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Abstract 

In this study we examined the ways in which 
experience with a relational approach to educa- 
tion, the Responsive Classrootn (RC) Approach, re- 
lated to teachers' beliefs, attitudes, and teaching 
priorities. Questionnaire and Q-sort data were 
collected for a sample of 69 teachers in grades 
kindergarten through 3 at 6 schools (3 schools 
in their first year of RC implementation and 3 
comparison schools) in a district with a diverse 
student body (54% ethnic minorities, 35% eli- 
gible for free or reduced-price lunch). Findings 
showed that teachers who reported using more 
RC practices reported greater self-efficacy beliefs 
and teaching practice priorities that were consis- 
tent with those of the RC approach. Teachers at 
RC schools were also more likely to report posi- 
tive attitudes toward teaching as a profession 
and to hold disciplinary and teaching practice 
priorities that were aligned with the goals of the 
RC approach. Findings are discussed in relation 
to the teacher and school changes that accom- 
panied implementation of the RC approach. 

Teachers' beliefs, attitudes, and teaching 
priorities have become a topic of national 
importance. The National Commission on 
Teaching and America's Future reported 
that one-third of new teachers leave the pro- 
fession within 3 years and that many more 
people leave than enter the teaching field 
(NCTAF, 2003). Decades of research and 
theory have described the complexity and 
challenge that teachers face in their work- 
place. This, in combination with contem- 
porary problems, such as low financial re- 
ward for teaching, budget shortfalls, greater 
range of abilities among children in class- 
rooms, and increased pressure associated 
with accountability, may contribute to 
teachers' dissatisfaction with their jobs and 
thus to less positive and rich c1ass;oom ex-
periences for students. 
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Although most teachers face these stress- 
ors, some teachers feel more efficacious and 
hold more positive attitudes toward teach- 
ing than others. Many researchers have ex- 
amined variability in teachers' beliefs and at- 
titudes (e.g., Ashton & Webb, 1986; Cheng, 
1996; Coladarci, 1992; Hoy & Woolfolk, 
1993; National Center for Education Statis- 
tics, 1997; Ross, 1998). However, little is 
known about mechanisms that improve 
teachers' beliefs and attitudes. This article 
considers the ways in which implementa- 
tion of the Responsive Classroom@ (RC) ap- 
proach relates to teachers' perceptions. Our 
starting premise was that teaching is an in- 
tensely psychological process and that 
teachers' ability to maintain productive 
classroom environments, motivate stu-
dents, and make decisions depends on their 
personal qualities and ability to create per- 
sonal relationships with students (e.g., 
Calderhead, 1996; Pianta, 1999; Watson, 
2003). The RC approach is designed to 
strengthen these personal qualities and 
abilities by providing a set of practices and 
a system of priorities that guide social and 
instructional interactions within the class- 
room and school. The purpose of this arti- 
cle is to examine the degree to which RC 
implementation predicted teachers' self-
efficacy beliefs, attitudes toward teaching, 
disciplinary and teaching priorities, and, in 
particular, whether positive teacher out-
comes were associated with classroom-
based and/or schoolwide intervention ef- 
forts. 

Teachers' Beliefs, Attitudes, and 
Priorities 
Teachers' beliefs, attitudes, and priorities 
are linked closely to their classroom behav- 
ior and practices. As &chardson (1996) de- 
fined them, "Attitudes and beliefs are a sub- 
set of a group of constructs that name, 
define, and describe the structure and con- 
tent of mental states that are thought to 
drive a person's actions" (p. 102). Teachers 
make constant decisions in their class-
rooms, and their beliefs, attitudes, and pri- 

orities provide a framework for these deci- 
sions (Calderhead, 1996; Nespor, 1987; 
Richardson, 1994). For example, if teachers 
encounter a disciplinary problem in the 
classroom, and they feel confident in their 
approach to discipline, they are likely to re- 
spond to the problem in a way that reflects 
an overarching approach to discipline, is 
consistent from day to day, and demon- 
strates effectiveness at dealing with difficult 
situations. To the students, as well as such 
teachers, the teachers will appear comfort- 
able and not overwhelmed by the situation. 
In contrast, teachers who feel less confident 
and effective in their ability to handle dis- 
cipline problems may be less consistent in 
the way that they administer discipline, 
more likely to feel inadequate, and more 
likely to take students' problem behaviors 
personally, believing that children are ex- 
hibiting these behaviors intentionally. Thus, 
understanding teachers' beliefs, attitudes, 
and priorities, as well as how they are sub- 
ject to change in relation to a new interven- 
tion, is important to explaining students' 
and teachers' classroom experience. 

Teachers' Self-Efficacy Beliefs 
Teachers' self-efficacy beliefs (high internal 
locus of control and positive attitude to- 
ward overcoming difficult situations) have 
been linked to their classroom behavior and 
practices (Ashton, Webb, & Doda, 1983) and 
to improved student academic achievement 
(Brophy & Good, 1984; Goddard, Hoy, & 
Woolfolk-Hoy, 2000; Rosenholtz, 1989). 
Teachers who feel efficacious are more 
likely to support positive student attitudes 
toward school (Miskel, McDonald, & 
Bloom, 1983) and toward other children 
(Cheung & Cheung, 19971, as well as to 
have students who report a higher sense of 
self-efficacy (Midgley, Feldlaufer, & Eccles, 
1989). Further, the relation between teach- 
ers' self-efficacy and student performance is 
viewed as bidirectional; teachers feel more 
efficacious when their students do well, and 
students do well when teachers feel more 
efficacious (Ross, 1998). 
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Teachers perceive their sense of self-
efficacy in relation to two social systems 
within their schools. The first guides teach- 
ers' interactions with students (relating to 
classroom goals, teaching tasks, and rela- 
tionships with students), and the second 
links teachers to colleagues and the school 
administration (referring to attainment of 
school goals and relationships with princi- 
pals and colleagues) (Friedman & Kass, 
2002). Typically, teachers perceive greater 
efficacy and control over the classroom than 
the school social system (NCES, 1998a). In 
the present study, we examined self-efficacy 
at both of these levels in relation to the RC 
approach to teaching. 

Teachers' Satisfaction: Attitude 
toward Teaching 
There are many reasons why teachers might 
not hold positive attitudes toward teaching. 
Huberman (1983) described teachers' daily 
experience of "classroom press," that is, the 
fast pace and interpersonal intensity of 
teaching and the classroom environment 
place high demands on teachers. Classroom 
press requires immediate reactions to stu- 
dents, principals, and parents; obligates 
teachers to do many activities simulta- 
neously; and requires that teachers cope 
with unpredictable environments. The con- 
stant stressors that accompany teaching 
prevent teachers from concentrating on 
their long-terms goals, limit their ability to 
reflect on their practices, and increase their 
tendency to rely on personal, experiential 
knowledge rather than that from other 
sources (Hargreaves, 1984). 

