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1rngiv itto t tho Hwy 11;vu wi|h purtieulir techniques. foucher-,

who an: good models and who d in inforporon,A1 relationships proh-

unly will :,ucceod with Jny rea-,ondhly con-,i:Jenl sot of techniques that suits

Ihem, bul logLners who luck those imporlunl por:,onul qualities, probably will

|,v/` difficulty no mutter whal tocaniques they fry. thus, the proparalion

() a successful classroom manager may involve shaping of personal character-

isti[rs in addition to training skills.

A third theme running throughout the paper will ho the implicit refer -

once to a particular setting: the traditional, self-contained classroom.

This is still the most common setting for instruction, and the one that has

haorl tho focus of most research. Also, classroom management is easiest

to characterize and discus,:, in reference to a single to. her interacting

with o '-,table group of r_Aaidents within a stable environment. far as is

knnwn, the same principles that apply in the self-contained classroom also

Apply elsewhere, but adaptations to -accommodate the differences would have to

be f-ade when applying them to other settings. This is an assumpti_n of

course; there is practically no research (although there is unsystematic ex-

perience-based advice) on management in non-traditionol settings. A few

studies have been conducted, and their findings have been included in the

paper where relevanL However, for the most part, the self-contained ciass

room zAotting iLA assumed. implicitly in this paper and appropriate adaptations
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Ill `n'| !V). Lindlly,ywe wil I
turn dttontion to permi!.dent !,,loduhr mi,,-

Dohdvior and suggestions for coping with it (Sections VI dnd VII).

in- 1Judent Ro e

in.tc dny conception of cliis_,room mdnoeument dru nolion5 about de-

_ m tide uppropridte hethwiiq . Liken together, those conslifulo

con be the studend- role, Llements common lo different concop

Hun, of the student role i (1) wv,tery of hd'Jic (:)) develop-

mem of inforet in dnd knowledge about the groat voriolv of topics included

i 1 U`a formal curriculum, dnd(=5) purlicipution d member of

urdup, in d bredd range of experiences -that are not part of the formal cur-

riculum but d-O traditional and often valued in schools os we know them.

of the 1Hter experiences do not hove important instructiondl or social -

1:.-ifiondi galls, but are includod because they dre considered necessary for

effiriont institutional functioning (taking roll, for examplo) how-

ever, :Ire designed to supporf the program of instruction (field trips, vari-

ous extracurricular activities) or to develop qualities believed important .

for citizens in society at large (physical education, the plodge of alloqi,dnce
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ii,in of i ncl i vi cluo l de..in the F en, etn o I authority of the teacher and the

pur-ional but often guile rest ict ive 5c1= 1 and ff rules. the

rid are intended to [ vide lot on l y ind noz. onably satisfact y

Irnup living oxporionce within ) insfitu i nal setting, tnci typically thoy

and relatively tivo in o(complishinq this= However, they

It pri,- that in fomili u to HI f., who hove e/puriurmccocl it but

th cc sideri licitly.

Tht not affect the imposition on unnilural dnd restrictive envi roon-

men t upoh students. Much bohovio- tha cur idered natural and -, propriate

elsewhere i forbidden dt 5Ch001 i st c r dnd play) , and many other

things can he done only at specified times nc1 Jr curd ina to specified meth-

ods (food and refreshment, use of the to i let, responding to indiv i dual needs

tst lei_;ires). There is the demand for sustained attention to lessons and

academic tasks, with concomitant inhibition or restriction of behavior that

15 appropriate in other contests. Finally, all of -this goes on in a contin-

ually public setting, where y notable e,,:,Jerienccs ref individuals ically
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w-i lh :y effects (per',i'Aent authel itarian and punitive 1echnique5).

Individual differences. In :LIddition to ',uch considerations about managing

in .lenernl, knowledge anout individual difforences can be drawn upon

Htinc,-tion,-, among particular typo of ntudents, and these distinc-

ti,- hdve for qualifying general prescriptions about class-

mAnc)flom(mt. DilterenLe,, in ago, sex, and ethnicity come readily to

mind, ihing with A great many individual difference variables such as matur-

il'; rid re-,pm.ibility. If anything, the,,-,e variables probably come to mind too

roadily, ./lung wi|h differehlial pre'wrintions presented in overly polarized and

way., (as in discussions of the needs of boys vs. q rls or black

tudents V. white students). Actually, there is remarkably little evidence sup-

pertim9 the differential effectiveness of differont techniques for different groups.

Wrifors dealing with these topics rarely cite scientific evidenc..: 3 .lort

their recommendations, and even the recommendations themselves typi -lily in-





valve relatively minor qualifications of major themes rather than the p-i

scription of one clear-cut kind of treatment for one group and a very dif-

ferent treatment for another group. Even so, certain group and individual

differences among students do seam important enough to be kept in mind by

teachers trying to optimize their management of particular classes.

For example, well established sex differences (Maccoby Jacklin, 1974)

indicate that boys are more physically active than girls, at least during the

childhood years, so that tight restrictions on physical movement are more

difficult tar them. Also, a combination of sustained a attention and physic-1

immobility is especially difficult for younger children to maintain, relative

lo older students. These student differences are well known, but what are

their implications far classroom management? This question is not so easy

to answer.

Clearly, they do not imply that no physical restrictions should be placed

on certain students. Some will find physical restrictions more difficult to

adjust to than others, but they can adjust to them. Before specifying im-

plications, one would have to answer such questions as the following: (1)

the general instructional model proposed for use with the classroom in

qua.question appropriate for the students in it? I f so, what kinds of physical

r e tr ictions on students really seem lo be necessary? (The term "least

triotive environment," presently used in roterenco to optimal placement of

'students with diagnosed disabilities considered profitably wifh re-

ef to normal students, ass well, In view of the negative sido offo to of

tr on students, it ,fidbm s reasonable lo conclude that such rostric-

How:, should minimized, and # [ }[ii H specific situations where they are

roEitj rod. ) 2 Is Hioro wly 1 ho 1110 ,,liqe c...)11 be oL:k:



pl shed! (',shore this is true, it is reasonable to provide choice opportun=

ities so that students cen use the method that is rr st acceptable to them.)

(3) Have the reasons for restrictions been made clear to the students? (This

is important both for developing their understanding and for helping them to

accept the strict-ions

()nee restrictions are minimized, there still may be cer=tain students

ac'i,9I ly younger students and boys, but not necessarily who still have

Ity adjusting to them. Where this is the case, can the teacher thinkdiffic

ways to ease this adjustment? (Classroom activities can be scheduled so

that periods o of sustained concentration are required when the students seem

m _I- able to handle them, and so that recess and .other times for vigorous

activity occur when st tents are most likely to benefit from them. In -ddi-

Hon individual students who seem to need more physical activity can be gi-

ven our rtunities to get it in a great many ways that still accomplish in-

structional goals or at least d not conflict with them.)

'ire argument as presented ,1 far summarized as follows. The stu-

den t r 1- ussocia rid with the i ust i tut ionu li--d instruction of large, age

graded groups imposes an artificial and rests I et i ye environment upon students,

compared to the environments they

men I

ri once at home and at play. Enforce-

these demands can be time consuminri and frustrating for teachers, and

Ira rtt rif it) ,) oceat many ad juk:t n T

certain ',Juden

)1 era; forfro students in general and

partic I Therefore, it is important to minimize these

o (1 l ertri with the of ILL I h,-)t- ny t hem, such as the de-

vet , rat o f nein-five lewald touchers and schooling. For a (liven

the opt i ma I c I assroonr manag ement approac the onethnI_Rgah-

I

'ired_tp-trittng epyt'prime n t while simuitaneouslyJmaclaLaULhil
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fewest restrictions upon the

Within this, general procedures need to be adapted to groups and indi-

viduals. Younger students and boys in particular will benefit not only from

opportunities for physical movement but also from opportunities to physically

manipulate concrete stimuli. All students will benefit from having-the rea-

ms for rules explained to them careful ly, but especially students who do

net typically get these kinds of explanations at home. Developing qualities

like independence and responsibility in self care is an important

management goal for all students, but especially for immature and dependent

Jdents.

