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ABSTRACT

The population of English language learners (ELLs) within the US has been
steadily increasing over the past 20 years, thereby escalating the need for teachers to be
knowledgeable in how to teach these students. However, research indicates that many
teachers are not receiving adequate English as a Second Language (ESL) professional
development. Lack of professional development in ESL strategies may adversely affect
teachers’ self-efficacy because they are unfamiliar with methods to assist their ELL
students in learning academic content. The purpose of this research study was to
determine if particular subject areas taught by middle school teachers engender a higher
level of teaching self-efficacy.

An explanatory sequential mixed methods design was used for this study. The
quantitative data were collected using a modified version of Tschannen-Moran and Hoy’s
(2001) Teachers' Sense of Efficacy Scale survey with middle school subject area teachers.
The survey focused on self-efficacy with instructional practices for ELLs and ELL
student engagement, and provided an opportunity for participants to volunteer to be
interviewed for the qualitative portion of the study. Interviews allowed for more detailed
information to be gathered about participants’ self-efficacy in teaching ELLS.

The results of the data analysis of the survey showed statistically significant
results for instructional practices. Upon closer analysis, social studies and English
language arts (ELA) teachers were the only subject areas with statistically significant
results for instructional practices. Student engagement was not found to have any

statistically significant results.



Findings from the qualitative phase of the study showed that participants already
used many different strategies for discussion, differentiation of instruction, and
instructional strategies, most of which they gained through years of teaching experience.
School support in the form of ESL professional development was unavailable at most of

the schools.
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CHAPTER ONE
INTRODUCTION TO THE STUDY

The United States is a nation of immigrants, but only in the past 40 years have
schools begun to create programs specifically designed to accommodate and benefit
English language learners (ELLS).

The well-publicized US Supreme Court case of Lau v. Nichols (1974) exposed to
the public the unequal treatment and inadequate education, as well as the lack of
resources made available for English language learner (ELL) students in public schools.
The case arose in California where 1,800 Chinese children filed a class-action lawsuit due
to the inequality of educational opportunities made available to them in San Francisco
schools (Ariza, 2010). The court determined that both states and local school districts
have the legal duty and the social responsibility to offer appropriate services to ELL
students (Hakuta, Butler, & Witt, 2000).

The court reasoned that:

Basic English skills are at the very core of what these public schools teach.

Imposition of a requirement that, before a child can effectively participate in the

educational program, he must already have acquired those basic skills is to make a

mockery of public education...those who do not understand English are certain to

find their classroom experiences wholly incomprehensible and in no way
meaningful.

In the Supreme Court’s finding that the San Francisco schools' lack of ELL

student instruction constituted impermissible discrimination, the court quoted existing US



governmental regulations which require any system employed by a school district that
accepts Federal funds "...to deal with the special language skill needs of national origin-
minority group children must be designed to meet such language skill needs as soon as
possible and must not operate as an educational dead-end or permanent track (emphasis
added)" (35 Fed. Reg. 11595).

In response to that case, Federal law and No Child Left Behind (NCLB) changed
education and standards as well as assessment for ELLS, creating more pressure on
teachers to raise the standardized test scores of not only ELLs but all students. These
changes in the expectations for teachers have not created more or appreciably better
professional development opportunities or other forms of teacher education for learning
how to effectively teach ELLs. There continues to be a wide gap between the rise in the
population of ELLs in our schools, and the university education given to subject area
teachers in how to teach ELL students (de Jong, 2013). As the literature will show, a
relationship exists between teachers’ self-efficacy and the academic performance of their
students (Berman & McLaughlin, 1978). Research also shows that teachers are receiving
limited professional development on teaching ELLs (Echevarria, Vogt, & Short, 2014),
which could have a detrimental effect on the self-efficacy of teachers, and particularly
middle school teachers. This study explores the level of self-efficacy that middle school
subject area teachers experience while teaching ELLS.