As with self-efficacy, some teachers rise 
above these constraints and report more sat- 
isfaction and less stress associated with be- 
ing teachers (Evans & Johnson, 1990). The 
National Center for Education Statistics 
(NCES, 1997) surveyed more than 50,000 
teachers from all grades and reported that 
teachers were more likely to feel satisfied 
with teaching if they perceived more sup- 
port from parents, better control over chil- 
dren's classroom behavior, and more influ- 

ence on school policy and decision making. 
These attitudes toward teaching appear to 
be transmitted to students. Cheng (1996) 
surveyed nearly 1,500 primary school 
teachers in Hong Kong and found that 
those who reported greater professionalism 
(i. e., commitment to the profession, com- 
mitment to students) were more likely to 
feel satisfied with extrinsic rewards and au- 
tonomy in their work, to be confident about 
the expectations for their work, and to feel 
that their job is meaningful. Further, teach- 
ers reporting greater professionalism were 
more likely to have students who reported 
positive attitudes toward peers, schools, 
and learning. Thus, teachers' attitudes to- 
ward teaching have important implications 
for understanding the classroom environ- 
ment. 

Teachers' Priorities 
Each teacher holds sets of priorities that in- 
form his/her discipline and classroom man- 
agement style and instructional practices. 
These priorities are multidetermined, stem- 
ming partly from teachers' personal attrib- 
utes and the school culture (Nespor, 1987; 
Rosenholtz, 1989). Some practices and strat- 
egies are learned in teacher training, some 
are acquired through on-the-job socializa- 
tion in schools, and some are learned 
through interventions such as the RC ap-
proach, which is designed to help teachers 
develop classroom management and in- 
structional skills. 

Discipline and Behavior Management 
Research has indicated that teachers who 

maximize student engagement in academic 
activities and minimize time in transition or 
dealing with behavior problems produce 
greater student achievement (e.g., Brophy & 
Evertson, 1978; Wang, Haertel, & Walberg, 
1993). Such research raises questions about 
effective discipline and behavior manage- 
ment strategies for decreasing time in tran-
sition and correcting misbehavior. Teachers 
value different means of reaching these 
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goals. Proponents of humane behavior man- 
agement point to the advantages of rein- 
forcement strategies, shaping, and response 
costs to make transitions efficient and reduce 
discipline problems (Justen & Howerton, 
1993; Walker, Colvin, & Ramsey, 1995). In 
contrast, proponents of relational ap-
proaches to schooling, such as the RC ap- 
proach, emphasize developing relationships 
with each child, spending time on commu- 
nity building, and setting up routines in the 
classroom to achieve these same goals (Bat- 
tistich, Solomon, f im, Watson, & Schaps, 
1995; Cohen, 2001; NEFC, 1997). Both ap- 
proaches are used frequently. 

Teaching Practices 
Teachers vary widely in the practices 

they use. Research points to the combina- 
tion of high-quality social and instructional 
support for learning to improve student 
outcomes (National Institute of Child 
Health and Human Development Early 
Child Care Research Network [NICHD-
ECCRN], 2002a), a combination that is ex- 
emplified in the goals of the RC approach. 
Specific practices have been found to be im- 
portant tools. For example, emotional sup- 
port for learning (e.g., positive interactions 
between teachers and children and a posi- 
tive social classroom climate), as well as in- 
structional support for learning (e.g., teach- 
ers' frequent use of evaluative feedback and 
instructional conversation) have been 
linked to student engagement in first grad- 
ers (NICHD-ECCRN, 2002a). Corrective 
comments and modeling have been de- 
scribed as practices that improve children's 
classroom behavior, foster a classroom at- 
mosphere well-suited for learning, and pro- 
vide students with a sense of class mem- 
bership (Wang et al., 1993). Teachers' use of 
sustaining feedback (cueing children until 
they reach the right answer) and confirming 
feedback (indicating that an answer is cor- 
rect) has been associated with improved 
reading scores in kindergarten (Meyer, War- 
drop, Hastings, & Linn, 1993). Student re- 
flection on what does and does not work 

has been shown to be related to students' 
ability to transfer learning to new situations 
(Palincsar & Brown, 1984; Scardamalia, Ber- 
eiter, & Steinbach, 1984). Teachers have lim- 
ited time in their classrooms and thus use 
some practices more often than others. 

Teachers' Beliefs, Attitudes, and 
Priorities in Relation to an 
Intervention 
Interventions have been developed to shift 
teachers' self-efficacy beliefs, attitudes, and 
priorities. These interventions can operate 
at the classroom or school level or both. At 
the classroom level, Ross (1998) described 
interventions that enhanced teachers' self- 
efficacy by strengthening their instructional 
skills. At the school level, Rosenholtz (1989) 
found that schoolwide management of stu- 
dent behavior could be a resource for teach- 
ers. A single set of standards for behavior, 
enforced collectively by teachers and ad- 
ministrators, appeared to improve teachers' 
perception of their effectiveness. Thus, al- 
though it is difficult to change teachers' be- 
liefs, attitudes, and priorities (Evans, 1996), 
multilevel interventions have been aimed 
toward this goal. 

The Responsive CZassroom Approach 
Developed by classroom teachers at North- 
east Foundation for Children, The Respon- 
sive Classroom approach to teaching consists 
of specific practices for bringing together 
social and academic learning throughout 
the school day. Since 1981, 35,000 teachers 
have been trained in the RC approach and 
100 schools have adopted the RC approach 
schoolwide. 

The RC approach emphasizes teacher 
empathy and the provision of structure 
with the goal of helping students develop 
self-control. Empathy helps teachers know 
children and perceive their relational needs, 
and structure helps teachers provide guide- 
lines and limits for student behavior (Char- 
ney, 1991). The RC approach recommends a 
set of practices to help teachers create class- 
room environments that enhance children's 
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feelings of belonging, foster their social 
skills, consider children's developmental 
levels, connect families to students' learning 
goals, and, in turn, produce an environment 
that is conducive to academic learning. 
More important, these classroom practices 
are reinforced by a consistent schoolwide 
approach to discipline, community, and ex- 
pected behavior. 

RC Practices 
Classroom practices are designed to pro- 

mote children's sense of investment in the 
learning process and integrate caring into 
the daily routine. Examples of specific com- 
ponents include: (1) Morning Meeting, a 
daily meeting that builds community and 
fosters connection between social and aca- 
demic learning; (2) Rules and Logical Con- 
sequences, a proactive approach to disci- 
pline that helps children acquire self-control 
and take responsibility for their actions 
(e.g., shared establishment of classroom 
rules, reminding and redirecting as key 
tools); and (3) Academic Choice, a choice- 
based approach to activity-based learning 
that increases children's investment in 
learning and creates a forum for reflection 
with peers. School practices reinforce class- 
room practices. RC schools develop a sys- 
tem of discipline that is used consistently 
throughout the school and promote com- 
munity building in the child and adult com- 
munities. Practices promote self-reliance, 
build a sense of classroom and school com- 
munity, increase students' sense of respon- 
sibility for belongings, and help them be- 
come invested in learning. See Appendix A 
for further description of RC practices. 