Social scientists have i-dentified many characteristics that vary across

or cultures. These are sometimes pictured as having implications for

cli -sroom management, although this presumed implications are seldom spelled

out. Often they involve greater tolerance for non-sanctioned behavior by

dents whose cultural backgrounds or experiences make adjustment to the student

role especially difficult for them. For example, middle -class teachers ac-

cu tomed to forbidding violence in connection with conflicts and forbidding

Idnq that they consider to be obscene tend to become noticeably more tol-

erant of these behaviors if they are assigned to work with lower class stu-

a and the students.

try, presumably in deference to l_eal mores (Weiss c& Weiss, 1975).

Also, teachers in these situations need to be especially sensitive about

the -rigor cif wcrserr ng oxisti : ntliet- between themselves and 'their siu-

t.lonitor rele!:, should be confined to those that will not place students

in coil tliot with the poor group, and appointments to peer leadership positions

will require the involvement or at lo t the support of the existing peer

loader-_; (Roberts, 1{t70; Riossmon, 1962).
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Another example concerns student nonverbal behavior during disciplinary

contacts. Middle -class teachers typically expect students to maintain eye

contact with them at these times, as a sign of both attention and respect.

However, individuals in certain minority groups are taught to avert their

in such situations. For these individuals, maintaining eye contact may

even connote defianc- -athr than respectful attention. Obviously, it is im-

p -rant for teachers working with such individuals to be aware of these cult-

ual differences so as to be able to interpret their students' behavior correctly and

rc pond to it appropr=iately. More gener=ally, it seems important for teachers

of any background and in any setting to be open-minded and tolerant in deaT-

ing with students who come from very different social or cultural backgrounds.

This does not necessarily mean catering to student preferences or re-

infor inq their expectations, however. Low SES children are accustomed to author-

itarian treatment and even brutality, but this is not what they need from

their teachers. If anything, such students have a greater need for teacher

acceptance and warmth (Brophy & Evertson, 1976 In the case of minority

group students who are alienated from school learning and discriminated against

by the majority of the student body, successful teaching involves a combination

wirmth and determination in demanding achievement efforts and enforcing

c -J :t limits (Kleinfeld, 1975). Mor-f generally, the overall goals of

classroom management for various categories of special students will be the

same as they are for more typical sludenls, although the Spe-Ilic me `hods used

to acc these goals may dif for somewhat (distractible students may need

study carrel: or other quiet plac io work; very slow students may need spe-

( HI tutoring and opportun tics to ;-left more frequent and i help from

the teacher; poor workers may need c n r or other approaches H provi



roeord of progress, break tasks into smaller segments, and/or provide for

individualized reinfm-cement).

udent behavior=_Eroblems. Most o the behavior 'problems" that

I witn involve essentially trivial matters such as loud tal (no,

unauth ioisy movements, or other disruptions of the classroom learning

calvirenm At. As noted previously, much of this behavior is considered normal

rnd appropriate outside of the classroom. Even in the classroom, it is ob-

efienoble not because there is anything inherently wrong with it, but be-

, Jwse it is incompatible with teaching and learning efforts, at least within

the instrucitonal model being used. The general principles of classroom

13ge ent discussed so far refer primarily to this level of problem.

In addition, there are the more enduring and serious problems presented

udents with physic 1, mental, or behavioral disorders. The problems of

lctional students with physical car mental handicaps are not treated sue-

! f 1_ Ily here. However, we do include coping with students' behavior di s

part of the task of classroom management for the ordinary teacher.

\rout one school child in 10 has moderate to severe adjustment problems,

' the rate climbs to three in 10 if mi lr, problems are included (Clarizio

y, 1976). About three boys for every girl have moderate to severe

so th t the rate is about 155 fc r boys and for 'gi rl'

it 1 f These childhood d ibturbance s are related to specific: external si

(a(, tor and likely to show signific nt impr voment a year Iwo even

prouesional tre fment (Clarizio McCoy, 1976; Cutter, I9/5).

f the disturbed ludents that toachors mast deal with ea

v_hiatr is diagnoses, and su h are not of much r-lovarice to



in any case. In deciding whethor and how to respond to behavior problems,

teachers consider such variables as tho identity of the students involved, the

likelihood of the problem petering out vs. continuing or escalating, the ap-

wont o tional state of the student (which -ies do i ly), the time dr ,

whether the studs nt'f) _actions seem to he intentional and delibefaTo or not,

and the probable consequences ref the contemplated teacher bohavior.

Many toac will strike t%:_t:it bargains with persistent offenders, mi-

mi ing educational demands and oven inforaclics with them in return for a de-

gree of compli ance (Har \Jos, lies Mel lor, 1975). s tactic cdn

backfire, however. ten, teachers will net intervene with such students when

their misbeha- elatively mild, but then they will overreact negatively

when they do into-- vene, thus feeding i ii ro the students' perceptions that the

teacher is picking on them. Also, avv; Hnce will rni n i mi ze the teacher's op-

portunities to provide encorrraclement, support, and positive feedback at times

when these students ore behoving appi tely. Those aro examples caf a rr are

le-al princ=iple; indirect methods that try to avoid dealing with problems

or pretend that do not ex t re more likely totry -einforco 11 t in lo ex-

tin rc,ish the problem behavior (This point will I rmnde.d later in the paper) .

Teachers with the willingness and to do G0 Lon ploy importa t r-les

in helping the_ i r distirbed students to improv their genera personal adjust -

ts, in addition to helping them cops with tho demands of ho stude=nt role.

can be difficult. In addiiican to di I ling the class 115 _I re--

disturbed stud its may lack 'elf control, be aggress ive Iowarcl their

ant toward the teacher. 0- may i rid

in 1- '11 chnior . Oth

Igo in lying stoalif 1 and

not ti erupt i vc i u t c, use cot cern he-

ty w i thdrdw I , inhibi t i can, cur disturbed concepts SO I f

lo,lchor frog .ently must be (lore t lora-- cf the lapses of I Jose indivituals
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wi+h respect -Heir keeping classroom rules, and in aduition, they often

will need to spend a great deal of time working with them individually.

';(:), the cloneral pf inciplos of classroom management to be discussed here

f,eld for dist..rbod students just as they do for other students. As always,

rw,t 'ou indiv variaidon' on the main themes, but there is no need

r loarl _?-s to have ant sot of tectechniques for "disturbed" students and an-

set for "normal" students (Kounin & Obradovic, 1968) .

'Jtuderit expectations of teachers. Managing a classroom well is nsid-

orod part of the essence of effective teaching at all levels. This v low is

u -,uaily held by teachers, teacher educators, and school administrators, and it

is srlpported by research indicating that teachers who are good classroom managers

also tend to produce more learning (Brophy & Evertson, 1)76; Good & Brophy, 1977;

Rosenshine 3 Be liner, 1978; Good & Grouws, 1975; McDonald & Elias 1976).

In addition, students expect teachers to manage their classroom ec-

_ly _And H hiiy stress this expectat ion in dovolopinq general atlitados to-

wird ,nc1 evaluations of the toache they see. This conclusion is cnrnme

d f rc m casual observation in classrooms, and it i s supported by CI

to iy by Nash 1976), involving systematic iiterview nq of. )1 ctildren.

