 

just criticism. Accordingly, the student is likely to trust his/her teacher more, show 

more academic and social engagement in learning. Teachers who convey emotional 

warmth and acceptance as well as make themselves open – minded for personal 

communication with students boast a positive relational process characteristic of 

support (Hughes & Cavell, 2003). These supportive relationships key to maintain 

students’ interest and motivation in academic and social pursuits, which in turn lead to 

better school adjustment skills, including pro – social skills, higher academic 

competency, and less incidence of classroom behavioral problems. Therefore, the 

current study findings indicated that more positive and closer teacher – student 
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interactions might lead to more academically and socially adjusted students in the 

classroom settings.  

In fact, an extensive research documented the link between the quality of 

students’ relationship with teachers and children’s concurrent and future academic and 

social outcomes (e.g., Hamre & Pianta, 2007; Murray, Murray, & Waas, 2008; Roorda 

et al., 2011). For instance, Roorda and collogues (2011) conducted a meta-analytic 

approach to examine the influence of teacher-student relationship quality on students’ 

academic achievement and school engagement. In line with the current study findings, 

they found that students with high level of teacher-student relationship quality 

exhibited were more academically successful and engaged in learning activities. In 

addition, Buyse and collogues (2008) investigated the impacts of problematic 

classroom composition, the teacher support, and social competency on students’ 

academic achievement. They also showed that aggressive behaviors was fairly stable 

and linked to ongoing difficulties in teacher-student relationship. Furthermore, 

aggressive/withdrawn children were lonelier, dissatisfied, and friendless. They were 

less academically engaged and successful.  

Research Question 6 

The sixth research question assessed whether the effect of student teacher self-

efficacy beliefs on academic competency mediated by students’ behavioral problems, 

their social skills, and teacher-student relationship quality. The structural equation 

model (SEM) predicted a causal relationship, or dependency, between these constructs 

in that indirect effect of teacher-self efficacy through students’ social skills (β = 0.138) 
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and teacher-student relationship quality (β = 0.154). However, there was not a 

significant indirect effect via students’ behavioral problems (β = -0.02). Despite the 

absence of a significant indirect path via students’ behavioral problems, results did 

confirm that teacher-self efficacy affected students’ academic competency through 

teacher-student relationship quality and students’ social skills.  

Classroom management is one of the most difficult functions of teaching for 

novice teachers. In fact, teacher must encourage student cooperation to support 

learning engagement and develop a positive learning environment (Rink, 2010). In 

fact, teacher – student relationship quality is the most significant key to classroom 

learning environment where learners and teachers interact with each other and use a 

variety of instructional and socio – emotional information resources in classroom 

settings. Furthermore, teachers who have closer and positive relationships with their 

students are more competent and confident in building a sense of anticipation and 

enthusiasm in their students’ learning and socio – emotional development. An optimal 

teacher – student dyadic interaction characterized by low levels of conflict and 

disruptive behaviors provide teachers a chance to employ appropriate expressions of 

emotion, respectful communication, and strong interest and focus on given learning 

tasks (La Paro & Pianta, 2003). In this sense, the current study findings indicated that 

teachers who had closer relations with their students were more likely to build high 

teacher self – efficacy beliefs in classroom management and ability to employ 

adequate learning strategies, which in turn might lead to more academic achievement 

in their classroom settings. In addition, when children show high externalizing and 
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internalizing behavioral problems, teachers might develop more conflictual and 

dependent relationships with them. Therefore, teacher might lack the resources 

effectively manage the social and emotional challenges within a particular classroom 

context and children might show lower levels of on-task behavior and performance.  

Overall, the relationships between teacher self-efficacy, social skills, and 

teacher-student relationship quality influences students’ academic functioning are 

consistent with the findings of Patrick and collogues (2007), perceived teacher 

support, care, mutual respect were significant predictors for teachers’ classroom 

behaviors and students’ academic adjustment. Similarly, Ryan and Shim (2008) 

indicated teachers’ characteristic play a noteworthy role in shaping the classroom 

environment as their students take cues from the teacher regarding how to interact 

with others in the classroom, which in turn affects students’ academic and social 

adjustment.  