Terminology and Definitions
There are many acronyms that are used to describe people who are learning

English in addition to another language. An example of these commonly used acronyms



is found on many State Department of Education websites in the US. A commonly used
acronym by both educators and individuals learning English is LEP (Limited English
Proficient). For the purposes of this research, | will not use LEP. | will instead use
English language learners (ELLs) because the acronym better encompasses the
population of students learning English as another language, and is more commonly used
in current literature on the subject.
English Language Learner Population Growth

According to US Homeland Security (2013), in 1820 there were 8,385 immigrants
who obtained lawful permanent residence in the United States, while in 2013, there were
990,553. These numbers do not include illegal immigrants, whose inclusion substantially
increases the overall number of immigrants (including their children) entering the US
every year. In 2014 alone, 57,496 unaccompanied minors entered into the US (Homeland
Security, 2013). The ever-increasing numbers of child immigrants entering the US in
recent years has created an influx of non-English speaking students into elementary,
middle, and high schools throughout the US (Clair, 1995; de Jong & Harper, 2005;
Mclintyre, Kyle, Chen, Mufioz, & Beldon, 2010), with an estimated 4.5 million students,
or 9.3 % of the school population in the US, being ELLs (Kena, Hussar, McFarland, de
Brey, Musu-Gillette, Wang et al., 2016).

The influx of ELLs entering U.S. schools has affected nearly every state in the
Union. In South Carolina, where this study was conducted, ELLs in schools increased
from 7,467 (1.1% of the population) during the 2002/2003 school year to 43,080 (5.8%)

in the 2013/2014 school year (NCELA, 2014). These numbers include only identified



ELL students in English as a Second Language (ESL) programs. This number is much
larger when former ELL students that tested out of the ESL program, but still struggle
with academics because of language deficiencies are included (Echevarria, Vogt, &
Short, 2014). This change in the population demographics of schools points to the great
and inescapable need for all teachers to be prepared to work with ELLs (Bunch, 2013;
Kibler & Roman, 2013); in order to provide a useful education to this growing population
in our society, to comply with the Supreme Court's ruling, and to avoid involvement in
and responsibility for an identified form of discrimination.

The English language has become the language of business, science, technology,
and publications around the world (Hilgendorf, 2005). In the US, English is the language
of power (Nieto, 2010) and cultural capital. English language learners have become a
large and diverse group of students that can be found in schools throughout the United
States. Therefore, it is important that ELLs as well as all children in the US are given the
opportunity to learn proficiency in the English language while in school.

Globalization has created an economic and cultural intertwining of nations
throughout the world, and is defined by its characteristics: “the increasing free movement
of people, goods and services, information, and money across national borders and
physical distances” (Zhao, 2010, p. 423). The ever increasing number of immigrants
entering the US is largely influenced by globalization (Suarez-Orozco, 2001). Due to the
current increase in globalization, a need has been created for a new model for teaching
and learning (Suarez-Orozco & Qin-Hilliard, 2004). In order to be competitive

internationally, the U.S. needs to prepare students for a changing world in which they



will be considered global citizens, and will be influenced by other cultures, economies,
and languages (Zhao, 2010). It is the responsibility of every modern nation to “...develop
the talents of its entire population if it is to be economically vigorous and socially
cohesive” (Russell, Carnegie Council on Adolescent Development, & United States of
America, 1996, p. 75). Globalization has raised awareness of the need for teacher
positions such as English as a Second Language (ESL) because students from all over the
world continue to enter US schools. However, it is not enough to have only ESL teachers.
Instead, every teacher must have the skills to assist ELL students in learning.

After researching universities in South Carolina, | discovered that there are no
Teaching English Speakers of Other Languages (TESOL) degrees for teachers at the
undergraduate level. However, there are add-on TESOL certificates for undergraduates at
Clemson University, Furman University, Coastal Carolina University, Columbia
International University, College of Charleston, and the University of South Carolina.
There is a Master of Arts in TESOL program available at Furman University, but no
other South Carolina universities. This lack of availability of TESOL degree programs
could make the process of instructing teachers in strategies that would be helpful to both
themselves and their ELLs difficult. Furthermore, South Carolina does not have policies
in place that mandate training of mainstream teachers to work with ELL students. This
situation is likely to have a detrimental effect on the self-efficacy of teachers in South
Carolina in their teaching of ELLs.

