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ABSTRACT 

Social emotional skills are key skills children need to learn and develop and are important 

for kindergarten readiness. The purpose of this study was to examine preservice early 

childhood teachers’ beliefs about socioemotional skills (i.e., behavior management and 

learning environment) and what skills they believe are important for kindergarten. The 

sample included 39 participants from Texas Tech University who majored in early 

childhood education and human development and family studies. In this study, the 

participants received a questionnaire that included questions from the Kindergarten 

Readiness Scale (KRS; Abu Taleb, 2013) about the necessity of socioemotional skills, as 

well as the Teacher Beliefs Survey (TBS; Woolley et al., 2004), specifically items 

assessing beliefs about the importance of the learning environment and behavior 

management. We examined the relationship between the participants’ responses and their 

year in college. Preservice teachers’ year in college significantly predicted their beliefs 

about the learning environment, R2 = .23, F (1,24) = 6.91, p < .02, with preservice 

teachers earlier in college rating the learning environment as more important than those 

later in their college careers. A significant association between preservice teachers’ 

beliefs about the necessity of socioemotional skills for kindergarten and the importance 

of the learning environment was found (r =.49, p > .01). Results show that preservice 

teachers believe socioemotional skills are necessary for kindergarten readiness and they 

believe the classroom learning environment also is important, particularly for those 

students earlier in their teacher education programs.  
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Chapter 1 

Introduction 

Social emotional skills are key skills children need to learn and develop (Esen-

Aygun, & Sahin-Taskin, 2017). When children have social emotional skills, they are able 

to relate with other children, regulate their emotions better, and make better choices (e.g., 

Zins, Bloodworth, Weissberg, & Walberg, 2004). Teachers are one important 

socialization agent for young children as they develop their social emotional skills 

(Copple & Bredekamp, 2009). Teachers who have a good understanding of social 

emotional skills incorporate this understanding into their lesson plans and classroom 

activities (Sakellariou & Rentzou, 2012). What is less clear is how teachers view their 

role in this socialization process and what early childhood teachers believe about young 

children’s social emotional skills. Given the important role of teachers, it is of interest to 

gain an understanding of preservice teachers’ beliefs about children’s social emotional 

development.  

Understanding where children are developmentally in regard to their social 

emotional skills would help a teacher better assess what is appropriate for that age group 

in regard to problem solving (McMullen, 2002). For example, if a child is hitting another 

child when they are upset, the teacher would know the child has a difficult time with self-

control skills. The teacher would then be able to help this child appropriately process this 

situation and learn how to respond in a socially appropriate way. When teachers know the 

different skills a child needs at certain ages, it can help them guide their lessons and 

incorporate these skills. Teachers can read books, create posters to hang in the classroom, 
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role-play to express these skills and help the children understand them. The use of play in 

the classroom is a way teachers can incorporate teaching children social emotional skills.  

  Lev Vygotsky believed that play was a large part of development, and when 

children are able to play, they can develop social emotional skills and relationship skills 

(Vygotsky, 1966). When children play together, they are also building on their cognitive 

processing skills (Vygotsky, 1966) and learn from one another (Eggum- Wilkens et al., 

2014). The way children play and interact with others can predict kindergarten readiness 

and influence the beginning of school for a child (Eggum-Wilkens et al., 2014). For 

example, if a child is not sharing or taking turns when playing, this could negatively 

impact the way other children view playtime with them. Being able to play well with 

other children is one of the skills that is necessary for kindergarten that is influenced by 

children’s social emotional skills  

Social emotional skills include self-awareness, social consciousness, 

relationships, self-management, and decision making (Zins et al., 2004). When included 

in learning, these skills are used to process and apply skills, attitudes, and knowledge to 

help children understand and control their own emotions. In addition, children can work 

towards having empathy for others and establish positive relationships (McKown, 2017). 

When children have social emotional skills, they are able to have more meaningful 

relationships and can relate to others better (McKown, 2017). Teachers play an important 

role in children learning social emotional skills (Esen-Aygun et al., 2017). The way 

teachers carry themselves and their beliefs about social and emotional skills can really 

shape how the children in their class will react (Goegan, Wagner & Daniels, 2017). 

However, the research done by Esen-Aygun and colleagues (2017) found many 
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elementary teachers could not give a good example of specific social emotional skills. 

The researchers believe that if teachers have more knowledge on the topic they would be 

able to give more adequate lessons.  

Social emotional skills are one set of skills that are needed to be ready for 

kindergarten. The skills included in kindergarten readiness are social, emotional, physical 

and cognitive abilities (e.g., Abu Taleb, 2013). It has been shown that the way children 

perform in kindergarten can impact the following school years (Lin, Lawrence, & 

Gorrell, 2003).  When children enter kindergarten, it can be the first time they are in a 

structured classroom. If a child has been in preschool or a structured daycare setting 

where there is a schedule for each day, the child would have more experience and might 

be more prepared for kindergarten. Kindergarten teachers hope that the children coming 

to their class have a certain set of skills to be successful. Some of these skills include 

being able to interact and relate to other children, sharing, complying with rules, and 

having empathy (Abu Taleb, 2013). As a preschool teacher, understanding the skills 

needed for kindergarten would be beneficial in planning lessons and activities for 

children to be prepared to be successful in kindergarten.  

Although there is research on current full-time teachers’ beliefs about 

socioemotional skills and what skills are necessary for kindergarten (McMullen, 1999; 

Lin et al., 2003; Abu Taleb, 2013; Son, Kwon, Jeon & Hong, 2013), there seems to be a 

lack of knowledge about preservice teachers’ beliefs. Preservice teachers who are 

entering the early childhood education field could be interacting with children in 

preschool and elementary school. If a preschool teacher does not have an understanding 

of what skills a child needs socially and emotionally for kindergarten, the child may 
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struggle in the next year. A few of the new skills needed for kindergarten are sitting still 

for longer periods of time, the ability to complete more problem solving tasks, following 

multi-step directions, and being able to express needs and wants (Lin et al., 2003). These 

skills are the foundation for each child’s future (Lin et al., 2003). When a preschool 

teacher understands the developmental needs of a child and what skills are needed for 

kindergarten, the teacher can provide experiences and lessons in the classroom to prepare 

the child for kindergarten.  

Therefore, the main purpose of this study is to examine preservice early childhood 

teachers’ beliefs about socio-emotional skills (i.e., behavior management and learning 

environment) and kindergarten readiness. 

Q1: What are preservice teachers’ beliefs about behavior management and the 

classroom learning environment (TBS)? How necessary are socioemotional skills 

for kindergarten readiness (KRS)?  

Q2: What is the association between preservice teachers’ year in college and their 

beliefs about behavior management and the classroom learning environment? 

What is the association between preservice teachers’ year in college and how 

necessary they think socioemotional skills are for kindergarteners?  