Stewart (2014) also examined the impact of classroom environment and 

teacher self-efficacy belief on students’ academic success. He found that when 

students were in an environment that promotes social interaction, mutual respect, and 

close teacher-student relationship, both teachers and students were more engaged in 

learning process and had greater confidence in their instructional activities. He 

reported that the significant direct impact of social interaction (β = 0.30), mutual 

respect (β = 0.25), and teacher support (β = 0.97) on students’ academic adjustment.  

In addition, the indirect effect of teacher-self efficacy (β = 0.13) on students’ academic 
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adjustment via classroom environment statistically significant and similar to the 

findings of the current study.   

With the respect to indirect effect of teacher- self-efficacy via students’ 

problems behaviors, the path coefficient was non-significant and minimal (β = -0.02). 

Similarly, Stewart (2012) found that students’ classroom disruptive behaviors did not 

have significant mediator role between teacher self-efficacy and academic adjustment 

(β = -0.05).  However, given the teacher-student relationship quality, students’ social 

skills, and teacher self-efficacy variables addressed in the current study did not impact 

all students’ academic adjustment, further research might be needed to examine 

whether additional variables of the linkage between the constructs may affect 

classroom disruptive behaviors for students from different family and cultural 

background.  

Summary 
The original hypothesized model relating to teacher self-efficacy belief, 

teacher-student relationship quality, students’ social skills, and behavioral problems to 

their academic competency was somewhat supported by the data. A revised model 

however, which retained all five latent constructs but dropped non-significant paths 

and non-loading indicators, attained acceptable fit. The final model was used to 

answer six research questions. The results from the current study provided evidence 

that teacher self-efficacy belief, teacher-student relationship quality, students’ 

behavioral and social orientations affects students’ academic competency. In fact, the 

final model (β = 0.10 to 0.35) showed small to moderate effect sizes for the study 
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variables. However, the study was not able to show the significant indirect effect of 

teacher self-efficacy belief via behavioral problems to academic competency. 

Furthermore, the research results are consistent with other researchers’ findings in this 

field.  

This study did find statistically significant evidence for direct relationships 

between teacher self-efficacy belief, teacher –student relations, and students’ academic 

and behavioral orientations. Therefore, when considered in overall model, teacher self-

efficacy is directly and indirectly related to students’ academic competency.  In other 

words, teacher with higher self-efficacy promote more close relationship with their 

students, more social skills, less behavioral problems, and higher academic success.  

Limitations of the Study 
This research study is designed to examine the factor validity of the Student-

Teacher Relationship scale (the STRS; Pianta, 2001) within pre-service teacher sample 

and the relationship between student teacher self-efficacy beliefs, teacher-student 

relationship quality, and students’ behavioral and academic orientation within 

academic context.  However, several limitations regarding this study are worth noting. 

The limitations are as follows: 

• The questionnaires used to collect information for the current study 

were in a self-report format. This format relies on the accuracy of 

student teachers’ recall and honesty in reporting their perceptions in 

order to draw valid conclusion.  
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• This study may be limited due to the fact that data came from online 

survey, results of online survey may suffer and differ greatly if 

significant are left out of the research. In addition, the researcher did 

not have any control on the selection process of students whom 

participant teacher rated their perception regarding behavioral 

problems, social skills, and relationship quality. Therefore, the social 

desirability might be important limitation of the current study. 

• Another potential limitation of the current study might be stemmed 

from its reliance on the student teachers’ perceptions to examine 

teacher-student relationships and students’ academic and behavioral 

orientations. Although student teachers’ perceptions are very important, 

teachers may have some perceptual and response biases embedded 

within their relationships with their students. In addition, the 

assumption of “independent of observations” might be violated because 

the data is based on only student teachers’ perceptions. Furthermore, 

the construct-level relationship dimensions examined by the STRS may 

be specific to the teacher’s perspective. If the students’ perspectives 

regarding their dyadic interactions with their teachers are investigated, 

factor structure might yield a somewhat different set of teacher-student 

relationship dimensions.  