Most germane to the goals of the present 
study, the RC approach helps teachers re- 
examine their attitudes and beliefs about 
classroom teaching, discipline, and chil-
dren. It counteracts "classroom press" by 
providing teachers an opportunity to reflect 
on and improve their interactions with chil- 
dren. Consulting teachers, trainers certified 
through a multiyear training process, train 
teachers and administrators in the RC ap- 
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proach. In schools implementing the RC ap- 
proach schoolwide, initial weeklong train- 
ing sessions are followed by network 
meetings (i.e., meetings led by consulting 
teachers for all teachers to discuss and re- 
flect on problems with other RC teachers 
from within and outside their school) and 
twice yearly coaching sessions (i.e., the con- 
sulting teacher observes between one and 
three of the RC components and meets with 
a teacher to reflect on this observation). 
Teachers participate in training sessions, 
network meetings, and coaching sessions to 
learn how to implement a new set of prac- 
tices in their classrooms. RC principals typ- 
ically designate a time for teachers to meet 
and collaborate on problems that arise. 

Research on the Effectiveness of the RC 
Approach 
Case studies and preliminary evalua- 

tions have examined the effectiveness of the 
RC approach (e.g., Charney & Kriete, 2001; 
Elliott, 1999). For example, this research 
suggested that children who experienced 
RC practices for a year showed improved 
social skills and reduced problem behav- 
iors, creating classroom conditions that 
were more conducive to learning (Elliott, 
1999). To date, no systematic research has 
been conducted on the ways in which RC 
contributes to teachers' attitudes and be- 
liefs. In 2001, Rimm-Kaufman, Pianta, La 
Paro, and Sawyer began the Social and Ac- 
ademic Learning Study (SALS), a 3-year 
study of the effectiveness of the RC ap- 
proach. This quasi-experimental, longitudi- 
nal study of six schools (three intervention, 
three comparison) is examining the follow- 
ing questions: (1)How do teachers' attitudes 
and beliefs change as a function of RC im- 
plementation? (2) How do teachers' attitudes 
and beliefs serve as mechanisms of change 
in children's academic and social skills? and 
(3)How do schoolwide adoption and imple- 
mentation of the RC approach relate to chil- 
dren's social and academic outcomes? 

The present article is the first in a series 
of reports to emanate from this study and 
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addresses two questions about teachers' 
contemporaneous beliefs, attitudes, and 
priorities associated with RC training and 
implementation. First, how do teachers' ex- 
periences with the RC approach relate to 
their self-efficacy beliefs and attitudes to- 
ward teaching? We predicted that teachers 
with greater exposure to the RC approach 
(through teaching at an RC school, using RC 
practices, and training and access to RC re- 
sources) would experience greater feelings 
of self-efficacy and more positive attitudes 
toward teaching. Second, how do teachers' 
experiences with the RC approach relate to 
their priorities for disciplinary and teaching 
practices? We expected that the priorities 
and beliefs of teachers with greater expo- 
sure to the RC approach would be more 
closely aligned with those of RC exemplars. 
Thus, this article represents a first step to- 
ward learning about teachers' experience as 
they use the RC approach. 

Method 
Participants 
One hundred forty teachers in grades 

kindergarten through 3 were recruited to 
participate in SALS. Almost half (48.6% at 
RC schools and 50% at comparison schools) 
enrolled, resulting in a sample of 69 teach- 
ers in regular education classrooms. The 
teachers taught at one of six public schools 
in an urban district in the Northeast. Three 
schools began schoolwide implementation 
of the RC approach during fall 2001, the first 
year of this longitudinal study. The other 
three were comparison schools and were 
not implementing the RC approach. This 
district had a long-standing interest in the 
RC approach, and, as a result, 20 teachers at 
RC schools and nine teachers at comparison 
schools had been trained prior to 2001 and 
thus may have been using the RC approach 
for a year or more. Table 1 describes the 
teacher and classroom characteristics of the 
enrolled teachers. (Because of the difficulty 
of the Q-sort exercise, the sample size was 
smaller for these analyses; 47 for Q-sort 1 
and 59 for Q-sort 2.) 
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The six schools were diverse with regard 
to ethnicity and socioeconomic status. The 
schools, on average, had 53.6% of students 
who were ethnic minorities (range: 41.9%- 
66%) and 35.3% who were eligible for free 
or reduced-price lunch (range: 29.6%-
41.2%). 

Design and Procedures 
In fall 2001, the research team collabo- 

rated with representatives from the district 
to invite teachers to participate. In October, 
five questionnaires and a set of Q-sort ex- 
ercises were sent to teachers to assess their 
demographic characteristics, use of RC 
practices, training in RC, use of RC re-
sources, self-efficacy attitudes toward 
teaching, and discipline and teaching prac- 
tice priorities. Teachers received a stipend 
of $75 for their participation. 

Three schools were selected by the 
Northeast Foundation for Children (NEFC; 
the founders of RC) for full, schoolwide im- 
plementation of the RC approach. Accord- 
ing to school administrators, many teachers 
at these schools showed interest in the RC 
approach, a criterion for selection. School- 
wide RC implementation is typically a 3- to 
5-year process. Nine participating teachers 
received RC1 training, and five received 
RC2 training during the first year of this 
study. No training occurred for teachers at 
comparison schools. 

All training was conducted by certified 
RC consulting teachers who met these min- 
imal criteria: (1) they had participated in 
RC1 and RC2 training; (2) they applied and 
were accepted to be a consulting teacher; 
(3)they had read a set of articles and books 
and written reflections on them; (4) they had 
been observed in their classroom and 
coached by a certified consulting teacher; 
(5) they had participated in an internship 
and conducted an RC1 training under the su- 
pervision of a certified consulting teacher; 
and (6) they had participated in the RCI pre- 
senters' seminar, a course focusing on de- 
veloping presentation skills and teaching the 
content of RC1 to adult learners. 
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TABLF1 .  Teacher and Classroom Characteristics 

Intervention Schools ( n  = 34) Comparison Schools ( n  = 35) 

Characteristic N M 

Teacher: 
Age
Years experience 
Gender:  

Male  
Female  

Ethnicity:  
European American  
African American  
Hispanic  
Asian American  

Education:  
Bachelor's only  
Master's  

Training i n  RC: 
RC1:  

In previous years  
During year o f  s tudy  
N o  RC1  

RC2:  
In previous years  
During year o f  s tudy  
N o  RC2  

Classroom: 
Class size 
Gender: 

Male  
Female  

Ethnicity:  
African American  
Asian American  
Hispanic  
Native American  
European American  
Other  

Grade:  
Kindergarten  
First  
Second  
Third  

The RC1 training occurred during a 
week in the summer and included an intro- 
duction to the philosophy and basic prac- 
tices of the RC approach (see NEFC, 1997, 
2003a). Teachers observed, practiced, and/ 
or discussed key components of the RC ap-
proach (i.e., Morning Meeting, Rules and 
Logical Consequences, Academic Choice, 
Guided Discovery, Understanding Chil-
dren's Development, Communicating with 
Families). This learning was reinforced with 
follow-up training sessions as follows: (1)an 

SD N M SD 

RC consulting teacher went to the school 
monthly to lead and/or attend network 
meetings, (2) an RC consulting teacher ob- 
served in each teacher's classroom one or 
two times per year from 15 to 60 minutes 
and met with the teacher afterwards for a 
debriefing and reflection, and (3) nine RC 
core members in the district were selected 
by NEFC for their expertise and interest in 
RC to receive additional training and pro- 
vide support for newly trained RC teachers 
through peer observations and leadership 
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in home groups (small groups of mixed- 
grade teachers in a school who met one or 
two times per month). 