Nash found i mail them, in the raspresponses o f Bri t ish soncr I chill-

1OL ir attilud 3 and expoctati can s concerning told

r.i tiler than ,ofi, pun t=;11W';. if 110C-0"e-- I

husy1;01

(1) koep!, ordor

leuche!; y)n (konv y

( n be Li dor too] oiyes holp i f you need it):(1) i n

(provides varloty, ioriini);(i?) fair (cc ,for' runt pl

rife,, or pick on onyono); and (r,) friendly (kind or nice, toll_, rir

thin sho ts, can 1 1110 whoitn r ,IP19 pri to), (.1tid I dily profor

1 9
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this kind of toucher but expect teachers to be this way and tend not to go

Hong *itn them or like them if they are not . Students see themselves as

having mostly a passive role in regard to organizing and running the class-

room, but tney expect teachers to be active in doing so, and they hold it

.`Hail ct them if they are nol.

School children in the United Slates might bo expected to place a little

s,ress on tire authority figure ospecfs of the teacher role, because of

.:;ltoren :os between the educational traditions in the two countries. Even so,

che eN;coctotions of sit, ,mts in the United Slates are probably similar to

f,und hy tfu-,11 in ,]{:And. This w)uld include the recognition that the

f000ner is or should be the authority figure in the classroom and therefore

should ploy that rolo, the implication seems to be that teachers who try to

ovoid setting limits and imposing nocessory structure will find that this

backfiros, resulting not only in classroom management problems but al-

so in diministod student respect und liking.

1 her oructer_i

Teochers' success in monaging classrooms will be determined not only by

t r I I !, und i quo': h/| 1.-1 HO by thoir per ,onu I qualifies and the

et tech. hey, qualities hove upon on "7.. Toucher"; ore more I i kel y lo be

t, lo I h. extent thut he ir 'Jx.|vn|` |iku und r('!,pec I horn, rid ||ms

ore eager to cooperote with !hem. Ihe relotion!chihs between votious leacher

per,ohul ottt ibufe", um, in ( |','00(1m monagement have mover been in -

ve .figufed cully, lelevunt cun be drawn nom re -

....It', of tudie", of ',tuderlt ottitude". toward toochers, ..uch ol, fhe study hy

NJ-i uhove, frOPI formation ,111 the ultrihule. of individuul'_. who
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effectiv (Bandura, 1969 ), and om information on the attributes

of individuals who are effective parents (Brophy, 1977).

First, it seems helpful if teachers are liked by their students. Charac-

teri;tics that are important here are the same ones important for making any

Individual well liked: a cheerful disposition, friendliness, emotional ma-

1 wity, sincerity, trustworthiness, and many other qualities associated with

aenoral mental health and personal adjustment. There is net much to say about

qualities other than to note that they are extremely important, even

though they are usually considered beyond the scope of teacher education pro-

grams. They are probably much rrroree important than such variables as the kinds

f reward systems used in the classroom, the attention signals used, the var7

lety of classroom _nitor roles, or the number of affective development activi-

ties scheduled per month.

Teaching, after all, involves working with people as part of the essence

of the job. In the case of elementary teachers, the people happen to be chil-

dren, who ore loss able than adults to understand and adapt to met 01 health

prohl in others. Poorly adjusted individuals can do a lot of damage in this

teach inq role, especially with young and impressionable students who accept

what their tench° , tell them at fxivalue. In view of those dangers,

soneibIc to argue for system =ic measures to keep individuals with un-

aeceptable peers nil attributes out of the clas=--om (preferably by counseling

t hem out a f teacher education laic cl s In the first place, but also by refus-

Irlcl to lho-, who are _'.nrt l Ie'et, who-- MOCO-- ')/) lhis has not

always been fears iblo i n the past, hut i t certainly i at time like the pro

'f It Wh011 y of potential tea, her, ova I -lb I c ,

They personal atIributes disent..02;ed r fear are rather general and opt ly to



17

almost any aspect of the teacher role. In addition, there are many important

qualities that teachers should have when managing the classroom and function-

ing in the role of classroom authority figure. Many of these flow from what

has been called "ego strength," an underlying self-confidence that enables

individuals to remain calm in a crisis, listen actively without becoming d

Pensive or authoritarian, avoid win-lose conflicts, and maintain a problem

solving orientation rather than resort to withdrawal, blaming, hysteria, or

other errotional overreactions. Many of the skills involved in effective prob-

lem solving can be learned systematically and shobld'be included in teacher

education programs. Also, authoritarian individuals can learn to tolerate

what they see as challenges to their authority) and those who tend to avoid

conflict at all cost can become mare comfortable with it and able to handle

it effectively. Here again, ,though, it seems reasonable to argue for minimum

standards in interpersdnal skills and problem solving abilities. Individuals

who repeatedly indulge i- brutality, sadism, temper tantrums, ,or hysteria as

a response to difficulties with students do not belong in the classroom.

Teachers with serious personal deficiencies of the kinds discussed in

this section will-not be successful classroom 'managers, no matter what skills

they possess or what techniques they use. Their behavior at times will be so

inappropriate and self - defeating s to negate anything they might accomplish

fhrough systematic application of fectivo management techniques. However,

Poachers who do not have these problems can develop conscious and systematic

a,praaches to managing the classroom, including a groat many specific techni-

ques, to increase student 1 --Jrning and reduce management prof 1 ms.
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Developmental Aspects o Classroom Mana e t

tudents progress through school grades they undergo personal and

ial development as Individuals. These developmental Aifferences imply

differences in goals and techniques of classroom management at different

grade leve16. Brophy and Evert son (19751 idehtifi d four such stages, three'

of which apply to the elementary grades.

In the first stage, students in kindergarten and the early elementary

es are being socialized into the role of student in addition to being in

structed in basic skills. Most children at these ages are still oriented to

adults as authority figures. They are predisposed to do what they are told

and to feel gratified when they please teachers and upset when they do not.

Teachers provide nurturant socialization during these years, serving not

only as classroom authority figure and instructional leaders but also as the

individuals to whom students turn to for directions, encouragement, solace,

assistance, and personalized attention generally. The kinds of serious dis-

-turbances described above usually are not yet present.

Consequently, teachers function primarily as instr=uctors and trainers

in regard to classroom management, introducing students to life at school and

inccic=ating student role behaviors as overlearned habits_ The emphasis is on

instructing children about what to do rather than on getting them to comply

with farm liar rules. These instructional or socializational aspsrsctG of cid

room management isic Icurl of the teach r's job in the curly grades;

probably is not possible to teach young children offectivoly without

spending considerable tim on these tasks,

this stair followod by ono in which the time sp_nt ha Ali 7,1 OM

rIln,),1 emt on t r :erns i t redt, ro ab lc to cor ets c,rr i

1., tr ur t i 5 [U(10111-1, I n the t mrtrin I um. Ibis ton( rr n r c i tun H cis i s f re

(laontly soon in the early and middle startin-

3

';hen
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to rho StUa nt role is completed and continuing cl'J icon trs rr ft ,tsdonts re-

main adult oriented and r,datively compliant. At this second stage, studens:

are famdliar with most school routines and thus need less socialization in

that regard, and at the same time the serious disturbances seen frequently

.later have not yet become co --n. Creating and maintaining an appropriate

learning environment remain central to teaching success but these ,tasks con-

sume loss teacher time.