Bandura (1977) states that “an efficacy expectation is the conviction that one can

successfully execute the behavior required to produce the [desired] outcomes” (p. 193).



Many middle school teachers don’t have a high sense of self-efficacy and they feel
unprepared to teach ELLs (Bunch, 2013). They lack the educational background and
experience in working with ELLs and are therefore unsure of teaching strategies that
would be helpful to ELLs in the learning process (Boyle, Golden, Le Floch, O'Day,
Harris, & Wissel, 2014). Consequently, more research needs to be conducted to find
ways to develop efficient programs to help teachers increase their efficacious behavior
and feelings while teaching ELL students.
Theoretical Framework

Middle school teacher self-efficacy and English language learners are the main
components of this study. Bandura’s theory of self-efficacy supports the premise for this
study. Bandura (1997) defines self-efficacy as “beliefs in one’s capabilities to organize
and execute the courses of actions required to produce given attainments” (p. 3).
According to Bandura (1986) there are four principal sources of self-efficacy:
“performance attainments; vicarious experiences of observing the performances of
others; verbal persuasion and allied types of social influences that one possesses certain
capabilities; and physiological states from which people partly judge their capableness,
strength, and vulnerability to dysfunction” (p. 399). Bandura (2000) believes that if
people do not have confidence in their actions, they will not generate their desired effects,
and they will be reluctant to act. Hoy and Spero (2005) found that “teachers’ efficacy
beliefs appear to affect the effort which teachers invest in teaching, their level of
aspiration, and the goals they set” (p. 345). The beliefs that teachers hold about their skill

set and ability to help their students achieve, affects their sense of efficacy (Saklofske,



Michayluk, & Randhawa, 1988). Ashton and Webb (1986) hypothesize that there is a
reciprocal relationship between students and teachers such that when students do well in
school, the self-efficacy of teachers’ increases. Therefore, it’s important that teachers feel
a high sense of self-efficacy when teaching ELLs in order to help both themselves and
their ELL students to be successful. “...Research shows that people who regard
themselves as highly efficacious act, think, and feel differently from those who perceive
themselves as inefficacious” (Bandura, 1986, p. 395).
Purpose of the Study

The purpose of this study was to determine if particular subject areas engender a
higher level of ELL teaching self-efficacy for middle school teachers. The problem
addressed is the limited research available on middle school subject area teachers and
self-efficacy as well as the level of self-efficacy that middle school subject area teachers
have experienced when working with ELLS.

The importance of this type of research can be found in classrooms across the US.
As the population of ELLs increases in schools throughout the US, the need for qualified
teachers also increases. However, it is not enough to have qualified English as a Second
Language (ESL) teachers, it is also incredibly important that subject area teachers are
capable of teaching ELLs successfully (Bunch, 2013; Loucks-Horsley, Hewson, Love, &
Stiles, 1998). In South Carolina public schools, and in many other states, most ELL
students spend the majority of their school day with subject area teachers (Echevarria,
Short, & Powers, 2006), and only meet with the ESL teacher during specified school

periods. Therefore, it is important that they have teachers who understand their special



situation, and are able to help them to adapt and learn in their new language in the context
of learning the new subject matter. Quality teachers, properly equipped, are needed to
improve the overall academic achievement of ELL students.

The problems facing middle school teachers in teaching ELL students are
different than that of elementary school teachers for several reasons. Firstly, learning a
second language at a younger age comes more easily to students because they are still in
the process of mastering their first language. Secondly, the level of difficulty of the
content area subject matter is much higher, especially so when the student is already
struggling with the new language in which the subject is being taught. And thirdly,
middle school is also the time of life when students are dealing with their age-related
physiological changes, which are typically already adversely affecting their abilities to
focus and pay attention.

This study examines whether there is a relationship between self-reported self-
efficacy of subject area middle school teachers who teach ELLs and the subject area
taught. Due to the limited number of studies in the field on the self-efficacy of middle
school subject area teachers who teach ELLS, this study could add greatly to the research
available in the field.