• Participants in this study were teachers attending a university in the 

Southwest.  Only students from several colleges were included in the 
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process of data collection. Therefore, the findings of the study might 

not generalize to all student teachers. 

• In this study, academic competency was represented by the scores on 

the Social Skills Rating System. Other measures of students’ academic 

achievement and performance such as test grade, grade point average, 

or assignment grades might have increase the validity of the academic 

competency construct.  

Discussion of Theoretical Implications 
For the development of students’ social, emotional, and physical development 

during their school years, their familial and extra-familial relationships with 

significant people around their environment play a noteworthy role (Marvin & 

Stewart, 1990).  In fact, students’ participations in extra-familial relationships 

including teacher-student dyadic interactions prompt the development of academic 

skills, social competency, and conflict resolution skills for those children (Lynch & 

Cicchetti, 1992).  Accordingly, the construct of relatedness is the most significant 

framework for first defining and then assessing children’s social and academic 

functioning. In addition, an extensive research documented and showed the link 

between the teacher-student relationship quality and children’s concurrent and future 

school adjustment skills under the lenses of the construct of relatedness and 

attachment frameworks (Pianta, 1999; 2001).   

Findings from the current study support the tenets of attachment theory and the 

construct of relatedness. The research questions were directed to assess the impact of 
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teacher-student relationship quality on students’ academic competency. Studies have 

shown that children who experience warm, close, and supportive relationship with 

their teachers have more successful and have more positive attitude toward school 

(e.g., Hamre & Pianta, 2007; Murray, Murray, Waas, 2008). Furthermore, students 

with high quality of teacher-student interactions are more academically engaged 

(Baker, 2006) and exhibit fewer incidences of behavior problems (Hamre & Pianta, 

2001). Therefore, it is very crucial that students’ the need of relatedness must be 

fulfilled to achieve self-regulation, motivation, and personal well-being (Deci & Ryan, 

1985). In consistent with the notion of need for relatedness and past research, the 

current study showed that students with closer and warmer relationships with their 

teachers exhibited more academically successful in their classroom settings.  

Self-efficacy beliefs play very crucial role in human functioning, individual’s 

level of motivation, emotional wellbeing, and actions that are basically based on what 

they believe they can do (Bandura, 1997).  In fact, self-efficacy provides a foundation 

for human motivation and successes. For instance, when individuals believe that their 

actions and effort can lead to the desired outcomes, they can become more 

intrinsically motivated to perform better and put more effort (Bandura, 1997; Siwatu, 

2007).  Therefore, self-efficacy key to source of action for humans by affecting the 

course of action, the amount of effort, perseverance, resilience, stress, and level of 

success accomplished (Bandura, 1997).  

Bandura (2001) put forward that individuals’ thoughts, actions, and 

environmental factors including the teacher-student relationship quality and students’ 
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behavioral and academic orientations play a crucial role in determining learning and 

relational outcomes which in turn affect both student teachers’ and their students’ 

thoughts and actions. This dynamic process, known as reciprocal determinism, helps 

to explain the interacting relationship between the current study construct. 

Accordingly, Bandura (2001) stated that the influence of teacher self-efficacy beliefs 

on task choice, teacher effort , instructional strategy use, classroom management, 

perseverance, and affect.  