A new stage appears and becomes prominent as more and more students lose

thoir childish dependency upon tea ers and switch orientation from pleasing

toachors tca pleasing the poor r_up. The management considerations facing

teachers during this stage are most f vi (tent in junior high school classrooms,

although in some schools they appear much earlier. In any , classrooms

formerly characterized by industrious students concerned pr i ma rily with im-

pravina their academic knowledge and sk, i lls under the direction of the teacher-

have given way to classrooms populated nastly with students who are .concerned

more than anything else with enjoy ing good times with and being accepted by

their classmates. Most students still like and respect their teachers, but

not as much as before. Positive interaction s with teachers that occur in pri

vate aro, likely to be gratifying, but public praise from a teacher b -(mes em-

-r sing and can cause problems with peers.' Teachers ir,egin to be re: sent d

when they act as authority figures, and maintaining control of the class can

be very difficult at times. Also, during this stage, certain student, become

ro ly d i- trrrbc I and much mero difficult to control than they us :d to

A5 a result o of these i o f l uunc05, classroom management aga in becomes a

pi,ninent part L.)1 `tlie teacher role 11 this third stage. In fact, menacing
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the Oas- room generally and accomplishing socialization related to studantst

personal and social adjustment it; as much or more important at these grades

than teaching the formal curriculum. Students have mastered tool skills and

matured as learners, so that they can manage much of their learning on their

own. They are much less dependent upon the teacher to provide direct in-

$4,
struct ion, except in areas totally new to them. Also, at this stage, th,_

cher's primary problem is motivating the students to behave as they know

they are supposed to, not instructing them on how to do it (as in the first

stage). Classroom management is much more time consuming than at the previous

stacto, yet a l so different from what it was like at the first stag

This stage gives way to a fourth stage, usually sometime during the high

5,11ool years. As many of the most alienated students drop out cif,school, and

increasing numbers of the rest of the students become intellectually and

socially more mature, classrooms once again assume an increasingly academic

focus. Classroom management requires even less time than I. did at the second

stage, because students assume almost complete responsibility for managing

their movements and activities at school. At these higher levels, teaching

mostly a matter- of instructing students in the formal curriculum. Class-

room management remains important but requires little time (except in the first

few class meetings), and student socialization conducted with the group almost

disappears. The socialization that does occur is mostly informal, conducted

during out-of-class contacts with individuals.

These rkvelopmental aspects of classroom management should be taken into

--nt in matching teachers to grade levels. T:a hors who enjoy working with

rig children, who like to provide nunturant soc ili.7ation as well as iristruca

and who have p Hence and skills needed for socializing young chil-
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dren into the student role, wbuld be especially weII.pia. d in th early

elementary grades. Elementary -level teachers who want to concentrate mostly

on instruction would be best placed in the middle grades, after most of the

initial socialization is accomplished but before the problems associated with

preadolescence become prominent. Finally, the upper grades would be best for

elementary teachers who enjoy or at least are not bothered by the provoCative

behevier of preadolescents and who see themselves as socialization agents and

models at least as much as instructors in the narrower sense of the term.

Classroom and group management are discussed in the following sections.

All feu her should be fathillar with these techniques and able to use them when

eppropriale. Later sections will discuss techniques for dealing in depth with

individual students who present more serious and prolonged problems, not only

in classroom conduct but in general personal adjustment. Teachers should be

familiar with these techniques as well, although their use of them will depend

upon euch factors as the type of school in which they teach, the grade level

they teach, and their own definitions of the teacher's roles. Teachers who

conceive of themselves primarily as instructors and believe that student so-

cialization is part of the teaching role only insofar as it is necessary to

create the desired learning environment may hesitate to get involved in their

students' personal problems. However, teachers who wish to function as so-

cializing agents, not just instructors, will find the techniques described in

later sections of the chapter useful for that purpose as well as for classroom

management in the narrower sense.

III. PrnIIT1111LEmna" a n i ug Environment

with rr st problems, the most c ffactive way to deal with classroom man-



I i!r=J tc,t pr vun f thorn frt tiw I iit f ;)I 1 it I" ilrii ,, vv./

tbL=Iri h-) If lop fllon 'try lo ,r,olvo thorn. 1 thi!i

Ihrough advanced plan Inn and pripratioh thu el -+

{3rivi r --onmo)f for group f urns I fiunin- oonerally and I

Fort of the preparation for -gfecfive classro

.Barri Or

in par l

III management

active ins-truction. This was shown clearly in e pronramr.le

of sludies5 conducted by Kounin (1970) a

by identif-yitbj

I his colle ues. They began

Jtably successful and unsuccer.sful cla-;,_teem rnan, r r ;Intl

irrVI ind their responses to i tt itive 01 disr-p stude-t- The logic

:ippr'c si was simple 1nci cloor: y53ternal ic differences between tlt

dr upS in tho ways that -HI, handIed student misbehavior probably would

unT for th Y ir diffire lid! Surprisingly, though, exhaustive

failed to ro ve {1 I tc -mat ic di f f -srires in the ways tt 1 succ Ir-vsful

an( i unsuccestul teachers responded to student mis,hehavior.

-gueal anjlys,(is re -aled ;hot fho Inekind in the

wrong place. The - were r-rony important differ-r between the groups, but

rhey were not in resp-nses to student misbehavior. Instead, they were in

the ad e d planning and preparation that goes into effective in truction,

and in the nroup management techniques that teachers used to prevent inatten-

1-ion and disruption (as opposed t© the "desist techniques used to' respond

after these problems occur red). Preparation for instruction will be discLiss-

ed in the present section, and group m anagem ent techniques in the next.

Fr-opraffcn for instructien includes both -the preparation of materials

for- use by teacher and students and the.preparation for presenting information

au ing lessons. Kounin reported that the lessons of effective teachers pro-

ceeded s000thly and at a good pace, but the lessons of the teachers who had



t.f1.111. rf '..,rit ,r(r, I (1(71(',J ( ,r1r,rf-qic r ;1 .y h,

nerind, gnd Wye. Usually, though, student inattontion Jilt aisbundvior

Nero irocenble h; f)roblems of discontinuity in tho les':,on, which H fern were

tr0i0ible 10 indgequato teacher prepnration. Students uually wore :attentive

nd invelvod wh0nover les!sonc, followed
, logiudl .alrre:turo and rhovA i Ioiiq i t

liii ineidence problem-, incrodsed sharp !y 11-0(Icth, '0-en teuLb-

els huotn to winger fur no apparent reason, needlossly repeated and reviewed

II that everyone dIready undo pou,:ied to gather their thcmht5

,1irm. material that should have teen prepared corlicr, or interrupted -hp

iheil Ain; tehdvior problems (AL:wring outside of the eioup or I,) (IC 01

with idnur C oici,..rn that could have been postponed until later. At timem

! i I in the atugenta became iloficoubly restless unit fidgety, bored, or mpre

C lc-ti ngttontive, and lOnSi nrjliIccni s increee3ed the longor the lesson dis-

cmnfindity conlinaeg.

implicdfion hero ,.,)oom clear: lcfler-5 will minimize classroom mn-

,10-nont prohlem if they conduct smooth and well paced lessons. What this

moJn5 in d particular instance will vary with the experience level of the teach-

er daJ tim faihiliarily of the escort, but prior review of the lesson's

Jul procedures and preparation of any needed preps would seem to be 0

minimum Some teachers may require proparation of note cards, role play, micro-

teachinq, or other rehearsal technique!s. Whatever the method, the resell should

ho readiness to conduct lessons without the lapses in continuity that bring on

manaienent problems.

Any props nuoded by the teacher should be fully prepared and ready for

imediate use. Unless it is intended that students watch the actual prepara-

tion of some demonstration, for example, it should be prepared in final form.

2
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ink applies to props hold up foc viewing, material rwit on blackh orein or tho

(:;wrhcad, and aspects of scientific demnstratiohs that there is no need for

students to observe. Work sheets or other materiols usually should be distri-

buted at the beginning of the lesson, so they will be ovailable when needed.