Research Questions
1) Does the factor structure of the modified scale reflect the original factor structure
of the TSES survey?
2) Is there a relationship between middle school subject area teaching and self-

reported levels of teacher self-efficacy for ELL student engagement, as measured



by the modified version of Tschannen-Moran & Hoy’s (2001) Teachers' Sense of
Efficacy Scale?

3) Isthere a relationship between middle school subject area teaching and self-
reported levels of teacher self-efficacy for ESL instructional practices, as
measured by the modified version of Tschannen-Moran and Hoy’s (2001)
Teachers' Sense of Efficacy Scale?

4) What are middle school teachers’ perceptions of ELL student engagement?

5) What instructional strategies do middle school subject area teachers currently
utilize to help them to work with ELLs?

A Likert scale survey was used to measure the self-efficacy of middle school subject
area teachers when teaching ELLs. However, open-ended questions were also created in
order to give a more informed picture of how middle school teachers view their self-
efficacy when teaching ELLs. Follow-up interviews of volunteers were completed to
allow a more in-depth analysis of middle school teachers’ views.

Limitations, Assumptions, and Design Controls
Some limitations of my study include the fact that survey results were dependent
on participant responses from the survey as well as volunteers allowing me to interview
them for my study. Another limitation was my limited expertise as a researcher. This was
my first time interviewing teachers and they may not have been comfortable with my
questions. I may also have received inaccurate information. Furthermore, my results were
not generalizable to all middle school subject area teachers in the US because there was a

specific focus on only South Carolina subject area middle school teachers. There was also



a small sample size that would not allow for generalization to all middle school teachers
in South Carolina. The data collected relied on self-reporting by participants on the
survey with only their perceptions of their beliefs about their own self-efficacy with
teaching ELLs. No other sources were used to corroborate their views about themselves
because the survey was anonymous.

The qualitative part of the study was limited by the number of participants. Also,
a limited number of teachers of color participated in the study, which could have affected
the results of the study. Only volunteers that took the survey were interviewed, therefore,
limiting the pool of participants and their views.

My assumptions about my research are based on my experience as a middle-class,
White female with a background in teaching middle school, ESL, and Spanish. I fit the
prototypical stereotype of teachers within the US due to my economic status and race.
However, my education includes a B.A. in Spanish and an M.A. in TESOL, and my
background experiences may be more diverse than the typical teacher that is portrayed in
the literature.

| taught middle school Spanish for six years, elementary school for one year, and
adult ELLSs for over three years. | was a teaching assistant at my university for the
undergraduate course Teaching Reading & Writing K-5 to English Language Learners. |
have co-taught a graduate level middle school curriculum course twice. | also taught
reading, writing, and grammar courses to adults in an intensive English program for
international students at a university in the southeast. Furthermore, | was a guest lecturer

for three different ESL courses at a different university in the southeast. I’ve also
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volunteered for over 15 years as an ESL, reading, writing, and math tutor in K-12
classrooms at different public schools in Colorado, Minnesota, and South Carolina. I’ve
traveled throughout the US as well as Europe, Mexico, Costa Rica, and Canada. My
teaching, volunteering, and travel have all influenced my opinions, beliefs, and research.
An assumption that I’ve made is that my background experiences have been different
from my participants, and this has had an impact on how | conducted and viewed my
research. Another assumption that | made based on my experiences talking to middle
school teachers prior to my study was that middle school teachers in South Carolina were
receiving little to no ESL professional development, and that this would have a negative
impact on their self-efficacy when teaching ELLS.

In order to have control over my design, | used Tschannen-Moran and Hoy’s
(2001) Teachers' Sense of Efficacy Scale because it is an established instrument that was
validated by the authors and found to be a reliable instrument. A pilot study was
conducted and a factor analysis completed on my modified TSES instrument to determine
validity and reliability. Qualtrics was used to collect survey data and control which
participants took the survey. Control was created in the first question of the survey, which
asked: “Do you teach at a middle school in South Carolina? ” If participants answered
“no” then they were not allowed to continue with the survey. Participants were also
automatically divided by subject area according to their responses on the survey to make
analysis more efficient.