Bandura’s emphasis on the impact of teachers’ self-efficacy beliefs on 

students’ academic and behavioral orientation was evident in this study.  For instance, 

the research question assessed the impact of teacher self-efficacy belief on students’ 

academic competency within the academic context. Studies have shown that teacher 

self-efficacy belief and classroom social environment key to students’ academic and 

social adjustment (e.g., Ali, 2012; Baker, 2006, Hamre & Pianta, 2007; Stewart, 

2014). However, the current study was conducted to understand and document the 

linkage between teacher self-efficacy and teacher-student relationship quality as a tent 

of classroom social environment considering the impact of these constructs on 

students’ academic success and students’ behavioral orientation.  Accordingly, the 

revised model successfully showed that teacher self-efficacy,, students’ behavioral 

problems, their social skills, and teacher-student dyadic interaction have statistically 

significant direct influence on academic competency. Furthermore, the current study 

also revealed that the teacher-student relations and students’ social skills are the key 

mediating constructs between teacher self-efficacy and academic achievement. 
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Similarly, the type of classroom and learning environment teachers promote depends 

on the assessment of their own teaching and classroom management abilities (e.g., Ali, 

2012; Hall et al., 1992; Stewart, 2014). Accordingly, Stewart (2014) found that the 

classroom social environment characterized by teacher support, teacher-promoted 

social interaction, and mutual respect mediates the relationship between teacher self-

efficacy belief and students’ school adjustment (i.e., academic success, classroom 

disruptive behaviors, classroom engagement). Therefore, when students feel they 

cared for and supported, school adjustment is enhancement.  

The absence of an indirect relationship between teacher self-efficacy and 

academic competency via students’ behavioral problems may have been due to the 

nature of current sample. In other words, the level of disruptive classroom problems 

with current sample was very low. Therefore, the mechanism by which teacher self-

efficacy influences students’ academic competency through students’ internalizing and 

externalizing behavioral problems.  

Directions for the Future Research 
This study made a significant contribution to the field of research and also 

provided insights into how to improve teacher training practices for teacher education 

programs. In addition, given that the factor and construct validity of the STRS were 

also tested, future research should focus on additional evidence of the applicability of 

the scale with different demographic background. In consideration of the age and 

gender differences reported in past research (Koomen et al., 2012), future research 
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should focus on the development age- and gender-specific norms to assess the quality 

of teacher-student dyadic interaction.  

It is crucial to find cross-cultural evidence for the validity of the STRS to 

provide future researchers with valuable opportunities for studying teacher-child 

relations. By doing so, dyadic nature of the relationship between teacher and child, it 

is key to document and assess the perception of children on this noteworthy 

interaction.  

The current study sampled student teachers enrolled a university at a public 

university in the south west United States. Future research studies should be conducted 

with a broader sample of student teachers from diverse geographic and cultural 

background. This type of research would contribute to the external validity of the 

findings and help understand whether theoretical assumptions hold for a variety of 

populations and cultural background.  

Finally, the unique nature of the current study was to examine the mediation 

role of teacher-student relationship quality between teacher self-efficacy belief and 

students’ academic and behavioral orientations. However, more research is still 

needed to document and understand the dynamic relationship between the constructs.  

Conclusion 
Previous studies have documented the potential impact of a positive early 

student-teacher relationship on the quality of children’s academic and behavioral 

success (e.g., Baker, 2006; Hamre & Pianta, 2007). Children who experience 

supportive relationships with their teachers develop more positive attitudes toward 
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school (Murray, Murray, & Waas, 2008), have higher levels of peer acceptance 

(Pianta, 2001) , and are more likely develop various valuable school adjustment skills 

( Hamre & Pianta, 2005). In addition, past research put forward that teacher self-

efficacy over the years as an influential psychological and educational construct linked 

to students’ school adjustment competencies including academic achievement, 

classroom disruptive problems, and social skills (e.g., Richard, Diefendorff, & Martin, 

2006; Yeo et al., 2008). In this sense, considering that early teacher-student 

relationships and teacher self-efficacy belief have important long term implications for 

children’s socioemotional and academic development, documenting and 

understanding this relationship in American educational settings is critical. 

Accordingly, in order to ensure that students successfully negotiate academic and 

socioemotional challenges within school context, research is needed to assess the 

impact of teacher characteristics (e.g., teacher self-efficacy belief, teachers’ behaviors) 

and teacher-student relationship quality on students’ academic and social functioning. 