(Ihere are exceptions as when these materials would distract students from

attending to the presentation or would prematurely "give away a surprise).

Such considerations illustrate a general principle: effective teaching in-

volves selection of strategies to see that objectives are reached, as opposed

to mastery of a ',i_,4-1cifie set of competencies to be applied to all situations.

it is not preselce of a scific method, but success or failure in meeting

ebjek:tives, that counts.

Besides materials for lessons, teachers must prepare seatwork assignments.

Post rosearch and writing about teaching is focused on public lesons and

recitations. Yet, elementary students spend much of their day working 'ride-

rendently (Rrophy & Evertson. 1976; Nash, 1973; McDonald & Elias, 1976).

Siudents working independently are both more subject to distraction and less

subject to teacher supervision than students in a group led by the teacher.

Sometimes teachers circulate to provide continuous supervision, bul- often

they ore busy with small group instruction while most of the class is supposed

to be working independently. Success here depends on sustained student en-

gagement in independent work.

i<ounin (1970) found that student involvement in seatwork depends on

the challenge and variety the work presents. 5fUdantS quickly beom.

satiated with tasks that present no challenge, especially if they are repeti-

tive and lacking in variation. The principle here seems clear: if students

are expected to remain engaged in independent work for significant periods of



t-hu work will have to tier of an level of difficulty onabl

th n to work on it continuously w ithout either g i v. I nq up because if i e. too

difficult or losing concentration and motivation because it Is repetitive

and lacking in challenge, Beyond this, i t seems prudent to recommend that

,i0otwork involve variety, to combat boredom, and in general, be as interesting

01)iblo. Accomplishing this requires teacher preparation.

TheThee ntrest between public recitations and seatwork illustrates that

general principles of classroom management must be supplemented with specific

techniques adapted to the unique demands of various activity structures and

behavior settings. Kounin c. Gump (1974)analyzed six types of activities and

found important differences in continuity of signal input, insulati_n fr-oni

outside distractions, and degree of intrusiveness of the actions of the parti-

cipants in the activity itself. In turn, those differences dictated that dif-

ferent strategies were required for successful management of various activities,

even tint uglt the 1-eacher were the same. Later analyses revealed that differ-

ences in continuity are associated with differenCes in task involvement within

activity types as well as across them. That is, for any particular activity

type, some strategies are more effective than others (Kounin & Doyle, 1975).

sr

By extension, the work of Kounin and his colleagues implies that class-

room management problems will be caused by any factor that results in delays

or confusion. Good and Brophy (1977, 1978) have identified a variety of

these, all of which can be at least minimized by teachers who concentrate on

doing SC)



afficp2tterns, Classreem5 ild be arranged ai that traffic can

flow freely. Heavy traffie --, (such as between activity areas ound

the doorways) should be free of bottlenecks and obstacles E-verydny traffic

pattorn5 should be planned so that students do not bump into the furnishings

or one another. Supplies and equipment used every day should be stored as

near as possible to the activity areas in which they are typically used.

Bottleneck- and line- obloms are especially likely to develop when

students are standing in lines, whether these are deliberately formed by the

tea-her or are the resuresult of bottlenecks that build up inadvertently. There

Sr, many things that teachers can do to minimize the t' i rile students spend stand

inn and wailinq. One is to delegate authority or use monitors lo help accom-

plish time consuming housekeeping tasks such as passing out books or papers,

i 1 out supplies, taking and making collections. Activities

like using the toilet or drinking fountain can be left to individual initiative

within whatever limits are necessary, instead of requiring the whole cla

an entir2, roup lo go at one time or using some other regimented approach.

Supplies like scissors or paste should be dispensed from several different

places dispersed around the room, so that students do not have to line up and

their turn at a single sou ;e. Checking of wontworksheets can be accomplished

as a group activity, or by asking students to indicate a need for checking when

they are ready or when they think they need help, or by the teacher circulating

7 - nil students and checking work which has been accomplished. Necessarily

repetitive activities like "show and tell" or having students give brief speeches

can be staggered across several days to avoid the management problems that

result if everyone takes a turn in a ingle



Student independence and rr spores Ibiltty. Elomeol --4ch001 tea,-:.hers

nd much more time than they need to supervising 9t.udoots in relation

to persona needs; and everyday housekeeping tasks, and Interruptions for this

purpose are a major source of discorii inuity in lessons and activities.

Teachers can minimize thes-, p .ohlems -6 preparing the classroom and the

A=udents so as to enable the students teato handle as many of 'f hes. things as

possible on their own with ut needing to cc the teacher or be supervised.

This is especially important at the early grades, where student, abilities

to handle particular tasks of ton depend on the degree to which the teacher has

anticipated their needs. Young students can handle most of their own belong-

ings with the help of coat hc ks and nubby holes or lo-kors, but those should

be within easy reach (not too high) and should be assigned individually. Col-

or cedes, pictures, and labels can be affixed to storage areas to help students

locate what they are looking for and remember where to return the items when

they are finished. Everyday equipment should be stared where it can be reach-

ed and removed easily, and small items should be stored In containrs that will

not break and that can be opened and closed without difficulty, Notices giv-

ing instructions or rule reminders Can be di$played prominently in activity

centers, so that students who need help will not necessarily have to come to

the teacher.

activities. Effective classroom managers will have contingency

plans for what to do when scheduled activities are cancelled at the last min=

ute or when bad weather precludes outside recess. At these times they should

be prepared as they would be for lessons, ready to smoothly conduct the activ-

ity and in possession of any needed props or equipment. Ewen ante important

is the development of a system of back-up activities, preferably including op-



flow:. 10 allow for individual choice, to mato, availahe_ to who/ 1 ley

finish thoir independent work assignmentri, In those situation,,, dodnofs

should have available to them a number of 01tractive individual and small

group learning activities and pastimes. Ideally, -they should know exactly

what the options are and what rules govern them., and should be able to exer-

cise those options on their own initiativo without having to get help or di-

rection from the teachc%

It should be clear that preventive preparation of this kind will cut

dawn the need for teachers to spend time handling routine classroom manage-

ment problems, thus making the tack much easier. Also, it should be noted

Hat time spent ostablishing procedures for routine handling of management

problems and teaching the procedures to the students pays off continuously
No!

over fhe long run. In contrast, after-The-fact remediation efforts can solve

only the immediate situation, and the problem is likely to be repeated again

and again in the future. Good preparation (roes teachers from needless in-

terruptions, minimizes student frustration, and enables teachers to concentrate

on acting as instructional leaders rather than authority figures. Thus, good

classroom manmgemmnf begins before the students ev,,- enter the classroom.

|Y. imto elod Rules

Pending lhe accumulation of more classroom research, it will remain neces-

sary to borrow principles from other sources in making prescriptions about

classroom management. There are two majOr sources for these ideas. First,

information from various brnricho,- nf psychology and from research on child rear-

ing indicates teacher attributes and behavior that should be desirable in cre-

ating an effective learning climate and 0 positive classroom atmosphere. Mmst
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/hi information roncerns general pi Inc irles for (lea; 1 with the 'lass

wh,i1. mlinf '.(111t, i'. riliml.f.r ,f Who hdvi. devel-

eped rrethod', for dealing with r,peeific aspects of classroom manage-

rrieht, espaeially for de ding with leacher-student conflict and with '-dudent

personal adjustment problems. Principle', horrowed from thee (-,ource apply

pr ily hi the iriteractien that tearhers have cith individual 'itudentl,

rather than fu the|r behavior with the class is o whole. One particular and

especially rich sourcu of ideas,, applied behavior analyses or behavior modi-

fiLation, has developed principles that are applicable to both ol !hose sil-

Hatt s. Those sources of Ideas will be discussed in subsequent sections.