The RC2 training occurred on 5 days 
spread across the school year. This second 
training reinforced the first training and pro- 
vided more depth about the philosophy and 
practices of the RC approach. RC2 focused 
on advanced strategies such as procedures 
for problem-solving class meetings, a shift in 
teacher language from praise to encourage- 
ment, and a greater range of strategies for 
working with and believing in the potential 
of children showing behavior problems. 

The principals met with RC consulting 
teachers three times during the first year of 
implementation to facilitate schoolwide im- 
plementation of the RC approach. These 
meetings helped principals rethink their 
adult community (e.g., reorganize staff meet- 
ings, create home groups), begin the devel- 
opment of a schoolwide discipline plan (e.g., 
appoint a committee of teachers to create a 
universal approach to discipline), and im- 
prove the social climate of the school (e.g., 
start community building for children and 
teachers). 

Measures 
Demographic and Classroom Descrip- 

tion Questionnaire. This 22-item question- 
naire provided descriptive information 
about teachers. Twelve items asked teachers 
to provide demographic information, such 
as age, experience, education, ethnicity, and 
other characteristics. Ten items asked teach- 
ers to provide information about their class- 
rooms, such as number and race of students. 

Classroom Practices Measure. The Class- 
room Practices Measure assessed teachers' 
implementation of the RC approach. This 41- 
item measure was designed for this study. 
Each of the first 34 items provided teachers 
with two statements, each representing a 
classroom practice (one was not at all char- 
acteristic of RC practices, and one was very 
characteristic of RC practices). Classroom 
practices were not described using RC ter-
minology to avoid biasing teachers' re-
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sponses. Teachers rated the degree to which 
they used each RC practice. The items asked 
teachers about their use and characteristics 
of: (1) hand signals; (2) classroom opening 
exercises; (3) classroom rules and conse-
quences; (4) classroom organization; (5) in- 
troduction of materials; (6) student choice; 
(7) student reflection; (8) assessment and 
parent communication; (9) time-out; and 
(10) problem-solving class meetings. For ex- 
ample, one item assessing use of rules and 
logical consequences ranged from, "Teachers 
use praise and reward to reinforce the rules" 
to "The teacher reminds, reinforces, and re- 
directs children in their practice of the rules." 
Reliability was computed for the 34 class- 
room practices items, resulting in a Cron- 
bach's alpha of .91. The remaining seven 
items were open-response questions and 
queried teachers about their classroom man- 
agement and discipline strategies. These 
items were coded on a five-point scale, 
where zero equaled inconsistency, three 
equaled partial consistency, and five equaled 
consistency with RC practices. Two raters 
agreed at a level of 85% or above for the total 
of these items. Mean scores were computed 
as an indicator of reported use of RC class-
room practices. 

Teacher Resources Questionnaire. This 
nine-item, custom-designed questionnaire 
measured teachers' training in and expo- 
sure to the RC approach. The measure 
asked about level of RC training (e.g., 
none, RC1, RC2) and frequency of use of 
resources related to the RC approach (e.g., 
reference to RC books and web site, partic- 
ipation in network meetings, and consul- 
tation with RC trainers). Mean use of RC 
resources was computed. 

Teacher Self-Efficacy Measure. Teachers' 
feelings of self-efficacy were assessed using 
a 19-item questionnaire used in the NICHD- 
ECCRN (2002b) study and adapted from 
Bandura (1993). Four components of per- 
sonal self-efficacy were assessed: (1) disci- 
plinary self-efficacy (three items; e.g., "How 
much can you do to get children to follow 
classroom rules?" and "How much can you 
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do to control disruptive behavior in the 
classroom?"); (2) instructional self-efficacy 
(nine items; e.g., "How much can you do to 
get through to the most difficult students?" 
and "How much can you do to overcome 
the influence of adverse community condi- 
tions on students' learning?"); (3)efficacy to 
create a positive school environment (five 
items; e.g., "How much can you do to make 
students enjoy coming to school?" and 
"How much can you do to help other teach- 
ers with their teaching skills?"), and (4) effi-
cacy to influence decision making (two 
items; e.g., "How much can you influence 
the decisions that are made in your school?" 
and "How freely can you express your views 
on important school matters?"). Teachers 
rated their level of self-efficacy on a scale of 
1 to 5 (where 1 indicated teachers had no 
feelings of efficacy in the specified area and 
5 indicated teachers had very strong feelings 
of efficacy in the specified area). Cronbach 
alphas for each component ranged from .65 
to .79. The internal reliability for the 19 self- 
efficacy items was .91. Means were com-
puted for each type of self-efficacy. 

Attitude toward Teaching as a Career 
Measure. Teachers' attitudes toward teach- 
ing as a career were assessed through a 17- 
item questionnaire. Items were compiled 
from the satisfaction and job-related stress 
scales developed by Evans and Johnson 
(1990) and from the Public School Teacher 
Questionnaire: Schools and Staffing Survey 
(NCES, 1999). Teachers rated their agree- 
ment with statements about the teaching ca- 
reer on a scale of 1 to 5 (where 1 indicated 
strongly disagree and 5 indicated strongly 
agree, except for negative items). Examples 
included, "I feel that I experience a lot of 
autonomy in my work as a teacher," "I feel 
that my workload as a teacher is too heavy," 
and "Routine duties and paperwork inter- 
fere with my job of teaching." Reliability was 
computed resulting in a Cronbach alpha of 
.65. Negative items were reversed and mean 
values were calculated. 

Teacher belief Q-sort (TBQ). Teachers 
completed 20-item Q-sort exercises to assess 
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their priorities. Q-sort 1 examined teachers' 
priorities or views of the importance of 
teacher behaviors related to discipline and 
behavior management, and Q-sort 2 exam- 
ined teachers' teaching practice priorities. 
We designed the Q-sort exercises based on 
research by Brookover (19741, La Paro and 
Pianta (2000), Smith (1993); Solomon, Wat- 
son, Delucchi, Schaps, and Battistich (1988), 
and Wright (1980). The method was adopted 
from Block (1961) and Waters and Deane 
(1985). (See Rimm-Kaufman, Storm, Sawyer, 
Pianta, and La Paro [in preparation] for a 
complete description of the TBQ.) 