 Q3: What is the association between preservice teachers’ beliefs about behavior 

 management, the classroom learning environment, and how necessary they think 

 socioemotional skills are for kindergarteners?  
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Chapter 2 

Literature Review 

Importance of socio-emotional skills for young children  

Socioemotional skills are important for young children. Some socio-emotional 

skills include having empathy for others, being able to regulate their own emotions, and 

knowing how to play with other children (Herbert-Meyers, Guttentag, Swank, Smith & 

Landry, 2006; Zins & Elias, 2007). As described by Zins, Bloodworth, Weissberg, & 

Walburg (2004), socioemotional learning refers to a process for developing skills and 

competencies related to recognizing and managing emotions, developing care and 

concern for others, establishing positive relationships, making responsible decisions, and 

handling challenging situations constructively. 

 Herbert-Meyers et al. (2006) conducted a study on the importance of social, 

language and behavior skills in children and how they interacted with peers. The 

objective was to study children’s relations with others examining the individual child’s 

behaviors such as language skills, attention skills and behavioral regulation. The study 

was an 8-year longitudinal study. The cohort included 365 families from urban and rural 

areas and low socioeconomic status backgrounds. During the 8 year study, the families 

had home visits when the child was 3 and 8 years old.  

The first measure used examined children’s early play skills. The parents played 

with the child as they normally would while one researcher watched the mother, and the 

other researcher watched the child. An observational play scale was used that was 

combined from prior measures (Fein, 1981; Fenson, Kagan, Keasley, & Zelazo, 1976; 

Landry & Chapieski, 1989; Piaget, 1954; Tamis- LeMonda & Bornstein, 1994). The 
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researchers observed the child at 3 years old and their mother’s interaction while playing 

in a natural setting for 10 minutes. Children’s peer social competence also was assessed. 

Each child was placed in a room with 2 peers within 2 years of age, and of their mother’s 

choice. Children were given an unstructured block task and then a pretend veterinarian 

task (Newcomb, Brady, & Hartup, 1979). The child was coded every 10 seconds on their 

comments to the peers (e.g., how they complied with peer requests, if there were 

noncompliers with peer requests, and disagreement or agreement with peers’ ideas). 

Overall, they were coded on social connectedness, social initiative, flexibility, and 

frustration tolerance. Next, the researchers used a computerized continuous performance 

task to measure the child’s reaction time, inattention, impulsivity, and control (CPT; 

Halperin et al., 1988). Lastly, the child’s language skills were assessed at age 3 with the 

Clinical Evaluation of Language Fundamentals- Preschool Edition (CELF- Preschool; 

Wiig, Secord, & Semel, 1992) and again at age 8 (CELF-3; Semel, Wiig, & Secord, 

1995). 

 The researchers used peer interaction to assess how a child would actually 

respond in the social setting with a peer. Herbert-Meyers et al. (2006) found children who 

scored higher in the area of social connectedness in social competence were much more 

able to lead their peers in the activity rather than be a follower.  The next finding was in 

the area of regulating emotions. When the children were playing, children who had the 

ability to regulate their emotions and had the ability to voice their thoughts and feelings 

were able to work better with peers than those who could not regulate their emotions. 

Children with higher scores of communication were able to comply better with peer 

requests. Children who had higher scores of impulsivity may have been noncompliant 
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because they did not take time to process and think through the situation. Another finding 

for language development was that children’s language ability at age 3 predicted social 

competence at age 8. Children who were exposed to language and had parents and 

educators working with them on their language and social skills at age 3 and on, were 

able to communicate better at age 8.  

Zins & Elias (2007) conducted a systematic review of literature and drew 

conclusions about children’s socioemotional skills development. Zins & Elias (2007) 

described the ability to recognize and manage emotions, solve problems among others, 

and have positive relationships with other children as important socioemotional skills for 

all children. The researchers found from the current literature that children who are at risk 

and who might be engaging in negative behavior and already showing signs of problems 

would benefit from social-emotional instruction. Zins & Elias (2007) reported research 

that has shown that socioemotional skills being taught in the classroom has positive 

effects on children’s school performance, physical health, and positive citizenship, and is 

essential for future success (Elias et al., 1997; Zins et al., 2004). 

In summary, socioemotional skills are important because these skills help children 

relate to other children, manage their emotions, have empathy and provide tools for 

successful relationships.  Herbert- Meyers et al. (2006) and Zins &Elias (2006) both 

conducted studies that were related to the importance of socio emotional skills. Herbert-

Meyers et al. (2006) showed the importance of children’s interactions and how when a 

child has the skills to communicate well with others, their relationships are better. Having 

knowledge of this is important for teachers as they help children develop these skills. The 

findings of Zins & Elias (2006) are also helpful when examining the current research of 
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socioemotional skills. They found that when these skills are taught in the classroom, it 

has an overall positive effect on children. Therefore, preservice teachers’ beliefs and 

understanding of socioemotional skills for children will impact how they one day set up 

their classroom and make their lesson plans.  

 

Importance of developmentally appropriate knowledge for teachers 

 Developmentally appropriate practice is using research based information to 

appropriately teach each individual child, based on his/her developmental level. When 

using this practice, children can construct their own actions while completing concrete, 

meaningful experiences rather than learning from worksheets or lectures (Charlesworth et 

al., 1993).  Teachers having knowledge of these practices can help them grow the whole 

student in multiple domains of development, including academically, socially, and 

cognitively (Charlesworth et al., 1993).  

Charlesworth et al. (1993) conducted a study to examine teachers’ knowledge of 

developmentally appropriate practices (DAP). Teachers’ knowledge of DAP can 

influence the way their classroom is run (Charlesworth et al., 1993). The sample for this 

study included 30 teachers of children ages 3 to 8. The sample came from 60 elementary 

schools in a medium sized city. Two hundred nineteen questionnaires went out to 

principals in schools to be given to kindergarten teachers and 204 questionnaires were 

returned. The researchers used a questionnaire from NAEYC guidelines for what is 

developmentally appropriate for 4-5-year olds that was published in Young Children 

(NAEYC, 1986).  The questionnaire included topics of teaching strategies, language 

development, literacy development, curriculum goals, and guidance of socioemotional 
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development, cognitive development, physical development, aesthetic development, 

motivation and assessment (Charlesworth et al., 1993). Once the questionnaires were 

completed, 20 classrooms had observations completed. The researchers observed what 

was developmentally appropriate in the classroom. The following were coded during the 

observation: curriculum goals, teaching strategies, integrated curriculum, and guidance of 

social-emotional development, motivation, evaluation, and transitions (Charlesworth et 

al., 1993).  

Charlesworth et al. (1993) found that most teachers thought DAP was important 

even if the teachers did not use it on a daily basis. The researchers found that if a teacher 

did not have a correct understanding of DAP, when observed, the practices did not 

correctly reflect DAP. Finally, it was found that most classes had a mixture of appropriate 

and inappropriate use of materials and activities in regards to DAP. Some of the 

appropriate practices of DAP included: the work for the students is individualized, they 

are able to work at their own pace, the lessons are interactive and allow the students to be 

creative, and the students are able to make choices (Charlesworth et al., 1993).  These 

findings support the need for more research in the area of teachers’ knowledge of DAP.  