Inter-subject equalization was attempted by offering an opportunity for

participants to win gift cards. By offering an incentive to participate, | hoped to
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encourage a diverse group of subject area middle school teachers to take my survey and
then participate in an interview.
Research Design Overview

The use of mixed methods research has been shown to create a stronger study
because it includes both qualitative and quantitative research (Creswell & Clark, 2007).
The research questions that | created for my study reflected both quantitative and
qualitative parts. Based on my choice of research questions, | determined that the use of
an exploratory mixed methods design would best fit my research study because it
encompasses both quantitative and qualitative design features. A QUAN-qual model was
used. The qualitative part of the design was influenced by the results of the quantitative
phase of the study creating a more informed picture of the challenges that middle school
teachers face with their self-efficacy when teaching ELLs.

Data collected for the study include survey responses for demographic
information, Likert scale self-efficacy measures, and open-ended questions. Responses
were analyzed using the Statistical Package of the Social Sciences (SPSS). Interviews of
volunteers from the survey were also conducted, audio-taped, and then transcribed for
analysis. A qualitative content analysis approach (Guba & Lincoln, 1981; Lincoln &
Guba, 1985) was used to analyze interviews. Four themes were created to assist in
analyzing the data. Interviews were placed in one of the four themes and then coded.

Key Terms Defined
English language learners (ELLs): Students for whom English is not their primary

language, and need academic assistance with learning English.
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English as a Second Language (ESL) programs: The name of English programs for ELLs
at many schools throughout the US.
Teachers of English Speakers of Other Languages (TESOL): Teachers with special
certification and degrees/endorsements for teaching ELL students.
Teacher self-efficacy: The belief that a teacher has in herself/himself to be able to teach
subject matter effectively.
TSES: Teachers' Sense of Efficacy Scale
PELS: Primary English Language Speaking Students

Summary

This chapter has presented the challenge, rightly imposed upon our educational
system by the Supreme Court, to provide equal opportunity for educational success to all
students, including ELLs.

This chapter included an overview of the research study of middle school teacher
self-efficacy when teaching ELLs. It also presented an overview of the theoretical
framework based on Bandura’s theory of self-efficacy, and provided the research
questions that guided the study as well as a brief description of the research design and a

definition of terms.
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CHAPTER TWO
REVIEW OF THE LITERATURE

The purpose of this study was to determine whether the level of self-efficacy of
licensed, middle school subject area teachers who teach English language learners (ELLS)
in South Carolina differed, depending upon the subject area taught (English, math,
science, or social studies).

A literature review was completed in order to determine the literature already
available in the field on ELLs in the United States with a specific focus on South
Carolina; the self-efficacy of subject area middle school teachers, and teacher self-
efficacy when teaching ELLs. This review was also completed to help me interpret the
findings of my own research.

A broad search of the literature included the use of the Clemson University library
electronic databases: Education Research Complete, Academic Search Complete,
OneSearch, ERIC, Education Full Text, PsychINFO, Social Sciences Full Text, Teacher
Reference Center, Humanities Full Text, and Google Scholar. The following key words
were used in the database searches: teacher self-efficacy, adolescent English language
learners, teacher confidence, English learners, middle school students, adolescents,
middle school teachers, Bandura, Bandura’s self-efficacy theory, Bandura’s social
cognitive theory, social cognitive theory, social cognitive theory AND teachers, self-
efficacy AND teachers, self-efficacy AND teachers AND English language learners,
teacher self-efficacy AND middle school students, teacher self-efficacy AND middle

school teachers, teacher self-efficacy AND adolescents, teacher self-efficacy AND
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adolescent English language learners, teacher confidence AND English language

learners. The following search criteria for articles were utilized: articles written and

published in English only; articles published in 1965 or later; scholarly and peer-

reviewed articles and journals; and additional resources, including internet websites.

Relevant articles were mined from those found during the literature review.
Change and Challenge

Although student diversity in schools has increased by record numbers, teachers
continue to be mainly female, European American, monolingual, and middle class with
teachers of color being in the minority (Darling-Hammond & Bransford, 2005; Rodriguez
& Kitchen, 2005). Not only do the language, culture, and race of most teachers differ
from their students, but their experiences and biographies are vastly different from them
(Darling-Hammond & Bransford, 2005).