In fact, a compelling body of research has uncovered the positive effects of teacher-

student dyadic interaction and teacher self-efficacy belief on their students’ school 

adjustment competencies; however these connections had not been established by 

considering that the mutual impact of these two valuable psychological constructs.   

In consistent with previous research (e.g., Ali, 2012; Hamre & Pianta, 2007; 

Stewart, 2014), the current study confirms that teacher self-efficacy belief, teacher-

student relationship quality, and students’ academic behavioral orientation are 

significantly related and influence each other. Specifically, teachers with higher self-
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efficacy have more close and warm relationship with their students and their students 

exhibit more successful academic achievement and more prosocial skills including 

self-control, assertion. On the other hand, students with closer and warmer 

relationships with their teachers have less internalizing and externalizing behavioral 

problems. Therefore, enhancing preservice teachers’ self-efficacy beliefs and 

encouraging them to build close and warm relationships with their students will 

prompt students’ academic and social functioning in classroom settings.  
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APPENDICES 

APPENDIX A 

Student-Teacher Relationship Scale (STRS) 
Please reflect on the degree to which each of the following statements currently applies to your     relationship with 
this child. Using the scale below, CIRCLE the appropriate number for each item. 

 
 

1. I share an affectionate, warm relationship with this child 1 2 3 4 5 
       

2. This child and I always seem to be struggling with each other.  1 2 3 4 5 
       

3. If upset, this child will seek comfort from me.  1 2 3 4 5 
       

4. This child is uncomfortable with physical affection or touch from me.  1 2 3 4 5 
       

5. This child values his/her relationship with me.  1 2 3 4 5 
       

6. This child appears hurt or embarrassed when I correct him/her. 1 2 3 4 5 
       

7. When I praise this child, he/she beams with pride.  1 2 3 4 5 
       

8. This child reacts strongly to separation from me.  1 2 3 4 5 
       

9. This child spontaneously shares information about himself/herself.  1 2 3 4 5 
       

10. This child is overly dependent on me.  1 2 3 4 5 
       

11. This child easily becomes angry with me. 1 2 3 4 5 
       

12. This child tries to please me.  1 2 3 4 5 
       

13. This child feels that I treat him/her unfairly.  1 2 3 4 5 
       

14.  This child asks for my help when he/she really does not need help. 1 2 3 4 5 
       

15. It is easy to be in tune with what this child is feeling. 1 2 3 4 5 
       

16. This child sees me as a source of punishment and criticism. 1 2 3 4 5 

17. This child expresses hurt or jealousy when I spend time with other children. 1 2 3 4 5 

18. This child remains angry or is resistant after being disciplined. 1 2 3 4 5 
       

19. When this child is misbehaving, he/she responds well to my look or tone of voice 1 2 3 4 5 
       

20. Dealing with this child drains my energy. 1 2 3 4 5 
       

21. I've noticed this child copying my behavior or ways of doing things. 1 2 3 4 5 
       

22. When this child is in a bad mood, I know we're in for a long and difficult day. 1 2 3 4 5 

23. This child's feelings toward me can be unpredictable or can change suddenly. 1 2 3 4 5 

24. Despite my best efforts, I'm uncomfortable with how this child and I get along. 1 2 3 4 5 
       

25. This child whines or cries when he/she wants something from me.  1 2 3 4 5 
       

26. This child is sneaky or manipulative with me.  1 2 3 4 5 
       

27. This child openly shares his/her feelings and experiences with me. 1 2 3 4 5 
       

28. My interactions with this child make me feel effective and confident. 1 2 3 4 5 
Pianta, R. C. (2001). STRS: Student-teacher Relationship Scale: professional manual.  Psychological Assessment Resources. 
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APPENDIX B 

Social Skills Rating System (SSRS) 
SOCIAL SKILLS RATING SYSTEMS 

This questionnaire is designed to measure how often a student exhibits certain social skills are for 
success in your classroom. Ratings of problem behaviors and academic competence are also requested. 
First complete the information about the student and yourself. 