McMullen (1999) conducted a study to examine what the beliefs and 

characteristics are of teachers who use DAP. When DAP is used, teachers are focusing on 

the whole child developmentally in the following areas: social, emotional, aesthetic, 

moral, language, cognitive, and physical domains (McMullen, 1999). Teachers who 

practice this type of learning examine where each child is developmentally and what the 

learning needs of the child are to make lesson plans and create an environment to help 

meet those needs of each child. McMullen (1999) noted that many teachers in the early 
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elementary grades do not engage in DAP lessons as much preschool teachers because of 

the stress placed on the teachers for state testing and lack of the extra time to allow the 

creative and child guided learning (McMullen, 1999). When teachers are not using DAP, 

they may be using worksheets, books, and non-problem solving interactive learning.    

 McMullen’s (1999) study included 20 early childhood educators of children ages 

3 to 8.  Teachers were recruited from 10 private preschools and 12 elementary schools. 

Each teacher received a questionnaire created by the researchers to examine the 

individual teacher’s belief of DAP, self-efficacy, locus of control, trait anxiety, 

educational and professional experience. Teachers used self- report and then once the 

questionnaires were received, 13 of the 20 classrooms had in class observations. The 

researchers were observing based on the teacher’s response to the DAP questionnaire and 

their classroom practices. For the preschool teachers, the researchers used the Classroom 

Practices Inventory Questionnaire, which contains examples of DAP and also examples 

of not using DAP (e.g., “Children select their own activities from a variety of learning 

areas the teacher prepares, including dramatic play, blocks, science, math, games and 

puzzles, books, recordings, art, and music”- DAP example “The teacher tells the children 

exactly what they will do and when. The teacher expects the children to follow her 

plans”-non-DAP example; Hyson, Hirsh-Pasek, & Rescorla, 1990). Primary teachers 

completed the Primary Classroom Practices Questionnaire (e.g., “curriculum should 

respond primarily to individual differences in ability and interest” “curriculum and 

instruction should primarily develop the child’s individual self-esteem, sense of 

competence, and positive feelings toward learning” Smith, 1993).   
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McMullen (1999) found that there was a significant difference between preschool 

and elementary school teachers’ responses. Preschool teachers had much more 

knowledge and more accurate DAP in their classrooms. The preschool teachers who used 

DAP in their classroom told the researchers that they had more freedom in how the 

school day went, which meant they were able to implement DAP more. The primary 

school teachers explained it was more difficult to include DAP all the time because of the 

pressures of the state tests and the busy school day.  

In summary, developmental appropriate knowledge is information that teachers 

have that can help determine where a child is developmentally and what teachers can help 

a child to work on. As seen in the research done by Charlesworth et al. (1993), teachers 

who have a good understanding of DAP will manage their classrooms and lessons 

differently than those who do not.  McMullen (1999) added to the research of DAP and 

classroom climate by finding that different teaching styles can impact how the classroom 

is run, and what socioemotional skills children will learn. Having an understanding of 

where a child is  developmentally and what is appropriate at the preschool and 

kindergarten levels will help in completing the Kindergarten Readiness Scale (Abu Taleb. 

2013), as well as what is appropriate practices in the classroom on the Teachers’ Belief 

Survey (Woolley, Benjamin, Woan-Jue, Woolley & Williams,2004).  

 

Kindergarten readiness skills  

 Kindergarten readiness is a set of skills that are helpful for children to have when 

entering kindergarten. A part of these skills are social emotional skills. As children enter 

into the structured classroom environment of kindergarten, children are faced with tasks 
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and situations they may have not experienced before. The socioemotional skills that are 

important for children in kindergarten are the ability to regulate their emotions and 

express themselves (Lin et al., 2003; Abu Taleb, 2013). When children have the skill of 

regulating their emotions, they are more likely able to get along with peers better, and 

when they can express their emotions, they are able to communicate their thoughts and 

feelings to others.  

Lin et al. (2003) surveyed teachers at public and private schools that offered 

kindergarten. The researchers were interested in the teachers’ views of the importance of 

social emotional development, language development, problem solving, literacy, 

mathematics, and psychomotor skills for children in kindergarten (Lin et al., 2003). The 

sample came from the common core public school universe file. The file included 18,911 

public schools and 12,412 private schools. The sample for this study included 3,305 

kindergarten teachers from the early childhood longitudinal study, kindergarten cohort 

1998-1999 school year (Nelson, 1995). The researchers created a self-administered 

questionnaire about the classroom and classroom characteristics. The survey included 

topics of class organization, activities, evaluations, and teacher opinions on kindergarten 

readiness, school environment, and school climate. Another part of the study was to 

evaluate the children’s academic performance and their social skills.  

Lin et al. (2003) found that kindergarten teachers viewed the importance of 

building the child’s social skills as a higher priority than the academic skills 

development. The researchers also found that teachers believe it is important to give 

children the opportunity to learn social emotional skills. Teachers noted in the survey 

responses that giving children the opportunity to learn how to follow directions, to not 
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disturb class, and how to care about others would be very encouraging. Another finding 

in Lin et al. (2003) is, self-regulation is a skill children will learn and they will use this 

skill for a lifetime throughout school, the workplace, and in relationships with others. 

Having the skill of self-regulation will help children be active in their thinking, be 

motivated, make goals, and monitor their behavior which is important for success in 

school and in life. These skills also help set the base for academic learning individually 

and in groups (Lin et al., 2003).  

Abu Taleb (2013) completed a study in Jordan to explore teachers’ beliefs on 

kindergarten readiness skills that children need to be succeed in kindergarten. The sample 

included 347 kindergarten teachers. There were 149 teachers from public schools and 198 

teachers from private schools. The questionnaire given to the teachers was the 

Kindergarten Readiness Scale (Abu Taleb, 2013). The domains of the questionnaire 

included physical/motor skills, language skills, self-help skills, social/emotional skills, 

cognitive skills and general knowledge of reading and writing skills. 

 Abu Taleb (2013) found that “taking care of personal belongings” was the 

highest ranked skill to have in the social emotional domain. Many of the teachers selected 

“being healthy”, “having positive approaches to learning”, and “being able to 

communicate effectively” as the most important skills to have when entering 

kindergarten. Abu Taleb (2013) explained that teachers found these skills to be the most 

important because these skills are more physical and should develop naturally. This is 

why they are important as the rest of the skills such as academics are more on the 

teachers, so that will come once the child is already in kindergarten.  
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Son et al. (2013) conducted a study to examine Head Start teachers’ beliefs of 

kindergarten readiness and children’s school readiness. The researchers used data from 

the Head Start Family and Child Experiences Survey (FACES) to examine the effects of 

Head Start on the children’s educational outcome and the family’s well-being 

(Administration for Children and Families, 2008). Schools and children were selected by 

region, urbanity, and proportion of minority population in the program (Administration 

for Children and Families, 2008). The sample consisted of a total of 2,457 children in 337 

classrooms.  