Prin Harr-eyed from3uc|g| tizysholLayri
ecializtion Research

social_psr. The classic td(v of Lewin, Lippitt, and White

(1930) on leadership style i5 often cited in works on classroom manage-

ront. Thk n field expnriment in which adults working with groups of

10-Year-old boys were trained to consistently act authoritarian, demo-

cratic, or laissez-faire. Authoritarian leaders gave orders but without

much explanation, telling everyone Oat to do, and with whom. Democratic

leaders took time to solicit opinions and achieve some consensus about

what to do and how to do it, and allowed some choice of work companions.

The laissez-faire leaders did not really lead at all, giving only vague

directions and sketchy answers to questions. The effectiveness of these

leadership styles was assessed both for nroup productivity (efficiency in

carrying out assigned tasks) and for the affective quality of the group

experience (did the boys enjoy )t?).

4



the :;upporf lho d, tic; loadorship le t lea,f in the setting

.1(1 (lays in (loin( rnf i( I 1y-1

dhoti r Ind

,Ic :vt ±I
d warm feel in for one

leader, and enjoyed their experience.
elf° -live benefits

were achieved with only a sl igh1 cost in efficiency (the prrductivsty of

the Ltilacratic led clrt,ralts wA not quite 7s rtccd a r that of the authoritarian -

led groups). The authoritarian lad gr.( rips were the po!st efficient hi meeting

prod oction goals, because the leaders kept everyone working good pact'.

la, }wever, the boys in these groups showed tension and generoi ly n-cWive feelings

toward one

by oit

another and the leader, Lai se,-faire loodcrhip did not succeed

criteria . The ostensMo freedom expar J by boys did not

make up for the !act of leadership, so they spent much time working at cross

purposes, produced very little, and had negative views of their experience.

Subsequent studies of group leadership have produced similar results:

Lai --- z -faire leadership is generaally ineffective; authoritarian leadership

is efficient but otherwise unattr active; and democratic
leade hip produces

positive attitudes and good group relations, although at some cost in effi-

ciency. To most observers, this implies that de ic I e leadership is best for

teachers, at least as an overall style, although more tru -ured leadership

may be required when efficiency is important. (See also the following section on

principles borrowed from socialization research).

The structure of the group Is important, too. Effective groups show

cohesiveness and positive attitudes. Less effective groups are divided into

conflicting sub-groups or into a dominant and prestigious ingroup and a col-

lection of isolated individuals in the outgroup. As the classroom leaders,

teachers can prorrx to group
cohesiveness by arranging fc r cooperative experi



Hru miHimi in ompel [ion, p _rjting pro-;0'.l i
heh viors, anr:l helping

n II mombor ) class to idon ify wi tt the cla5s as a whol y should

a id s 7n behaviors as playing favorites, picking on scapegoats, t storing

competition, car refusing to allow students to work together or hull) one un-

other- (Johnson, 1970; Johnson & Johnson, 1975; Stanford, 1977),

Teachers are often in the position of trying f lead student who have

,fl I thor f car some yours and stitute an .1-fact group with won-listen-

I ished par r leadership. Teachers in this situation probably will fi nd it im-

rtant to gain the confidence and cooperation of the peer leadnrs and to

avoid getting into direct conflict with thorn or causing them to Imo face

faro the group. This is probably 'especially important when tea 5 are

working w i th students from a different social class or ethnic back.{ round

berts 1970; Reissman, 1962), or with students whose attitudes and value

.

,/stems contrast lonificantly with those of the teacher. Open conflict with

loaders in this situation may not only provoke confrontations but result in

loss of credibility and respect.

Another important principle of social psychology is that expectations

tc)-] to be self-fulfilling. This idea has been stressed with res ct to the.

effects of teacher expectations on student achievement, but there is reason

believe that it also applies to expectations in other a cq h as class-

roam management (Brophy & Good, 1974). Other things being equal, a teacher

who expects to be obeyed is more likely to be obeyed than one who Does not.

The same applies to expectations concerning student interest i n lensons

and assignments, ability to exercise self control, willingness

consider alternatives and to try to solve a problem in good faith, and

sincerity of intentiors to keep promises.



A related prindple CONCUrfVj leacher attitudes tflwurd Oudents: They

are likely to he rOcipuocated.
tuachers who like and respecl their .,tud(an-.-

usuall7 will find that their studeri H like and respect
them, too.

principles have profound rup i e I I ens for teachers, and they holp

OX plain why it is so Important that teachers' characteristic and behavior

be cow,i1_,Ient.with
their expre'7,i,ed philosophy and ideals, and why authori-

tarian, punitive, or other negative approaches to classroom management do

not ,LIcceed. Many other topics in social psychology are not directly related

to classroom management, but are relevant fo it because they affect class-

room atmabphere. Included here would bu research comparing the effects of

cooperative, competitive, and individualistic reward structures (Johnson

Johnson, 1975) and reports of studies using teams, games and

tournaments to Improve student achievement motivati*n and roup relatiOns-

r!oVries & Slavin, 1976).

(S.

Social ization research. Research on parenting provides an especially

rich set of guidelines for classroom management by teachers. Certain per-

sonal traits and child roaring behavior n er. en regularly in parents who

share positive relationships with their children and are successful in

ohlping the children develop as well adjusted individuals (Brophy, 1977),

Those include:
acceptance of and respect for each child as an individual;

imposition of firm but flexible limits, and adjusting these to reflect the

development of greater maturity,
independence, or

responsibility; en em-

phasis on the positive, featuring positive expectations and an approach

to socialization that stresses instruction and demonstration over reOriction

and punishment; consistent
explanation of the rationales that underlie

demands, so the children can see the implications of their behavior for

themselves and others; consistency in stating and enforcing ,emands

both within and across individuals;



Sri i .°.ten t modeling of be stressed as ,(precticing what you

pre..1,J1). Those all ibutos Should help make teachers effective as classroom

by mAximizing the degree to which student.% thorn as like h

ctable, credible, and roasonable.

in0 rosourch of Baumrind (1971) produced results that pia essintca per

4Jective the findings on group leadership sty l es d i cuss

d classified pares

Thw-io classifications are

ritarian, authori ve, or laisser-f

"lar io those used in earlier group leader-

ship study by Lewin, et. al,. (1939), except that the term "author-

irltive" r,places the term ndCmocrat ic." The ch rage 1$ en kmportant one be-

c,luso "authoritative" is much more descriptive of thc,-, kind of leadership

found ic, be optimal, whether fri groups or in the home.

As Raurnr ind (1971) notes, the kind of leadership often termed "dernocr it lc"

not really democratic at a (decisions are not made by majority

It is "authoritative" in the sense that the 1 eadr has a p sition of aut'hsr

ily and responsibility, spe4k,G as an experienced and mature adult, and

t ins ultimate decision - making power. However, rather than act in a,n author-

11,1riun ner-, authoritative 1.eaders solicit input, seek consensus, and take

to see that everyone is clear about the rational decisions as

11 as the decisions theta :twos. Baumrind reports that compared to chil-

dren of other kinds of parents the children of thoritathre parents show

the rs h advanced levels of autonomy and independence for their ages, and

haVe greater confidence and generally more healthy self concepts. These

results' from Baumri nd Ch are rep 6 -ntatIve of finding, ref many

other socialization studies that use various terminology end. methods (re-

viewed in Brophy, 1977).