Q-sort 1 assessed teachers' priorities 
about classroom discipline and behavioral 
management. Examples of items include, 
"The primary goal in dealing with students' 
behavior is to establish and maintain con- 
trol" and "Peer interactions are best left to 
recess and snack time." Teachers were 
asked to categorize statements into one of 
five categories ranging from "least charac- 
teristic" to "most characteristic" with only 
four statement cards per category. 

Q-sort 2 assessed teachers' rankings of 
classroom practices in terms of importance. 
Examples of items include, "Having a 
morning routine" and "Doing an activity to 
create a sense of community." Teachers 
were asked to categorize statements into 
one of five categories ranging from "least 
essential" to "most essential" with only four 
statement cards per category. 

A criterion Q-sort was computed for 
each Q-sort exercise. First, four XC "exem- 
plars" (one RC teacher, one XC teacher/ 
trainer, and two NEFC cofounders) were 
asked to complete each Q-sort exercise and 
second, rankings (1-5) for each item were 
summed across people to create the addi- 
tive response among the four exemplars. 
The cards were reordered according to the 
additive response to create a criterion Q- 
sort for each Q-sort exercise. Each exemplar 
was asked to repeat each Q-sort exercise 1 
year later as an indicator of reliability. 
Spearman correlation coefficients between 
the sorts at the two times ranged from .67 
to .93, with a mean of 30. 
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The criterion sorts consisted of a fixed 
order of statements that represented the RC 
priorities. Because teachers (and exemplars) 
were allowed only four statement cards per 
category, the system imposed a structure on 
teachers' belief systems and created the 
need to rank statements. Thus, teachers' rat- 
ings of each statement need to be viewed as 
a rank order in relation to the other Q-sort 
statements, a fact that needs to be kept in 
mind in the interpretation of teachers' an- 
swers. Appendix B shows the highest and 
lowest items for the criterion sorts created 
from the RC exemplars. 

Spearman correlation coefficients were 
computed between each teacher's Q-sort 
rankings and the RC criterion sort. This cal- 
culation resulted in a value demonstrating 
the relation between each teacher's sort and 
that of the RC exemplars. This value was 
standardized to a Fisher z and used for sub- 
sequent analyses. 

Analytic Approach 
Descriptive statistics (means, standard 

deviations) and correlation coefficients 
were computed for independent and de- 
pendent variables. Seven four-step regres- 
sion analyses were computed to account for 
variance in the following teacher beliefs, at- 
titudes, and priorities: (1) disciplinary self- 
efficacy, (2) instructional self-efficacy, (3) ef- 
ficacy to create a positive school climate, (4) 
efficacy to influence decision making, (5) at- 
titude toward teaching as a career, (6)align-
ment with RC priorities in discipline, and (7) 
alignment with RC teaching practice priori- 
ties. The same analytic approach was used 
for each regression analysis. The first step in- 
cluded teacher characteristics: grade taught 
(K-3 [O = kindergarten, 1 = first grade, 2 
= second, 3 = third]) and total years of 
teaching experience. The second step in- 
cluded school type (1 = comparison, 2 = 
intervention). The third step described 
teachers' experience with the RC approach 
and included use of RC practices (range: 1-
5, higher numbers reflect greater use), de- 
gree of training in RC (e.g., none = 

0, RC1 = 1, RC2 = 2), and use of RC re- 
sources (range: 1-5, higher numbers reflect 
greater RC resource use). The fourth step in- 
cluded the interactions between school type 
and each variable in step 3 (school type x 
teachers' use of RC practices, school type x 
teachers' degree of RC training, and school 
type x teachers' use of RC resources). Each 
step controlled for the variables in the pre- 
vious step. Assumptions of multicollinear- 
ity, homoscedasticity, and normally distrib- 
uted errors were checked and verified. 
Multicollinearity posed an analytical prob- 
lem for the interaction terms, and these 
were dropped from the analyses. Effect size 
r values were computed based on f values, 
as described in Rosenthal and Rosnow 
(1991), where r = .30 and r = .50 are con- 
sidered medium and large effect sizes re- 
spectively. 

Results 
Table 2 includes correlation coefficients 
showing the following: (1) teachers at RC 
schools were more likely to report experi- 
ence with the RC approach, positive atti- 
tudes toward teaching, and priorities simi- 
lar to RC exemplars; (2) teachers with more 
experience with the RC approach reported 
higher feelings of self-efficacy (for three of 
the four types of self-efficacy) and priorities 
more similar to RC exemplars; (3) teachers 
who were high in one type of self-efficacy 
were likely to be high in another; (4)teachers 
who were more similar to RC exemplars in 
discipline priorities reported more positive 
attitudes toward teaching; and (5) teachers 
who were more similar to RC exemplars in 
teaching practices were higher in two of the 
four types of self-efficacy. 

The first five regression analyses exam- 
ined teachers' experience with the RC ap- 
proach in relation to their sense of self-
efficacy and attitude toward teaching. Table 
3 indicates that these analyses showed no 
association between teacher characteristics 
or school type and teachers' self-efficacy. 
However, after controlling for these two 
variables, we found that teachers who re- 
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TABLE2. Means, Standard Deviations, and Correlation Coefficients among Teacher Characteristics, School Type, Experience with RC, 
and Teachers' Beliefs, Attitudes, and Priorities 

Teacher characteristics: 
1.Grade taught 
2. Years of experience 

School type: 
3. Intervention/comvarison 

Experience with RC: 
4. Use of RC practices 
5. Training in RC 
6. Use of RC resources 

Dependent variables: 
7. Disciplinary self-efficacy 
8. Instructional self-efficacy 
9. Efficacy to create a positive school climate 
10. Efficacy to influence decision making 
11. Attitude toward teaching 
12. Similarity to RC discipline 
13. Similarity to RC teaching 
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TABLE3. Three-Step Regression Analyses Predicting Teachers' Feelings of Self-Efficacy and Attitudes 

Dependent and F Block Change At Each 
Independent Variables Change Significance in R2 Beta Step t Significance 

Disciplinary self-efficacy: 
Step 1: Teacher characteristics: .85 n.s. .03  

Grade taught - .12 - .94 n.s.  
Years of teaching experience .09 .70 n.s.  

Step 2: School type: 3.81 n.s. .05  
RC or comparison .23 1.95 n.s.  

Step 3: Experience with RC: 30.09 ,000 .55 
Use of RC practices .75 7.16 ,000 
Training in RC .05 .45 n.s. 
Use of RC resources .15 1.03 n.s. 

Instructional self-efficacy: 
Step 1: Teacher characteristics: .04 

Grade taught - .04 - .32 n.s. 
Years of teaching experience - .19 -1.54 n.s. 

Step 2: School type: .02 
RC or comparison -.I3 -1.06 n.s. 