The following measures were used to assess children’s school readiness. For early 

reading skills the letter word identification subtest of the Woodcock- Johnson psycho 

educational test battery revised (W-J: Woodcock & Johnson, 1989) was used. The 

Woodcock-Muñoz-Revised Identifcacion de Letras y Palabras (Woodcock & Munoz-

Sandoval, 1996) was used for Spanish speaking children. For early mathematics, the 

Applied Problems Subtest of the Woodcock-Johnson Psycho- Educational Test Battery-

Revised (W-J: Woodcock & Johnson, 1989) was completed. Spanish speaking children 

were given the Woodcock-Munoz-Revised Problemas Aplicados (Woodcock & Munoz-

Sandoval, 1996) to test the ability to analyze and solve numerical and spatial math 

problems. To test receptive vocabulary, the Peabody Picture Vocab Test 3rd edition 

(PPVT-III; Dunn & Dunn, 1997) was used to measure receptive vocabulary. Spanish 

speaking students took the Spanish version (TVIP; Dunn et al., 1986). Teachers also 

reported social skills on a 12 item, 3-point Likert scale about children’s cooperative 

interpersonal behaviors. This scale was based on the Personal Maturity Scale (Entwisle et 

al., 1987) and the Social Skills Rating System (Gresham & Elliott, 1990). Teachers 



Texas Tech University, Rachel Correale, May 2019 
 
 

 
 
15 

reported learning behaviors of children in their classroom on a 29 item Preschool 

Learning Behavior Scale (PLBS; McDermott et al., 2000) to examine how the child 

reacted to learning tasks and how they engage in cooperative classroom behaviors. 

Parents reported social skills and positive approach to learning to capture the children’s 

social interaction skills of focusing on cooperative and empathetic behaviors and 

children’s approaches to learning such as curiosity, imagination, openness to new task 

and challenges, and positive attitudes toward learning. Teachers used a modified measure 

from the Entwisle scale of Personal Maturity (Entwisle et al., 1987), and the Achenbach 

Classroom Behavior Checklist (Achenback et al., 1987) to examine the classroom and the 

children in it. To observe classroom observational data, the Early Childhood 

Environment Rating Scale- Revised (ECERS-R; Harms et al. 2005) was completed. For 

social emotional practices, they used the ECERS-R along with items from the sensitivity 

subscale of the Arnett Caregiver Interaction Scale (CIS: Arnett, 1989).  

Son et al. (2013) found that children with a racial or ethnic minority status had 

much lower scores than European American children in math and receptive vocabulary. 

From the teacher self-reports, it was found that when a teacher had higher education 

levels and the quality of the classroom environment was high, the children in that class 

had higher scores in early reading. The teachers who had early childhood education 

degrees had higher quality social emotional practices than those who studied in other 

areas. Children in the higher quality social emotional classrooms showed more social 

skills than those in other classes.  

In summary, the research done relating to kindergarten readiness shows there is a 

need for preschool teachers to be aware of what is necessary for kindergarten (Lin et al., 
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2013). As teachers have more education from trainings and during their college classes, 

they have more knowledge on what is important developmentally for children entering 

kindergarten (Son et al., 2013). These skills include socioemotional skills that set 

children up for the rest of their lives. Given evidence for the importance of 

socioemotional skills for kindergarten readiness, the current study examined preservice 

teachers’ beliefs on kindergarten readiness in regards to socioemotional skills.  

 

Role of preservice teachers’ and teachers’ beliefs 

 The last section of this literature review examines the current literature of the role 

of preservice teachers’ beliefs and why they are important. Preservice teachers are 

individuals currently in college training to become teachers. There seems to be quite a bit 

of literature on teachers who are currently teaching, however there is a lack of studies on 

preservice teachers.  

Appl & Spenciner (2008) conducted a study to examine preservice teachers’ 

beliefs of their role in monitoring children interacting with peers and peers with 

disabilities. The interactions are focused on acceptance and rejection of others. The 

participants were preservice teachers in education courses at a university. There were 82 

participants who were in a variety of college classes. Some of the classes focused on the 

topic of acceptance and rejection of others, with direct instruction of the topic and some 

classes had more indirect instruction about acceptance and rejection.  

The data were collected by college professors during class discussions and written 

responses done by the preservice teachers. The discussions were led using Division for 

Early Childhood (DEC; Sandall, McLean & Smith, 2000) and the National Association 
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for the Education of Young Children code of ethics (NAEYC, 2002), emphasizing the 

values of respecting and appreciating the dignity, worth, and individual child uniqueness 

(Appl & Spenciner, 2008). The researchers found that some first and second year 

students did not know their role in facilitating acceptance and rejection in their students’ 

relationships with peers. Some teachers thought that they did not need to intervene in the 

relationships of their students and some thought they should intervene by teaching social 

skills lessons. There were also some who believed that the social skills and how to 

include others should be taught in order to prevent intervention in a situation. More 

experienced preservice teachers had more of an understanding of how things should be 

handled than first or second year preservice teachers. When asking preservice teachers 

about their beliefs, the researchers found that they thought about the idea of rejection 

from times they themselves have been rejected. Using the preservice teachers’ own 

experience of rejection helped lead a discussion of what a teacher’s role can be in the 

situation where a child is being rejected. The first and second year preservice teachers did 

not think that there is really room for the teacher to intervene. However, preservice 

teachers who had more coursework and who had more in classroom experience believed 

that a teacher should intervene in this situation of peers rejecting one another.  

Brackett et al. (2012) examined teachers’ beliefs of socioemotional learning 

programs. The study was 2-phased that included the full sample in the first phase and a 

subsample in the second phase. The first phase included 935 teachers who were surveyed 

with 3 reliable scales: comfort with teaching socioemotional learning, commitment to 

socioemotional learning, and perceptions about whether their school culture supports 

socioemotional learning. The second phase included a subsample of teachers using a 
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socioemotional learning program for a randomized controlled trial. The researchers 

described teachers’ beliefs as key indicators of their perceptions and judgments, which 

then affect their teaching practices.  

In this study, the first phase included the “RULER approach’ (“RULER”; 

Brackett et al., 2011) and it was used to examine how English language arts teachers 

teach children the ‘RULER’ skills of how to, “recognize emotions, understand their 

causes and consequences, label emotions, express them appropriately, and regulate them 

effectively” (Brackett et al., 2012, p. 221). The goal of the RULER program is to teach 

children to “build relationships, promote healthy choices, prevent problematic behavior, 

and increase academic achievement (Rivers & Brackett, 2011)” (Brackett et al., 2012, p. 

221).  