There are two reasons for stresing this work in (10--lop1n a con- p u- 1

bo!,is for prescriptions about classrc m managnm nt. The first reason se-

m,intio. The term "authoritative" is preferable I the lorm "democratic,"

because it retains the notion that the teacher has the Ilitimaie

i ty for t lassroom leadership. The idea that dcci si ns Jiould be made by ma-

is-r ity vote was not intended and is not supported by the research of Lewin,

et. al. (FM), despite their use of the 'term "democratic," Nor

does other research support the notion of truly democratic classroom leader-

ship, although this stYle is often recommended on 0 pti i l Qsoph ical basis.

A second reason for caiIing attention to socialilation research that

it provides a more convincing and databased argument support euthoritativ

over authoritarian and leis z-faire methods, Authoritative methods are not

merely better perceived; they are more effe tive in building the cognitive

structur-s and behavioral control mechanisms within children that enable them

to become both independent and responsible in managing their affairs. In the

classroom, authoritative teacher behavior should help students see and intern-

alize the lationales that underly classroom rules, and to learn to operate

within the rules on their own initiative. In contrasts authoritarian approaches

depend upon external pressure and do not encourage the development of internal

control mechanisms, sp that They generate conflict and tension even when they

do sucreod in controlling behavior.

Developmental Psychology. Student developmental lvl is a per-

vasive background factor in any d's u--i n of cla srogm management

in the elementary school. We noted earlier that the need to str

classroom management and socialization relative to



in ,ira( tioa acroY, ,jrade lvvel, a, do iho spoeific 1a5Ks that must

he o((omplkhed. We now add that, among other criteria, dpproa,ae to class-

room monawmont mn.'7,t ha ,_-,uited lo the developmental level of the students.

huH applia5 to such thing., as expectat ion regarding attention -ipan, ability

handk, self-care responsibilities, length and variety of tali that can

ho completed independently, degree of control over physical activity and

impuhw,',, insight into own hehavier and that of classmates, mid AWIlify to

,rnrato dpprupriLito ,,lossrcKAN rules.

Al Minimum, dr!vclopmnial cor.i(terations Jic -ate that teachor$ ovoid

rnj (k:M1I1d5 ihdt nKJsf 01 their students are unable to meet yet or- that

e-e MUCh too roultrictive or otherwise inappropriate for the leveJ of develop-

ment of the students in the class. More specific developmenta1 guidelines

are propowd by Tanner (1978). who places unusually strong emphasis on de-

velopment in Nor- troatmont of clasroom management. Also, the icleas of

Kehlbig sand others who have written about moral development in children

have boon incorporated into systematic programs of moral education. These

specialized progroms will appeal to school systems wishing to $upplement

moro froJitional activities with deliberate moral socializatton,

Ulassroom Application

Good and Brophy (1977, 1978) combined ideas from these and other sources

into an integrated approach based upon creation of a positive general class-

room atmosphere and a good working relationship between the teocher and each
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individual student. They riser t that this is much more important than the

presence or absence of any specific technique, and that all techniques used

must be compatible with these goals, with one another, and with the teacher

personal preforen e5. Regardless of technique, the teacher's words and ac-

tions should consistently communicate integrity, sincerity, concern for col-

lective and individual student welfare, and positive attitudes and expecta-

r (not only about student learning ;vtential but also about students'

willingness and ability to cooperate with the teacher and with one another).

The teacher's goal is not so much t0 be liked by the students as lc earn their

re sip

Part of this involves acting consstntly in ways that are respectable,

rrodeling Mich virtu "common sense" tionality, emotional maturity, and

self control, and avoiding problems such as prejudice or intolerance, sar-

casm, or mo'alislic nagging. Another port is the esfablishment.of credibility,

which includes accurate discrimination of facts from opinions or values, con-

sistent wrrespondence between words and actions, and consistent follow through

on c_ommittments. Some of these traits are general, and difficult to e press

in behavioral terms, but they do seem fundamental to successful classroom roan-

ociern0

H-,-tablishing good relationships with students is desirable because it is

an important preventive management method, among other reasons. Other things

being ecival, students will be more likely to pay attention and cooperate when

fhe teacher is a person with whom they share a valued personal relationship

(vs. an impersonal duthority figure). this will also enhance the teacher's

tial for boing imi tot.-:d as a model and for being effective as a source

f social reinforcement-.
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hive management also requires a workable set of classroom rules

and procedures. Good and Brophy recommend that rules be minirnl2ed, be phrased

in ms of the general qualitative aspects of behavior rathor than as specific

dos and don'tsand be as ft Ible and open to change as sit tat ions dictate,

tilinirnizr3tt the number of rules helps students be able to remember then and

makes it easier to accept them. Also, rules such as "we w ill treat one another

with courtesy and respect" or will keep the classroom clean and neat" use

pcy:.irive language likely to be accepted by students and are prescriptive enough

to be understood -Id applied in a greal many specific situations (Brown, 1971).

Maintaining some flexibility in applying rules allows teachers to adapt

to situational differences and growth in student ability to function independ-

ently. A general rule like "when you finish your work you con move around and

talk but do not disturb those who arc still working" is extremely flexible.

It is preferable to overly restrictive general rules (students must not talk

unless given explicit permission) and also to having a large number of overly

5pecific rules for different situations.

Rules need to be stressed on the first day of schdol and again periodi-

ally during the no t few weeks, as necessary,. until they are working 5atis-

actorily. There is no need for a teacher to be artificiallyrt strict or threat

oning (there is no support for the "don't smile until Chr

Hoents should be clear about what the

notion), but

rules are and should recei "e asistance

in remembering and following them, if necessa Y. Especially in the early

1r3do, getting the year off to a good start may require the teacher to show

what to do and give H hem p-actico in doi-g it rather than just tell

them. This will mean lessons and practice activities related fi7_, such things

oking a transition from goat -.)rk to a reading group and \rico -versa usimj



the ,toilet or the pencil sharpener, and managing the equipment. in a listening

center (Evertson & Anderson, 1978), Such activitiet will be completely

new to some students, and even for those who have done them before in another

class, the specifics of doing them in this class may require importaritad-

just -ents in old habits. A few minutes spent in such lessons, backed try

occasional reminders, help students learn what to do and how to do it smoothly,

and eliminate many potential management problems for the rest of the Year.

Managemen't also is facilitated by good monitor systems. Student helpers

can do a great many everyday housekeeping tasks, as well as speed up the p p-

oration of equipment and the distribution of supplies. As additional advent=

: , performing these tasks helps students develop a sense of responsibility

to the teacher and the class, and the special teacher-student interactions

that occur in connection with these duties help build teacher-student relation-

ships. To use these resourcesefficiently, howev teachers need to think

through the kinds of student helper roles they want to establish in their

lasses and be prepared to train the students accordingly at the beginning of

the year.

Although there is agreement about the Hinds of rules and procedures that

oro effective, there is wide disagreement on the issue of the degree to which

students should be involved in establ ishinri them. Af minimum, it 500MS

portant that students should recogni ze the rules as reasonable and understand

the rationales behind them pis well as the rules themselves. It also seems

c. lee that students can take partial or oven complete responsibility for

lahlishing and enforcing classroom rules. Writers disagree on whether or not

they should.

Some note that certain rules are q )ing to be necess, -y whether or not u-
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dents initiate or even agree with then, so tpe attempts to act as if tile

students really were being granted autonomy are basically hypocritical and

counterproductive. Others favor the idea, but only to the extent that the

students seem recePtive to it, end mature enough to handle the attendant re-
,

Still others believe that rules shou I d- cc rrie, not from the

teacher as an authority figure, but from democratically conducted classroom

meetings. Glasser (1969) Gordon (1974), and Stanford (1977), among others,

not only articulate this philosophy but suggest specific techniques for con-

ducting such classroom meetings and building general plassroom management

around them. As with other specific techniques, the value'of developing cla

room rules through group discussions, and of using group discussions as the

ireAry method of managing the classroom, will depend upon the degree to which

tir are compatible with the teacher's values and personal 'preferences and

with other management techniques being used.