In order to improve the relatability of middle class, White female teachers to their
ELL students, there is a need for them to seek out the backgrounds of their students and
use that information to make informed instructional decisions in their teaching methods
(Gutierrez & Rogoff, 2003).

Darling-Hammond and Bransford (2005) state “to develop inclusive classrooms
teachers need to be able to observe, monitor and assess children to gain accurate feedback
about their students’ learning and development” (p. 262). Teachers need to plan different
ways to connect the subject matter that they plan to teach to the students they are teaching
(Darling-Hammond & Bransford, 2005). This will allow all students access to the subject

matter.
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The Importance of Self-Efficacy

People are influenced by their previous experiences both successful and failed, as
well as the messages of other people and their successes and failures (Ormrod, 1999),
which all contribute to self-efficacy development. Self-efficacy is further differentiated
from other concepts such as self-esteem or confidence by its task-specific focus in
particular situations (Bray-Clark & Bates, 2003; Ormrod, 1999; Tschannen-Moran, Hoy,
& Hoy, 1998).

Rotter’s (1966) concept of "locus of control" has been cited extensively
throughout the literature as one of the seminal works of self-efficacy research. Rotter
developed a scale to determine peoples tendencies toward internal control (a situation or
event was within their control) versus external control (they had no control over what
would happen in a situation or event), and how that belief would influence their behavior.
Since Rotter’s research was completed, many studies have followed, with research
expanding the literature on the area of self-efficacy.

One such researcher is Albert Bandura. He believes that both outcome
expectations and efficacy expectations play a key role in behavior (Guskey & Passaro,
1994). According to Bandura (1997), people who believe they don’t have the ability to
generate results will not try to make things happen for themselves. Self-efficacy theory
recognizes the diverse abilities of humans, and “...treats the efficacy belief system not as
an omnibus trait but as a differentiated set of self-beliefs linked to distinct realms of
functioning” (Bandura, 1997, p. 36). Self-efficacy theory doesn’t measure the skills one

already possesses, but instead measures one’s beliefs about what one can accomplish in
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different conditions with whatever skills one has at their disposal (Bandura, 1997).
Experiences with success do not automatically create expectations of personal efficacy
because people create ways of protecting themselves; however, when their experiences
challenge their established beliefs about their self-efficacy, they still may not change their
beliefs if they are able to disregard the significance of the experience (Bandura, 1977).

Self-efficacy is more likely to have a positive effect on performances that involve
personal skill instead of luck or other supports (Bandura, 1977). On the other hand, with
failures there can be an expectation that self-efficacy will decrease if it is attributed to
skill rather than to rare situational circumstances (Bandura, 1977). Different situations
may require better skills and more demanding performances, and therefore may entail a
greater chance of negative results than other situations (Bandura, 1977). Whether a
person views themselves as efficacious or inefficacious will affect their level of effort,
their attitude, and whether they ascribe failure to an inadequate ability level (Bandura,
1986). Each person has a different reaction to situations. For example, some people have
a fear of public speaking, which would carry a higher risk for them of a negative
consequence, while other people have different fears to overcome to increase their
feelings of self-efficacy.

According to Bandura (1977), individual differences that people possess, such as
skills and motivation can play a key role in their performance. When people believe they
are inefficacious, intimidating situations will cause them anxiety and actually increase

their risk of failure (Bandura, 1986).
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However, when people perceive themselves as efficacious, they are generally able
to handle potential threats with a positive attitude, and are not fearful or trying to avoid
dealing with threats (Bandura, 1986). Many people who have a high level of self-efficacy
also develop resilient self-efficacy in which they learn to persevere and give sustained
effort when confronted with difficult tasks (Bandura, 1989). People change “judgments
of their efficacy on the basis of direct mastery experiences; social comparisons through
vicarious influences; inferences from bodily states; and varied forms of social persuasion,
including bogus feedback of attainment, arbitrary attributional interpretations, and
monetary lures” (Bandura, 1986, p. 367). Self-efficacy can also be enhanced through the
encouragement of others, observing the success of others, and one's own successes
(Ormrod, 1999).