The socioemotional learning programming survey (Elias, Bruene-Butler, Blum, & 

Schuyler, 2000) consisted of 25 randomly ordered items from multiple surveys used in 

previous studies. The teachers rated the items on a 5-point Likert scale. Another survey 

given to the teachers was the Maslach Burnout Inventory– Educators Survey (MBI-ES; 

Maslach, Jackson, & Leiter, 1996). This survey had 22 items that assessed the teachers’ 

experience of burnout including emotional exhaustion, depersonalization, and feelings of 

personal accomplishment. The teachers’ efficacy was assessed with the Adaptive 

Efficacy Scale (Search Institute, 2006). The last survey used was the Teacher Perceptions 

of Administrative Support Scale (Baruch-Feldman, Brondolo, Ben-Dayan, &Schwartz, 

2002). In the second phase of the study, the researchers used the results from the surveys 

and compared them with a control group of teachers. They examined teacher burnout, 

teaching efficacy, and principal support.  
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Brackett (2012) found teachers who were comfortable with socioemotional 

learning were more likely to be more interested in the RULER approach. The interested 

teachers were also more committed to teaching socioemotional learning, and they also 

reported having more positive relationships with their students because they saw each 

student as an individual. Teachers who reported they felt like their work environment was 

not supportive had greater teacher exhaustion and burnout.  

Woolley et al., (2004) conducted a pilot study to create the Teachers’ Beliefs 

Survey (TBS). The measure was given to 61 preservice teachers and 137 in-service 

teachers. The researchers were interested in how the teaching philosophies of 

constructivist and traditional approaches varied between preservice and in-service 

teachers. From interviewing the in-service and preservice teachers, the researchers 

created 7 themes to include in the survey. The themes included “classroom learning 

environment, behavior management, curriculum, assessment, teaching strategies, student 

roles, and working with parents” (Woolley et al., 2004, p.321). Once the pilot study was 

completed, the researchers conducted an instrument validation study which included 896 

preservice teachers. Six hundred and eighty two of the participants were first year 

students in the education program at a university in Pennsylvania. The remaining 214 

students were in their last year of the program.  

The researchers concluded that preservice teachers who are more experienced and 

the in-service teachers have a greater practical philosophy and knowledge of the 

classroom. The in-service teachers based their responses on their own teaching 

experiences and a first year preservice teacher in their education program is basing their 

responses on what they observed from their own teachers. The researchers noted that 
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having a better understanding of practical teaching philosophies can be used to help 

preservice and in-service teachers be more aware of their own beliefs and how they can 

implement them in their own classrooms.  

Lui & Bonner (2016) conducted a study on preservice and in-service teachers’ 

beliefs about learning, teaching and planning in mathematics. From previous literature 

they saw a common thread of teachers having a constructivist or traditional approach to 

their teaching style. In the study, 78 in-service and preservice teachers completed the 

survey. The researchers used an adapted version of the Teachers’ Beliefs Survey 

(Woolley et al., 2004) for part of the study. The other surveys used included demographic 

questions and thinking about math problems. The thinking about math problems survey 

had scenarios that examined mathematics knowledge and instruction skills.  

The researchers found that both preservice and in-service teachers had more of a 

procedural approach than conceptual knowledge approach when it came to analyzing 

students work in mathematics. It was also found if teachers have more of a procedural 

knowledge in mathematics it is more beneficial than having conceptual knowledge 

teaching approach. Teachers responded on the TBS (Woolley et al., 2004) to having 

equally balanced approaches of constructivist and traditional when planning (Lui & 

Bonner, 2016).  

In summary, research conducted on preservice teachers’ beliefs found 

upperclassman students had more knowledge of what socioemotional skills are and why 

they are important (Brackett, 2012). Woolley et al. (2004) found upperclassman had a 

better understanding of their own teaching beliefs than first year students. The beliefs of a 

teacher and his/her understanding of a teaching style and subject can impact the way the 
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teacher approaches classroom instruction (Lui & Bonner, 2016). Teachers’ beliefs are 

something that are developed by preservice teachers watching other teachers and once 

they are in the classroom teaching, they are able to develop their own beliefs. There is a 

lack of research on preservice teachers in regards to socioemotional skills, their beliefs of 

how a classroom should be run, and kindergarten readiness. Teachers influence other 

teacher’s beliefs which is what makes this area of study important.  

According to the literature, beliefs about learning environment, behavior 

management, and the importance of socioemotional skills are all connected. In many 

preservice training programs, students are first introduced to children’s development 

which includes socioemotional skills. When they have an understanding that 

socioemotional skills are important for children and what is developmentally appropriate 

for different age groups, the preservice teacher then learns how to teach and implement 

DAP, socioemotional skills and academics into lesson plans (Son et al., 2013; Bracket, 

2012). When preservice teachers are learning about the learning environment, there 

should be a connection of how to encourage a positive learning environment by teaching 

socioemotional skills. Teachers who understand the importance of socioemotional skills 

are better able to teach children how to regulate their own emotions and be able to 

communicate their wants and needs with peers (Zins et al., 2006). As children learn these 

skills, the teacher can more easily manage the behavior of the classroom. Once preservice 

teachers have more experience in the classroom, their beliefs about social emotional 

skills, behavior management and the learning environment should be developed (Wooley 

et al., 2004). Therefore, the main purpose of this study is to examine preservice early 
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childhood teachers’ beliefs about behavior management and learning environment and 

the necessity of socioemotional skills for kindergarten readiness. 
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Chapter 3 

Methodology 

Participants  

The sample for this study was preservice early childhood education teachers 

enrolled at Texas Tech University. Forty-seven participants completed at least part of the 

survey. Thirty-nine participants (38 females) were either Human Development and 

Family Studies (HDFS) or Early Childhood Education (ECE) majors and these are the 

participants included in our analyses. We also posted an advertisement on TechAnnounce 

to recruit preservice teachers. The participants were asked to provide their year in school, 

race, gender, age, and what grade they want to teach after they graduate. A total of 

seventeen participants were HDFS majors and twenty-two were ECE majors. Seven 

freshman, eleven sophomores, fifteen juniors, and six seniors participated. Of the thirty-

nine participants, twenty-four were white, three were black or African American, nine 

were Hispanic/Latino, two were marked other, and one person did not respond. 