Step 3: Experience with RC: .09 
Use of RC practices .32 2.05 .05 
Training in RC - .23 - 1.32 n.s. 
Use of RC resources .11 .51 n.s. 

Efficacy to create a positive school climate: 
Step 1: Teacher characteristics: .13 .00 

Grade taught .03 .22 n.s. 
Years of teaching experience - .05 - .41 n.s. 

Step 2: School type: .71 .O1 
RC or comparison .10 .84 n.s. 

Step 3: Experience with RC: 15.80 .43 
Use of RC practices .67 5.20 ,000 
Training in RC .16 1.61 n.s. 
Use of RC resources .02 .10 n.s. 

Efficacy to influence decision making: 
Step 1: Teacher characteristics: .02 

Grade taught .01 .07 n.s. 
Years of teaching experience .14 1.15 n.s. 

Step 2: School type: .03 
RC or comparison .18 1.51 n.s. 

Step 3: Experience with RC: .21 
Use of RC practices .48 3.29 ,002 
Training in RC .19 1.16 n.s. 
Use of RC resources - .12 -.58 n.s. 

Attitude toward teaching as a career: 
Step 1: Teacher characteristics: .O1 

Grade taught - .I1 -.88 n.s. 
Years of teaching experience .OO - .02 n.s. 

Step 2: School type: .10 
RC or comparison .32 2.76 .01 

Step 3: Experience with RC: .05 
Use of RC practices .27 1.71 n.s. 
Training in RC .09 .54 n.s. 
Use of RC resources - 1 7  -.79 n.s. 

ported using more RC practices reported model was not significant (and thus caution 
greater disciplinary self-efficacy (effect size needs to be taken in interpretation), teach- 
r = .66) and greater efficacy to create a ers who reported using more RC practices 
positive school climate (effect size r = .53) reported higher instructional self-efficacy 
and to influence decision making (effect (effect size r = .24). 
size r = .37).Further, although the overall The analysis used to predict teachers' 
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positive attitudes toward teaching showed 
that school type (teaching at an RC school) 
was associated with more positive attitudes 
toward teaching (e.g., more experience of 
autonomy in work, greater perception of 
support from families) (effect size r = .32). 

The final two regression analyses, 
shown in Table 4, examined the contribu- 
tion of teacher characteristics, school type, 
and experience with the RC approach in 
predicting similarity of teachers' discipli- 
nary and teaching practice priorities to 
those of RC exemplars. The first model ex- 
amined predictors of similarity between 
teachers' discipline and behavior manage- 
ment priorities and RC exemplars. This 
analysis showed that teachers at RC schools 
were more similar to RC exemplars than 
teachers at the comparison schools, after 
controlling for teacher characteristics (effect 
size r = .55). However, there was no rela- 
tion between teachers' reported use of RC 
practices, training in RC, and use of RC re-
sources in predicting this outcome, above 
and beyond variance accounted for in the 
first two blocks. The second model exam- 
ined the prediction of the similarity be- 
tween teachers' teaching practice priorities 
and those of RC exemplars. This analysis 
showed that teachers at RC schools were 
more similar to RC exemplars than teachers 
at comparison schools after controlling for 
teacher characteristics (effect size r = .31). 
In addition, teachers reporting greater use 
of RC practices showed greater similarity in 
their teaching practice priorities to RC ex-
emplars after controlling for school type (ef- 
fect size r = .49). There was no relation be- 
tween training in RC and use of RC 
resources in relation to this outcome. 

Findings from the first five regression 
analyses are presented in Table 3, and re- 
sults of the final two regression analyses are 
in Table 4. The F-change statistic, its signif- 
icance level, and the change in R2 refer to 
the contribution of each block. The amount 
of variance explained by each block of pre- 
dictors is indicated by the change in R2.The 
standardized beta coefficients, t values, and 
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the significance levels presented are the val- 
ues produced from each step. Results from 
the fourth step (interactions) were excluded 
from these tables. 

Discussion 
Three primary findings emerge from this 
study. First, teachers who report using more 
RC practices perceive themselves as more 
efficacious, especially in the social and or- 
ganizational domains. Second, teachers 
who teach at RC schools report more posi- 
tive attitudes toward teaching as a career. 
Third, teachers at RC schools hold priorities 
for children's discipline and teaching class- 
room practices that are more similar to 
those of RC exemplars, and teachers who 
report using more RC classroom practices 
hold teaching practice priorities that are 
more similar to RC exemplars. Taken to- 
gether, these results point to the contribu- 
tion of schoolwide implementation of the 
RC approach for predicting teachers' be- 
liefs, attitudes, and priorities; the size of ef- 
fects ranged from moderate to large. In the 
first year of schoolwide RC implementation, 
teachers' feelings of efficacy and their teach- 
ing practice priorities are linked to proximal 
experiences, that is, the implementation of 
RC classroom practices. However, their at- 
titudes toward teaching as a career and 
their priorities about discipline practices are 
associated with factors that are more dis- 
tal-the new learning they are experiencing 
in the context of adoption of the RC ap-
proach as a schoolwide initiative. 

RC Practices and Self-Efficacy 
These results show that teachers who re- 

port using more RC practices in their class- 
rooms report greater disciplinary self-
efficacy. Classic work (e.g., Goodlad, 1983; 
Lortie, 1975), as well as more recent research 
(e.g., NCES, 1998b), shows that handling 
difficult children and managing children's 
behavior are some of the most challenging 
aspects of teaching. The present study sug- 
gests that RC practices may provide teach- 
ers with strategies to address these chal- 
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TABLE4. Three-Step Regression Analyses Predicting Teachers' Priorities 

Dependent and F Block Change At Each 
Independent Variables Change Significance in R2 Beta Step t Significance 

Relation to RC discipline priorities: 
Step 1: Teacher characteristics: .91 

Grade taught 
Years of teaching experience 

Step 2: School type:  20.42 
RC or comparison 

Step 3: Experience with RC: .95 
Use of RC practices 
Training in RC 
Use of RC resources 

Relation to RC teaching practice priorities: 
Step 1: Teacher characteristics: .51 

Grade taught 
Years of teaching experience 

Step 2: School type:  6.09 
RC or comparison 
Step 3: Experience with RC: 8.72 

Use of RC practices 
Training in RC 
Use of RC resources 

lenges. Further, these findings support 
Ashton and Webb's (1986) assertion that 
"experimental programs designed to help 
teachers develop human relationship skills 
and to enable them to create and maintain 
positive interactions with their students 
should bolster the efficacy of teachers" (p. 
168). 