There are four principal sources of self-knowledge about the efficacy that a
person possesses: (a) performance attainments; (b) vicarious experiences through
observation of others; (c) verbal persuasion and other social influences; and (d)
physiological states (Bandura, 1986). In other words, people can learn through not only
personal experiences, but also vicariously, by watching other people and their behavior,
and by learning from the consequences of that observed behavior (Bandura, 1986).
Vicarious experiences that involve the observations of others are important in increasing
self-efficacy (Bandura, 1986, 1997; Ormrod, 1999).

There are also extremes in efficacy beliefs: those that have a high level of self-
efficacy and overestimate what they are capable of doing, sometimes causing themselves

unneeded disappointment and other problems; while those who have a lower sense of
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self-efficacy may underestimate what they’re capable of doing, thus limiting themselves
and the activities they are willing to try (Bandura, 1986, Ormrod, 1999).

Perceived self-efficacy is a belief in yourself and in what you can do with the
skills you possess in the different sets of conditions in which you may find yourself
(Bandura, 1997). Bandura (1986) found that social persuasion was one way of increasing
a person's judgments of self-efficacy. Bandura (1978) also discovered that self-efficacy
and behavior have a shared relationship: self-efficacy beliefs are correlated with the task
or situation; they are an “active and learned system of beliefs held in context” (Delinger,
Bobbett, Olivier & Ellett, 2008, p. 754) that produce behavior.

Teacher Self-Efficacy

Researchers believe Bandura is a pioneer in the creation of a theoretical
framework for teacher self-efficacy (Coladarci, 1992). The focus of this research study is
on middle school subject area teacher self-efficacy; therefore, Bandura’s theoretical
framework fits well with this study.

There are two types of efficacy with regards to teachers, teacher efficacy and
teacher self-efficacy. Both types of efficacy began to appear in education research during
the same time period (Dellinger et al., 2008). However, teacher efficacy puts the focus on
affecting student performance, and is defined as the belief that teachers can have an
impact on student learning (Guskey & Passaro, 1994). Teacher self-efficacy is discussed
by Hines (2008), and he writes about how Bandura considers the judgement of the ability
of teachers to have their students achieve at the level they desire as the definition of

teacher self-efficacy. Bandura believes teacher self-efficacy is influenced by mastery
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experiences, vicarious experiences, and social persuasion. The difference between the
two types of efficacy can be made more explicit with an example: the belief that
generally teachers have the capacity for a certain type of instruction. However, if
individual teachers don’t possess that same belief in themselves, then they lack teacher
self-efficacy, and instead have only general teacher efficacy (Coladarci, 1992).

According to Gibson and Dembo (1984), Bandura’s construct of teacher self-
efficacy when applied as an “outcome expectancy would essentially reflect the degree to
which students can be taught given their family background, socioeconomic status, and
school conditions” (p. 574). A teacher's sense of efficacy can have a profound effect on
the motivation and achievement of her or his students (Caprara, Barbaraneli, Steca, &
Malone, 2006; Chacén, 2005; Chong, Klassen, Huan, Wong, & Kates, 2010; Hoy &
Spero, 2005). The behavior of teachers’ and their pedagogical choices can also be
affected by their sense of self-efficacy (Chacon, 2005). In Hines (2008) study of 7th-
grade math students, he found that teacher self-efficacy had the highest level of influence
on the achievement differences of student participants. Students who had teachers with
high levels of self-efficacy achieved higher test scores than those with low self-efficacy.
Caprara et al. (2006) also found in their research on self-efficacy that teachers’ levels of
self-efficacy affected their students’ motivation, achievement, and success at school.

In their seminal piece of research on reading achievement, Armor, Conry-
Oseguera, Cox, King, McDonnel, Pascal, Pauly and Zelman (1976) found that students
who had efficacious teachers experienced higher reading achievement. Ashton and

Webb’s (1986) study agreed with the findings of the RAND corporation studies by
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Armor et al. (1976) and Berman and McLaughlin (1978) that a direct relationship exists
between the achievement of students and the self-efficacy of their teachers. In the study
by Ashton and Webb (1986), they found that teachers with a low sense of self-efficacy
became frustrated and sometimes angry with low-performing students and did not show
that they shared any of the responsibility for the academic failure of their students.
However, teachers with a high sense-of-efficacy held the opposite view and believed that
low-performing students could be successful, with their help.