 

Procedures  

 After receiving IRB approval, an announcement was put on TechAnnounce, and 

we invited current students in the early childhood program at Texas Tech to complete the 

survey. The survey was completed in Qualtrics and took approximately 10 minutes.  
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Measures 

 Preservice teachers were asked to provide their major, classification, gender, and 

race. The participants were asked to provide what grade they would like to teach as well 

as if they felt they had been taught about socioemotional skills in their courses. They 

were asked to rank the skills of cognitive, physical, socioemotional, and perceptual in 

order of importance for preschoolers and then kindergartners. Next, there were two single 

item questions asking if the preservice teacher believed socioemotional skills were 

important for preschoolers and kindergartners. Participants responded yes or no to the 

question “Do you believe that socio-emotional skills are important for preschoolers 

(kindergarteners)?” (See appendix A)    

 In this study, the participants received a questionnaire that includes questions 

from the Kindergarten Readiness Scale (KRS; Abu Taleb, 2013), as well as the Teacher 

Beliefs Survey (TBS; Woolley et al., 2004). The Kindergarten Readiness Scale (Abu 

Taleb, 2013) contains a total of 7 scales that represent skills that are important for 

kindergarten (e.g., socioemotional, physical, language, and writing). In this study, only 

the socioemotional skills category was collected and used. There are 9 items in the 

socioemotional skills category (e.g., “use pleasant words such as please and thank you,” 

“share toys with others,” “show empathy”). The participant rated the necessity of each 

skill on a scale from 1 (unnecessary) to 4 (high necessity). A total score was formed by 

taking the mean value across the nine items to represent overall rating of necessity of 

socioemotional skills for kindergarten age children.  

In the Teacher Beliefs Survey (Woolley et al., 2004), preservice teachers rated 34 

statements on a Likert scale from 1 (strongly disagree) to 6 (strongly agree). The TBS 
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(Woolley et al., 2004) contains items related to eight subscales (e.g., behavior 

management, curriculum, classroom learning environment, assessment, working with 

parents, teaching strategies, student roles). The first subscale used for this study was 

behavior management. The behavior management scale was included because it is likely 

that a preservice teachers’ beliefs about the necessity of socioemotional skills may be 

related to how they manage behavior in the classroom. The three items used from this 

subscale were “It is important that I establish classroom control before I become too 

friendly with students”; “When there is a dispute between students in my classroom, I try 

to intervene immediately to resolve the problem”; and “It is more important for students 

to learn to obey rules than to make their own decisions”.  

The second subscale used from the TBS is the learning environment subscale. 

This subscale also was selected because of the possibility that a preservice teacher’s 

socioemotional knowledge may be associated with the structure in their classroom 

environment. Three items used from the learning environment subscale were “I prefer to 

cluster students’ desks or use tables so they can work together”; “I invite students to 

create many of my bulletin boards” and “I believe students learn best when there is a 

fixed schedule.” The mean scores were computed from the responses of how much the 

preservice teacher agreed or disagreed with each statement related to the behavior 

management and learning environment subscales. 
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Chapter 4 

Results 

 The main purpose of this study was to examine preservice early childhood 

teachers’ beliefs about socio-emotional skills (i.e., behavior management and learning 

environment) and kindergarten readiness. The first question was exploratory and was to 

determine preservice teachers’ beliefs about behavior management and the classroom 

environment, as well as their beliefs about how necessary socioemotional skills are for 

kindergarteners. The means, standard deviations, and ranges for participant responses on 

the TBS and KRS are in Table 1. As seen in Table 1, the mean scores from the TBS were 

relatively high. The mean of participant belief of behavior management was 3.39 on a 

scale with a possible range of 1-6. The mean of participant belief of the learning 

environment was 3.89 with a possible range of 1-6. The mean of participants’ belief of 

the necessity of socioemotional skills for kindergarten readiness was 3.56 with a possible 

range of 1-4, which suggests a ceiling effect.  

 The second research question examined the association between preservice 

teachers’ year in college and their beliefs about behavior management and the classroom 

environment, as well as how necessary they believe socioemotional skills are for 

kindergarteners. We hypothesized that preservice teachers’ year in college would predict 

their mean responses on the TBS and on the KRS. A linear regression was computed with 

the preservice teachers’ year in college as the independent variable and the dependent 

variable was the mean score from the behavior management subscale on the TBS (see 

Table 2). Preservice teachers’ year in college was not significantly associated with their 

beliefs about behavior management, R2 = .08, F (1, 24) = 2.22, n.s. Participants’ 
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responses about behavior management were not impacted by their year in college. A 

second linear regression was computed with the preservice teachers’ year in college as 

the independent variable and the dependent variable was the mean score from the 

learning environment subscale on the TBS. Preservice teachers’ year in college did 

significantly predict their beliefs on the learning environment scale of the TBS, R2 = .23, 

F (1,24) = 6.91, p < .02. As shown in Table 2, the coefficient is negative, which means 

that participants who had more years of college were less likely to rate the learning 

environment as important. Mean scores were 4.33, 3.85, 3.79, and 3.55, for freshmen, 

sophomores, juniors, and seniors respectively. A third linear regression was computed 

with the preservice teachers’ year in college as the independent variable and the 

dependent variable was the composite scores from the KRS. There was not a significant 

association between participants’ classification and their responses on what skills they 

thought were important for kindergarten, R2 = .00, F (1, 34) = .05, n.s. 

The third research question examined the association between preservice 

teachers’ beliefs about behavior management, the classroom learning environment, as 

well as how necessary they think socioemotional skills are for kindergarteners. We 

hypothesized there would be a significant association between scores on the TBS and the 

KRS. We computed a correlation between the mean score of the behavior management 

and learning environment scales from the TBS and the composite score from the KRS 

(see Table 3). There was a significant correlation between the responses on the KRS and 

the responses on the learning environment questions on the TBS (r =.49, p < .01). There 
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was not a significant association between responses on the KRS and the behavior 

management responses from the TBS.  

Next, we computed exploratory analyses examining the association between the 

single items assessing importance of socioemotional skills for preschoolers and 

kindergarteners as related to beliefs about the learning environment and behavior 

management, as well as the necessity of socioemotional skills as measured by the KRS. A 

correlation between preservice teachers’ beliefs of how important socioemotional skills 

are for preschoolers and kindergarteners and responses on the TBS and KRS were 

computed. There was a significant correlation between the learning environment scores 

and the question of importance of socioemotional skills for kindergartners (r = .41, p < 

.04). There was not a significant correlation between the learning environment and the 

importance of socioemotional skills for preschoolers (r =.14, p =.51). There were no 

significant correlations between the TBS behavior management and importance of 

socioemotional skills for preschoolers and kindergartners. 
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 Table 1. Descriptives for participant responses on TBS and KRS 

 Potential 

Range 

Range Mean SD 

Beliefs about behavior management 

(TBS) 

1 - 6 1.33 - 5.00 3.39 .90 

Beliefs about learning environment 

(TBS) 

1 - 6 3.00 - 4.67 3.89 .46 

Necessity of socioemotional skills for 

Kindergarten readiness(KRS) 

1 - 4 3.11 - 4.00 3.56 .21 

Do you believe that socioemotional 

skills are important for preschoolers? 

1 or 2* 1 - 2 1.90 .31 

Do you believe that socioemotional 

skills are important for kindergartners? 