               Social Skills                                                                                               How Often?                                     
 Never Sometime

s 
Very 
Often 

1 Controls temper in conflict situations with peers 0 1 2 
2 Introduces herself or himself to new people without being told 0 1 2 
3 Appropriately questions rules that may be unfair 0 1 2 
4 Compromises in conflict situations by changing own ideas to reach 

agreement 0 1 2 

5 Responds appropriately to peer pressure 0 1 2 
6 Says nice things about himself/herself when appropriate  0 1 2 
7 Invites others to join in activities 0 1 2 
8 Uses free time in an acceptable way 0 1 2 
9 Finishes class assignments within time limits 0 1 2 
10 Makes friends easily 0 1 2 
11 Join ongoing activity or group without being told to do so 0 1 2 
12 Responds appropriately when pushed or hit by other children 0 1 2 
13 Ignores peer distractions when doing class work 0 1 2 
14 Keeps desk clean and neat without being reminded 0 1 2 
15 Gets along with people who are different 0 1 2 
 Problem Behaviors How Often? 

   Never      Sometimes     Very   
                                           Often 

16 Has low self-esteem 0 1 2 
17 Appears lonely 0 1 2 
18 Disturbs ongoing activities  0 1 2 
19 Is easily embarrassed  0 1 2 
20 Argues with others 0 1 2 
21 Gets angry easily 0 1 2 
22 Fidgets or moves excessively 0 1 2 
 
Academic Competence  
The next nine items require your judgments of this student’s academic or learning behaviors as observed in your 
classroom. Compare the students with other children who are in the same classroom. 
Rate all items using a scale of 1 to 5. Circle the number that best represents your judgment. The number 1 indicates the 
lowest or least favorable performance, placing the student in the lowest 10 % of the class. Number 5 indicates the 
highest or most favorable performance, placing the student in the highest  10%  compared with other students in the 
classroom 
 
  Lowest 

%10 
Next 
Lowest 
%20 

Middle 
%40 

Next 
Highest%20 

Highest 
%10 

23 Compared with other children in my 
classroom overall academic performance of 
this child is; 

1 2 3 4 5 

24 In reading, how does this child compare with 
other students 1 2 3 4 5 

25 In mathematics,  how does this child 
compare with other students 1 2 3 4 5 

26 This child’s overall motivation to succeed 
academically is; 1 2 3 4 5 

Gresham, F. M., & Elliott, S. N. (1990). Social skills rating system: Manual. American Guidance Service. 
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APPENDIX C 

Teacher’s Sense of Self-Efficacy Scale 

 
Teachers’ Sense of Efficacy Scale (short form) 

 
Directions: This questionnaire is designed to help us gain a better understanding of 
kinds of things that create difficulties for teachers in their school activities. Rate how 
confident you are in your ability to successfully accomplish each of the tasks listed 
below.   
 

 
 

 1. How much can you do to control disruptive behavior in the classroom? 

 
2. How much can you do to motivate students who show low interest in school 

work? 

 3. How much can you do to get students to believe they can do well in school work? 

 4. How much can you do to help your students value learning? 

 5. To what extent can you craft good questions for your students? 

 6. How much can you do to get children to follow classroom rules? 

 7. How much can you do to calm a student who is disruptive or  noisy? 

 
8. How well can you establish a classroom management system with each group of 

students? 

 9. How much can you use a variety of assessment strategies? 

 
10. To what extent can you provide an alternative explanation or example when 

students are confused? 

 11. How much can you assist families in helping their children do well in school? 

 12. How well can you implement alternative strategies in your classroom? 
 
TSCHANNEN-MORAN, M., & HOY, A. W. (2001). TEACHER EFFICACY: CAPTURING AN ELUSIVE CONSTRUCT.  
Teaching and teacher education, 17(7), 783-805. 
 

1 2 3 4 5 6 7 8 9 
Nothing   Very 

Little 
 Some 

Influence 
 Quite a 

Bit 
 A Great 

Deal 
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