A review of the literature by Jerald (2007), found that teacher self-efficacy played
a large part in how teachers plan and organize, how willing they are to try new methods,
how resilient they are when faced with adverse situations, what patience they exhibit
when working with difficult students, and the frequency with which they refer students to
be tested for special education services. Teachers with higher self-efficacy responded
much more positively to these situations. Bandura (1997) found that “teachers who
believe strongly in their instructional efficacy tend to rely on persuasory means rather
than authoritarian control and to support development of their students’ intrinsic interest
and academic self-directedness” (p. 241).

As research demonstrates, a causal relationship exists between teachers who feel
inefficacious, and the effect that such a belief or feeling can have on their students’
academic achievement (Ashton & Webb, 1986). The influential effects “of the home,
community, and culture assume an important role in life in classrooms, affecting both the

teacher and students in subtle and complex ways” (Ashton & Webb, 1986, p. 12).
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Differences in race, socioeconomic status, or culture between teacher and parents
may also contribute to teachers’ low self-efficacy where the teacher is unwilling to
attempt an understanding of those differences (Ashton & Webb, 1986). Generally,
teachers with a high sense of self-efficacy are more willing to try new teaching
techniques and continue trying new strategies even when they are difficult (Bray-Clark &
Bates, 2003).

Collier (2005) summarized Ashton (1984), and Ashton and Webb’s (1986)
findings on teachers’ efficacy in her article. She wrote that efficacious teachers:

(1) view the role of teacher as important and meaningful work; (2) set high

expectations for student performance; (3) take personal responsibility for student

learning, examine their own performance in light of student failure and develop
improved instructional strategies to meet their students’ needs; (4) engage in goal
setting for themselves, the profession of teaching and their students; (5) exhibit
confidence in their ability to affect student learning; (6) view themselves and their
students as partners in the learning process; (7) expend greater effort and persist

longer in assisting student learning (p. 352).

Bandura (1993) found that context itself can also play a particularly important
role in self-efficacy because it is not a fixed state, but instead can change depending on
the situation. Teachers may feel a high sense of self-efficacy when teaching one type of
content while experiencing a lower sense of efficacy while teaching a different type of
content. In Chacén’s (2005) study on English as a Foreign Language (EFL) teachers’

sense of self-efficacy while teaching in VVenezuela, she found that the higher the teacher

22



believed her proficiency in English reading, listening, writing, and speaking, the higher
her sense of self-efficacy.

However, the findings from Guskey and Passaro’s (1994) study dispute
Bandura’s outcome and self-efficacy expectations. They found that while “Bandura's
(1986) ideas about outcome and efficacy expectations may be helpful in interpreting
causal attributions in many contexts, their direct extension to defining the dimensions of
teacher efficacy appears inaccurate” (p. 640). They believe that Bandura’s ideas could be
applied to a more global view, but that it’s inaccurate at a more individual teacher level
(Guskey & Passaro, 1994).

Bandura’s (1997) book on self-efficacy reviewed many different experimental
studies of self-efficacy. He found that the results consistently showed that the level of
motivation and performance is affected by efficacy beliefs; “they predict not only the
behavioral changes accompanying different environmental influences but also differences
in behavior between individuals receiving the same environmental influence, and even
variation within the same individual in the tasks performed and those shunned or
attempted but failed” (p. 61). If a person is lacking the subskills needed to practice
personal agency, then the person will be unable to produce a novel performance and
efficacy beliefs, and will be unable to raise and maintain motivation (Bandura, 1997).
“Belief in one’s learning efficacy activates and sustains the effort and thought needed for
skill development. Conversely, self-inefficacious thinking retards development of the
very subskills upon which more complex performances depend” (Bandura, 1997, p. 61).

Bandura (1997) also believes tha