1 or 2* 1 - 2 1.97 .16 

* *1 = no, 2 = yes   
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*p < .05 

 
  

Table 2. Regression Analyses Predicting Beliefs about Behavior Management, Learning Environment, and 
Necessity of Socioemotional Skills from Participant Classification 

 Behavior Management Learning Environment Socioemotional Skills 

 ΔR2 β ΔR2 β ΔR2 β 

Classification .09 -.28 .23* -.23 .00 -.01 
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*p < .05 

 

 
 

 
 

 
 

 

Table 3. Correlations between Behavior Management, Learning Environment, and 
Necessity of Socioemotional Skills 

 1 2 3 

1. Behavior Management  .24 .36 

2. Learning Environment .23  .49* 

3. Socioemotional Skills    
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Chapter 5 

Discussion 

 The main purpose of this study was to examine preservice early childhood 

teachers’ beliefs about the necessity of socio-emotional skills for kindergarten and their 

beliefs about behavior management and the learning environment. Although there is 

research on current teachers’ beliefs about socioemotional skills (e.g., McMullen, 1999; 

Lin et al., 2003; Abu Taleb, 2013; Son, Kwon, Jeon & Hong, 2013), there is a lack of 

research about preservice teachers’ beliefs. Researching preservice teachers’ beliefs gives 

us insight into what skills the participants believe are necessary for kindergarten and 

whether or not they believe socioemotional skills are important. 

 For question one, participants rated the importance of the learning environment as 

well as how necessary socioemotional skills are for entering kindergarten. We found that 

preservice teachers rated these items as important and necessary. The results showed that 

preservice teachers agree the classroom learning environment is important. The results 

also revealed preservice teachers strongly agree that socioemotional skills are necessary 

for children to have when entering kindergarten. Lin et al. (2003) found current 

kindergarten teachers believed socioemotional skills were necessary for kindergarten. 

Results from the current study suggest that preservice teachers agree with in-service 

teachers that socioemotional skills are necessary. As teachers have an understanding of 

the importance of socioemotional skills, they will most likely have more positive 

classroom learning environments (Zins & Elias, 2006; McMullen, 1999). Socioemotional 

skills were rated as highly necessary for kindergartners in our results. An example of a 
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socioemotional skill is the ability to regulate emotions. Herbert-Meyers et al. (2006) 

found when children are able to regulate their emotions, they have more positive 

relationships with peers. It is possible that if a preservice teacher has the belief that 

socioemotional skills are important, they will encourage these skills when in the 

classroom to help children have more positive relationships. 

For question two, we found there was a negative association between preservice 

teachers’ year in college and their belief about the classroom learning environment. This 

means that the more years in college the participant had, the lower they rated the 

importance of the learning environment questions on the TBS. Son et al. (2013) found 

when teachers have more knowledge of socioemotional skills, they are able to distinguish 

what is developmentally appropriate for children in their classroom, so this finding was 

somewhat unexpected. Early Childhood Education students at TTU take child 

development classes in their curriculum before they begin their pedagogy classes. 

Therefore, preservice teachers have more opportunities to learn about DAP, 

socioemotional skills, and how to incorporate those skills in the classroom as they 

progress through their program. Although our findings were not consistent with this 

notion, it is likely a result of the learning environment subscale. The original intent of the 

TBS (Wooley et al., 2004) was to assess teachers’ overall teaching style. The questions 

related to the learning environment represented constructive teaching and traditional 

teaching. A different measure to more specifically assess the learning environment may 

yield a different result. We did not find an association between the participants’ year in 

college and what skills they believe are necessary for kindergarten.  
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 For question three, we found there was an association between preservice 

teachers’ beliefs of learning environment and the importance of socioemotional skills on 

the KRS. Brackett (2012) found when in-service teachers have an understanding of 

socioemotional skills, they are more likely to incorporate lessons and activities that 

support the positive classroom environment by teaching these skills. Findings from the 

current study suggest that preservice teachers’ beliefs about the importance of the 

learning environment and necessity of socioemotional skills may be similar to those held 

by in-service teachers. As preservice teachers gain more experience observing and 

learning about a positive learning environment, they will be able to formulate their own 

beliefs on how they can implement socioemotional skills in their classroom (Woolley et 

al., 2004).  

 In exploratory analyses we found an association between preservice teachers’ 

beliefs about the learning environment with how important socioemotional skills are for 

kindergartners. Therefore, preservice teachers who believe socioemotional skills are 

important, also believe the learning environment in the classroom is important. The 

question on the survey about if the preservice teacher believes socioemotional skills are 

important for kindergartners was a single item yes/no response compared to the KRS 

which had multiple questions so this finding should be interpreted with caution. There 

was a positive, but non-significant finding between beliefs about the learning 

environment with how important socioemotional skills are for preschoolers. It is possible 

more participants rated socioemotional skills as more important for preschoolers than 

kindergartners in the single item response.  
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 There were a few limitations for this study. The first limitation was we did not get 

as many participants as we had hoped. The way we recruited participants impacted the 

lack of participants. The lack of participants reduced the power, which may have limited 

our ability to find significant results. We only recruited through TechAnnounce and 

announcing it in HDFS classes. By using TechAnnounce, we are unable to monitor how 

many Texas Tech students view the emails and are reading the announcements. It is 

possible not all HDFS and EC majors saw the announcement. More participants may 

have been interested if there were incentives to completing the survey. Another limitation 

is the survey was open to anyone who clicked on the link to the survey. With it being 

open to anyone we had participants who were not EC or HDFS majors, which limited the 

number of completed surveys we could use for the research questions. There were several 

participants who completed the first part of demographic questions, but once it got to the 

KRS and TBS, they stopped. It is possible they stopped because they thought it would 

take too much time or they did not want to finish. Another limitation was, on the KRS, 

the responses could be on a possible scale of 1-4. There was a ceiling effect on the mean 

scores from our participants, which could have limited our ability to find significant 

results. In the future we can explore different measures that could produce greater 

variability. As mentioned previously, a different measure of the learning environment 

may lead to different results in the association between classification and beliefs about 

the classroom learning environment. The final limitation is that we only recruited Texas 

Tech students. A lot of education programs are different in what the program focuses on. 

With the differences in programs, we could potentially see different responses from 

preservice teachers in other early childhood education programs.   
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Some future directions for this study could be to include data on what the early 

childhood education curriculum focuses on by asking specific questions about the 

curriculum. Then we could look at the associations of the current measures and the 

curriculum. Looking into the curriculum would give us insight on what the preservice 

teachers have been taught in their classes and if they understand socioemotional skills. 

Another future direction could be including preservice teachers from other early 

childhood education programs and comparing the responses with what Texas Tech’s 

program includes. The last future direction is using the same measures and surveying in-

service teachers and comparing the results with pre-service teachers.  