Our findings are consistent with a larger 
body of research on teachers' self-efficacy 
showing an association between teachers' 
practices and high self-efficacy beliefs. 
Many RC practices closely resemble those 
in the literature shown to be associated with 
high teacher self-efficacy. Woolfolk, Rosoff, 
and Hoy (1990) describe the association be- 
tween teachers' general teaching efficacy 
and their ideology about student control in 
a sample of teachers at parochial schools. 
They found that teachers with higher gen- 
eral teaching efficacy (e.g., believe they can 
get through to the most difficult students) 
are less likely to be custodial in their ap- 
proach to discipline (e.g., have pupils sit in 
assigned seats during assembly). Likewise, 
Ashton et al. (1983) found that middle 
school teachers with high self-efficacy 
maintained higher academic standards, had 

n.s. .04 
-.lo -.64 n.s. 

.15 1.00 n.s. 
.OO .31 

.57 4.52 .OO 
n.s. .04 

.09 .58 n.s. 

.02 .08 n.s. 

.22 1.01 n.s. 

n.s.  .02 
.05 .38 n.s. 

-.I1 -.80 n.s. 
.02 .10 

.31 2.47 .02 
.OO  .30 

.61 4.26 .OO 

.07 .44 n.s. 
- .03 - .15  n.s. 

clearer expectations for their students, and 
more on-task behavior in their classrooms 
than low self-efficacy teachers. Thus, al- 
though the direction of our findings re-
mains unclear (i.e., teachers who feel more 
efficacious may implement more RC prac-
tices or teachers who use more RC practices 
may feel more efficacious), they point to a 
measurable link between the RC approach 
and teachers' self-efficacy beliefs. 

The findings describe a relation between 
teachers' reported practices and feelings of 
self-efficacy in the social and organizational 
domain but less so in the instructional do- 
main. Thus, teachers in their earliest years 
of using the RC approach are more likely to 
report strong feelings of efficacy in areas 
that relate to social aspects of the classroom 
and school (e.g., efficaciousness in ability to 
control disruptive behavior in the class- 
room, influence the decisions made at the 
school, and make the school a safe place to 
be). These findings are consistent with 
teachers' progression of adoption of RC 
practices. Newly implementing RC teachers 
tend to adopt Morning Meeting and Rules 
and Logical Consequences first. These two 
components of the RC approach begin to 
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create the atmosphere of a learning com- 
munity. Teachers tend to use academic 
choice and guided discovery, components 
that have the most direct implications for 
pedagogy and curriculum, when they be- 
come more experienced with the RC ap-
proach (Charney, Clayton, & Wood, 1998; 
NEFC, 2003b). This sequence is consistent 
with that of other relational approaches. 
That is, teachers first use relational ap- 
proaches to create trust and a sense of com- 
munity, and by doing so, decrease disci- 
pline problems in their schools. Later, the 
effectiveness of this initial effort is trans- 
lated into achievement gains (Bryk & 
Schneider, 2002; Corbett, Wilson, & Wil-
liams, 2002). 

The strong relation between reported 
use of RC practices and teachers' self-
efficacy is particularly notable given the 
changes that occur during the first years of 
a new schoolwide approach to teaching. 
Teachers make major accommodations to 
adjust to new interventions, and, as a result, 
their efficacy may drop temporarily. The 
education literature is rich with examples of 
the challenges teachers experience as they 
implement new classroom procedures, a 
phenomenon described by Fullan (2001) as 
the "implementation dip." For example, Ross, 
McKeiver, and Hogaboam-Gray (1997) and 
Rosenholtz (1987) both describe declines in 
self-efficacy as teachers make adjustments 
to curriculum. We are conducting further 
research to examine the relation between 
self-efficacy and use of the RC approach 
in subsequent years; preliminary findings 
(see Ervin, 2003) demonstrate continued 
associations between RC practices and self- 
efficacy. 

RC Practices and Teacher Attitudes 
The present findings show that teachers 

at RC schools hold more positive attitudes 
toward teaching as a career than teachers in 
schools not implementing the RC approach. 
At least two explanations are possible. First, 
the RC approach encourages collaboration 
among teachers, recommends that teachers 
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model positive social behaviors for stu-
dents, and strives toward a democratic ap- 
proach to school leadership (NEFC, 1997, 
2003a). Teachers' attitudes may be sensitive 
to schoolwide efforts toward these goals. 
Second, teachers may experience a devel- 
opmental progression in their role as a 
teacher as they see their school broaden 
teaching goals to include the psychosocial 
needs of their students, and as teachers, 
consider their own role in relation to this 
expanded objective (Adalbjarndotttir & Sel-
man, 1997). Taken together, these teachers 
who are beginning an intensive process of 
reexamining their relationships with chil- 
dren and colleagues are simultaneously re- 
porting more positive attitudes toward 
their job. 

Priorities about Discipline and 
Reported Teaching Practices 
These results show that teachers at RC 

schools are more similar to RC exemplars in 
their priorities about discipline and teach- 
ing practices. In addition, teachers who re- 
port using more RC practices express teach- 
ing practice priorities that are more similar 
to RC exemplars. Thus, the findings indicate 
that school effects predict both outcomes 
and suggest that teachers who report using 
RC practices prioritize these practices as 
well. 

The link between teachers' reported use 
of RC practices and their rating of them as 
higher priority (as measured in each 
teacher's similarity to the RC exemplar) 
may reflect the integrity of the two methods 
(questionnaire and Q-sort) for measuring 
RC practices. Also, it shows that teachers 
who report using more RC practices, such 
as hand signals, reflection about social and 
academic lessons, or modeling, are more 
likely to believe in the importance of these 
practices. This finding may reflect reorga- 
nization in teachers' thinking and priorities 
that parallels their reported classroom be- 
havior. 

Why does teaching at a newly imple- 
menting RC school predict priorities that 
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are similar to RC exemplars? We put for- 
ward two explanations. First, more than 
one-third of the participants at RC schools 
were receiving training in RC techniques 
(either RC1 or RC2) during this study. Al- 
though these teachers may not have been 
implementing RC practices in their class- 
rooms, they did report priorities that were 
consistent with this new approach to teach- 
ing. These findings suggest that a shift in 
teachers' priorities may precede their adop- 
tion of new practices. 

A second plausible explanation is that 
this result reflects hiring processes and so- 
cialization influences. There is work show- 
ing that principals and administrators tend 
to hire staff whose values, beliefs, and goals 
are consistent with those of the school (Hul- 
ing, Resta, Mandevilla, & Miller, 1996). Fur- 
ther, when new staff members arrive and 
begin work, they are socialized to the norms 
of their new school through informal con- 
tact with experienced teachers (Bryk & 
Schneider, 2002; Lortie, 1975). Informal con- 
versations with principals in our study val- 
idate the legitimacy of both of these mech- 
anisms. All three principals at RC schools 
reported recruiting new teachers based on 
their interest and willingness to be trained 
in the RC approach and stated that new 
teachers were oriented toward the school- 
wide goals of the RC approach. 

Limitations and Future Research 
Three limitations require mention. First, 

these data were collected using teacher- 
report methods only. Because the same 
teacher rated his/her classroom practices 
and beliefs, attitudes, and priorities, teach- 
ers may have inflated ratings, explaining 
the fairly high correlations among these 
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variables. Future research using a multi- 
method approach is necessary to examine 
RC practices in relation to teachers' beliefs, 
attitudes, and priorities. Second, the rela- 
tions between use of RC practices and self- 
efficacy, and teaching at an RC school and 
attitude toward teaching may be spurious 
correlations. There may be important 
teacher or school qualities not measured in 
this study. For example, some teachers may 
hold personality attributes that predict will- 
ingness to adopt the RC approach and self- 
efficacy. Teachers at schools that adopted 
the XC approach may have had a propen- 
sity toward positive attitudes about teach- 
ing. Random assignment and/or collection 
of pretreatment comparison data would 
have addressed this concern but were not 
included in the study design. Third, these 
findings may be biased due to the response 
rate. It is possible that teachers who viewed 
the RC approach more positively were more 
likely to respond, a concern that is partially 
ameliorated by the even response rates at 
the two types of schools (intervention and 
comparison). 

The present study provides insight into 
the relation of RC and teachers' experience 
with the teaching profession. Future re-
search is necessary to examine the relation 
between the RC approach and children's so- 
cial and academic growth, considering the 
possibility that teachers' beliefs and atti- 
tudes are mediators of the relation between 
use of the RC approach and child outcomes. 
Further, considering the effectiveness of 
training preservice teachers in RC and, in 
particular, linking this to their beliefs and 
attitudes may be useful for understanding 
the complicated issue of teacher retention in 
the teachers who are statistically most likely 
to leave the teaching profession. 
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Appendix A 

TABLEAl. Selected Components of the Responsive Classroom Approach (NEFC, 1997,2003a) 

RC Practice Goals Examples of Practices 

Morning Meeting To create a sense of community in the Teacher holds a daily meeting of the class. 
classroom, fulfilling children's need to Children greet each other by name. 
belong, feel significant, and have fun. Two or three children share personal news, 
To practice social and academic skills. and other children ask questions to the 
To integrate social and academic sharer. 
learning. Teacher and children engage in a fun group 
To teach the social skills of cooperation, activity. 
assertion, responsibility, empathy, and Teacher and children review the News and 
self-control. Announcements, a written chart prepared 

by the teacher that invites the children's 
involvement, prior to class. 

Rules and Logical To create a predictable learning Teacher and children create a set of 
Consequences environment for children. proactive classroom rules together at the 

To teach children to care for and value beginning of the year. 
themselves and others. Rules are modeled when they are taught or 
To help children develop effective and discussed. For example, a teacher acts as an 
ethical problem-solving skills. example and expects students to follow this 
To promote children's self-discipline and example closely. 
self-control. The teacher uses "logical consequences" to 

address discipline problems. These 
consequences are realistic and relevant to 
the problem/infraction and do not include 
punishment. 
Teachers use simple and direct language 
that emphasizes encouragement over 
praise: "I noticed you were concentrating 
hard on your math," rather than "Good job 
on your math." 
Teachers remind students of the rules and 
redirect their behavior as opposed to 
offering punishments. 
Teachers use language that affirms their 
belief that children can exhibit self-control. 

Guided Discovery To introduce classroom materials in a The teacher introduces vocabulary and 
systematic way that builds a common invites children to share what they know 
vocabulary, creates clear expectations for about a material. 
use, and establishes routines for their The teacher invites the children to 
care. experiment with the new materials, 
To stimulate children's interest, curiosity, acknowledging children's discoveries and 
and creativity in using classroom careful handling of materials. 
materials. Children share their work completed using 

these new materials. 
The teacher engages children in modeling 
of appropriate care and clean up of 
materials. 

Academic Choice To give children an opportunity to learn The teacher designs a learning activity that 
through active learning experiences. involves giving children choices. For 
To improve children's interest in example, children are learning spelling 
learning through providing choice. words and they can practice these words 
To support learning for a range of using the computer, pen and pad, the 
learning styles and abilities. chalkboard, or shaving cream. 
To teach children skills for independent The session is planned so that several 
learning. children can be working in each area to 
To facilitate children's reflection on their promote social exchange. 
learning. Children choose and plan their work in 

writing or verbally. 
Children share their work with others in 
the class, creating a process for review, 
evaluation, and reflection. 
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Classroom 
Organization 

To create a classroom space that is both 
welcoming and engaging to children. 
To create a space and layout that foster 
independence, cooperation, and 
responsibility for children. 

Communicating To establish positive partnership 
with Parents relationships between families and 

teachers. 
To let communication flow from parents 
to teachers and teachers to parents. 
To involve families in goal setting. 

Appendix B 
Statements Rated Highest and 
Lowest by RC Exemplars in the Q-
Sort Exercises 
Discipline and behavior management priorities: 

Highest: 
Self-monitoring (or self-regulation) is an 

important skill for children to develop. 
Rules for students' behavior need to be re-

inforced consistently. 
If I treat students with respect, kindness, 

and concern, there are fewer behavior 
problems. 

If I anticipate problems before they hap-
pen and discuss them with the stu-
dents, I have fewer discipline problems. 

Lowest: 
Peer interactions are best left to recess and 

snack time. 
The curriculum and class schedule need to 

be prioritized over students' specific in-
terests. 

Students learn best in primarily teacher-
directed classrooms. 

Praise from me is an effective way to 
change behavior. 

Teaching practice priorities: 
Highest: 

Using hand signals 
Reflectingand talking about somethingsuch 

as a social interaction that "worked or 
"didn't work in our class 

Furniture is arranged to reflect the social 
and academic needs of children. 
A wide variety of materials are available for 
children and children can access them 
independently. 
Displays are used purposefully, for 
example, each child's work is displayed, 
students help decide what to display, work 
in progress as well as completed work is 
presented, and displays are at eye level. 
The first parent-teacher conferences are 
conducted early in the year, during the first 
few weeks of school. 
Teachers create dialogue by asking families 
what they hope their children will learn in 
school this year. Teachers record this goal 
and refer to it later. 
Family participation in class activities is 
encouraged. 
Materials and communication are varied 
and sent home frequently. 
Teachers create a partnership between 
teachers and parents. 
Teachers anticipate families' need for 
transportation and/or child care for parent-
teacher conferences. 

Reflecting about the content of an aca-
demic lesson and talking about what 
we learned 

Modeling behaviors for students 
Lowest: 

Talking about current events 
Using drill and recitation for factual infor-

mation (math facts, etc.) 
Using worksheets 
Using whole-group instruction 

Note 

The work reported in this article was sup-
ported in part by the DuBarry Foundation. We 
thank Robert Pianta, Karen La Paro, Yu-Chen 
Chiu, Ellen Hench, Judy Singer, and the princi-
pal, assistant principal, and teacher participants 
for their generous contribution. Correspondence 
should be addressed to author Rimm-Kaufman 
at Curry School of Education, University of Vir-
ginia, P. 0. Box 400265, Charlottesville, VA 
22904. E-mail: serk@virginia.edu 
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