In conclusion, this study showed us preservice teachers believe socioemotional 

skills are necessary for kindergarten readiness. The classroom learning environment also 

is important to preservice teachers earlier in their college careers. This study has added to 

the literature of understanding preservice teachers’ beliefs about socioemotional skills 

and the learning environment. 
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Appendix A 
Demographic Questions 

1. What is your major? 

2. What is your classification?  

a. Freshman 

b. Sophomore 

c. Junior 

d. Senior 

 
3. Do you identify as   

a. Male 

b. Female 

c. Other 

 
 

4. What is your race? 

a. White 

b. African American/Black 

c. Hispanic/Latino 

d. Asian 

e. Indian 

f. Native Hawaiian/Pacific Islander 

g. Other 

 

5. What grade do you most want to teach after graduation? 

6. Please rank order the following skills in order of importance for preschool children 

 
___ Cognitive skills 
___ Physical skills 
___ Socioemotional skills 
___ Perceptual skills 

 

 
7. Please rank order the following skills in order of importance for kindergarteners 
 

___ Cognitive skills 
___ Physical skills 
___ Socioemotional skills 
___ Perceptual skills 

 

8. Do you believe that socioemotional skills are important for preschoolers? 
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a. Yes 

b. No 

 
9. Do you believe that socioemotional skills are important for kindergarteners? 

a. Yes 

b. No 

 
10. Have you been taught about socioemotional skills in your courses? 

a. Yes   If so, which course? 

No 
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Kindergarten Readiness Skills 

Rate each skill's necessity for a child to have upon entering 
kindergarten on a scale from 1 (unnecessary) to 4 (high 
necessity) 

 

    

 

Unnecessary    Low Necessity   Average Necessity     High Necessity  

1. Use pleasant words such as please and thank you        1                        2                            3                               4 

2. Use words when angry to solve situation        1                        2                            3                               4 

3. Share toys with others        1                        2                            3                               4 

4. Play cooperatively        1                        2                            3                               4 

5. Comply with rules/limits/routine        1                        2                            3                               4 

6. Take care of personal belongings        1                        2                            3                               4 

7. Begin to control emotions        1                        2                            3                               4 

8. Make needs known         1                        2                            3                               4 

9. Show empathy        1                        2                            3                               4 
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Teachers’ Belief Survey  

Directions  

Imagine how you will set up your own future classroom as you read each of the following survey statements. As you think 

about your classroom (not your cooperating teachers’ classrooms), write a number on the line beside each statement to indicate 

how much you disagree or agree with the statement on a scale ranging from 1 (strongly disagree) to 6 (strongly agree).  

 

 

 

 

 

 

 



Texas Tech University, Rachel Correale, May 2019 
 
 

 
 
46 

Statements  

 Strongly Disagree   Disagree   Neutral   Somewhat Agree  Agree  Strongly Agree 

1. It is important that I establish classroom control before I become too 

friendly with students. (TM, behavior management)  
1                    2                3                 4               5              6 

2. I believe that expanding on students’ ideas is an effective way to 

build my curriculum. (CT, curriculum)  
1                  2                3                 4               5              6 

3. I prefer to cluster students’ desks or use tables so they can work 

together. (CT, classroom learning environment)  
1                  2                3                 4               5              6 

4. I invite students to create many of my bulletin boards. (CT, 

classroom learning environment)  
1                  2                3                 4               5              6 

5. I like to make curriculum choices for students because they can’t 

know what they need to learn. (TT, curriculum)  
1                  2                3                 4               5              6 

6. I base student grades primarily on homework, quizzes, and tests. (TT, 

assessment)  
1                  2                3                 4               5              6 
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7. An essential part of my teacher role is supporting a student’s family 

when problems are interfering with a student’s learning. (CT, working 

with parents)  

1                  2                3                 4               5              6 

8. To be sure that I teach students all necessary content and skills, I 

follow a textbook or workbook. (TT, curriculum)  
1                  2                3                 4               5              6 

9. I teach subjects separately, although I am aware of the overlap of 

content and skills. (TT, curriculum) 
1                  2                3                 4               5              6 

10. I involve students in evaluating their own work and setting their 

own goals. (CT, assessment) 
1                  2                3                 4               5              6 

11. My primary role as a teacher is to help students become learners, 

not to teach particular content knowledge. (teaching strategies) 
1                  2                3                 4               5              6 

12. When there is a dispute between students in my classroom, I try to 

intervene immediately to resolve the problem. (TM, behavior 

management) 

1                  2                3                 4               5              6 

13. I believe students learn best when there is a fixed schedule. (TM, 

classroom learning environment)  
1                  2                3                 4               5              6 
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14. I communicate with parents mainly through report cards and parent-

teacher conferences. (working with parents)  
1                  2                3                 4               5              6 

15. I make it a priority in my classroom to give students time to work 

together when I am not directing them. (CT, teaching strategies) 1                  2                3                 4               5              6 

16. I have centers in my classroom that students can work at, but only 

after their assigned work is finished. (teaching strategies) 
1                  2                3                 4               5              6 

17. I make it easy for parents to contact me at school or home. (CT, 

working with parents) 
1                  2                3                 4               5              6 

18. During discussions I ask many open-ended questions and encourage 

students to ask questions of each other. (teaching strategies) 1                  2                3                 4               5              6 

19. If I am not directing classroom events, the most likely result is 

chaos. (behavior management) 
1                  2                3                 4               5              6 

20. My students spend the majority of their seatwork time working 

individually. (student roles) 
1                  2                3                 4               5              6 
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21. For assessment purposes, I am interested in what students can do 

independently. (TT, assessment)  
1                  2                3                 4               5              6 

22. One way I get my students ready for the next activity is to 

compliment students who have followed my directions quickly (e.g., “I 

see that Group 3 is ready with all of your materials.”). (behavior 

management) 

1                  2                3                 4               5              6 

23. I invite parents to volunteer in or visit my classroom almost any 

time. (CT, working with parents) 
1                  2                3                 4               5              6 

24. Instead of assigning students jobs, I encourage them to show 

initiative in helping keep our classroom clean and neat. (student roles) 1                  2                3                 4               5              6 

25. I generally use the teacher’s guide to lead class discussions of a 

story or text. (TT, teaching strategies) 
1                  2                3                 4               5              6 

26. I prefer to assess students informally through observations and 

conferences. (CT, assessment) 
1                  2                3                 4               5              6 
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27. I find that textbooks and other published materials are the best 

sources for creating my curriculum. (TT, curriculum) 
1                  2                3                 4               5              6 

28. If students are interested in a topic I try to help them, but I don’t use 

class time because I have a lot of curriculum to cover. (curriculum) 1                  2                3                 4               5              6 

29. I decorate my classroom primarily with posters, pictures, or 

teaching charts. (classroom learning environment) 
1                  2                3                 4               5              6 

30. In my classroom I take care of the learning materials and set them 

out for students when they need them. (student roles) 
1                  2                3                 4               5              6 

31. It is more important for students to learn to obey rules than to make 

their own decisions. (TM, behavior management) 
1                  2                3                 4               5              6 

32. I am a firm believer in paper-and-pencil tests. (assessment)  1                  2                3                 4               5              6 

33. I often create thematic units based on the students’ interests and 

ideas. (CT, curriculum)  
1                  2                3                 4               5              6 

34. Students need to learn that there are consequences for inappropriate 

behavior. (behavior management)  
1                  2                3                 4               5              6 