,So far, the discussion has focused on teacher behavior Involved in setting

the stage for good classroom management and getting the year off to a good

start. We now turn to the teacher behavior involved In everyday activities

-throughout the year, beginning with techniques for managing the group during

insh-uction.

V. GrQuilanils=at Teehnlaips_

In addition to what has already been discussed, Kounin (1970) identified

several techniques group management that were associated with success in

ging the classroom generally. Again, these techniques involve maintaining

student engagement in activities and avoiding dangerous periods of delay or

c_ nfusion; they e not techn igu s for dealing with misbehavior once if has

curred



One very general and important teacher characteristic noted by Kounin

is what he called "withitnes -" Teachers who demonstrate withitness remain

co tinuouslyewace of what is going on in all of the classroom, and

they communicate rhi awareness to students. They remain aware by relying

on combination of good habits: stationing themselves physically so that

they can monitor all of the students, scanning the class frequently to keep

track of what is going on, even when working with individuals or small groups,

aini intervening when necessary,fe prevent minor inattention from escalating

into major disruption. Less effective teachers have formed bad habits that

prevcnt them from remaining "witnit." Many become so immersed in their in-

teractions with individuals or small groups that they ignore the rest of the

class for
.

gnificant periods of time. As a result, essentially trivial in-

attentiveness often escalates into more serious disruption, the so as

students come to realize that the teacher is not paying attention to them,

teachers place themselves behind barriers that obstruct their vi

sion (or allow students to do so), that it is not even possible for them

to monitor portions of the class Other teachers monitor just enough to no-

tice when inattention starts to become serious disruption, but often misin-

fer --et what is happening because they have not seen the sequence of events

that led to the problem. This leads to mistakes such as blaming the victim

rather than the instigator. In general, teachers who cultivate "withitness"

erill he prepared to intervene appropriately when necessary, and will not have

intervene as soften.

A related trait of effective classroom manager_, was called "overlapping"

ivnrnirr. This refers to the over' ppinct of simultaneous activities, or the

ility to do more than one thing at a time. Examples include scanning the
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classroom regularly while simultaneously teaching a small group or_working

with an individual, responding to student requests for help car direction

while still keeping-track of the reading

group, or circulating around the

recitation of a member of a

and diving different kinds of help or

directions to different individuals or groups. Part of the importance of

overlappingyis its obvious role in promoting withitness. Another part is

the role it plays in helping the teacher maintain lesson pacing and avoid

fk!lays. Consider the effect on a reading group, for example, if teachers

make the group just stop and wait while they deal with the meads of individ-

uals who come for help, or if they interrupt them and ask them to go back

and read lines over again because they didn't hear them. Part of the secret

of overlapping seems to be learning to keep helping contacts with individual

students brief, giving just enough guidance to enable these students to "get

going" again, but not taking time out for extended indiividual zed interaction

if this is going to create a bottleneO\ of students waiting for chances to

ask about their individual concerns.

Another important variable noted by Kounin was smoothness Of transitions

between activities and within sections of activities. part of this is a

oLcomplished by consistent day-to-day behavior on the part of -the teacher

combined with training students to foliow certain routines that promote ef-

ficiency in changing activities. Another part is provision rief but

clear and complete instructions to the group as a whole, and than following

through as appropriate. Teachers who are not conducting smooth transitions

often waste a lot of time here and

allow themsol yes to he --peatedly di t

delay and confusion because they

d by 'the gt- flow, 0' actions of

individuals. As a result, they may give out too many and too Specific in-
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structions, repeating themselves unnecessarily, interrupting everyone to

ask if previous instructions have been serried out yet, confusing students

who are trying to carry out previous instructions by giving new ones that

may or may not be meant for them, and so on.

Transitions within activities are often lengthy and confusing because

such teachers are not prepared to move Woothly into the next part of the

lesson. This leads to false starts in which orders are given-and then re-

t acted, movement into the new phase of the lesson Is interrupted because

something omitted from a previous phase is membered, and other signs

of poor preparationu Such discontinutieS break student concentration, ruin

the flow of the lesson, and engender restlessness, confusion, and other prob-

lems.

Yet another aspect of effective manement noted by Kounin is "group

alerting" which refers to teacher behavi designed to maintain or re-estab-

lish attention during lessons. In the positive sense, group alerting refers

to things that teachers do to keep the rest of the group attentive while any

one member is reciting. These include lookine around the group before call-

ing on someone to recite, keeping the students in suspense as to who will be

called on next by selecting randomly, getting around to everyone frequently,

interspersing choral responses with individual responses, asking for volunteers

to raise their hands, throwing out challenges by declaring that the next ques-

f ion is difficult or tricky, calling on l isteners to comment upon or correct

a response, and presenting novel or i nteresti ng material. Negative aspects

of group alerting (things to avoid) incl erconcentration on the student

doing the reciting to the point that the rest' of the group is not monitored,

dir :ting new questions only to the reciter, prepicking the reciter before a

question ven stated, and having recit ors perform In a predetermined order.

4if
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In addition to these group alerting techniques there are several tech-

nique., th maximize student accountability for paying attention. Teachers

can ieiit students accountable by requiring them to hold up props, expose

answer, otherwise indicate attention to the lesson, having them recite

In unison (while monitoring carefully), asking listeners to comment on reci-

tations, asking for volunteers, circulating and checking performance, and

calling on individuals. Many of the techniques that Kounin lists under "ac-

countability" ar similar to those listed under "group alerting."

Subsequent research by others supports most lout not all of lounin's

reco mmendations. In a correlational study at second and third grade

(Brophy & Evertson, 1976) and in an experimental study of first grade

reading groups (Anderson, Evertson, & Brophy, 1978), withitness, overlap-

ping, and smoothness of lesson pacing and transitions all were associated

not only with better management, but with better learning. However,

these same studies did not support some of the group alerti6g and account-

ability techniques, especially the notion of being unpredictable in calling

tin students to recite. The teachers who were more successful went around

group in order, seldom calling for volunteers and not allowing students

lo call out answers. Good and Grouws (1975) found that group alerting was

c-itivoly related to student le {arising of fourth grade mathematics, but

untibility was reiated curvilinearly: Teachers who used a moderate amount

were more s4c-essful than those who had too much or too little. The

r" .,orrs for these conflicting findings unknown, but it is probable that

Kounin's group alerting and accountability techniques are desirable in so

ccritext and m1,1- i able in,,,others This should not be surprising, he-
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cause the group alerting and the accountability techniques are rrxoslly

methods of forcing attentivenessattent i venes th rough compulsion, Presumably, this

Should be necessary only when students are not attentive in the first place.

Even then, positive approaches for eliciting attention, like building inter-

est or stimulating curiosity, should be preferable to approaches that de-

pend on threatening embarrassment Or failure.

Research findings a also mixed concerning the 'value of choral re-

sponses. They do allow all of the members of the group to respond in an ac-

-five way much more often than would be possible otherwise, and as Kounin notes,

they do provide variety. However, unless the group is relatively small and

the teacher is very attentive to each individual, a chorus Of correct re-

sponses from a majority of the group can easily drown out r istakes'and cover

up failures to respond at all This is especially a problem ith students in

the early grades, who seem to need individualized opportunities to respond

and get feedback from the teacher (Anderson, t at., 1976).

Once again, the larger implication here seems to be that success in reaching

certain important objectives, and not The methods used in doing so, is of

primary importance. In this con't'ext, the important management objectives in

elude eliciting and maintaining student attention, including times when stu-

ents are supposed to watch and listen but not recite or make other overt re-

sponses. This is done primarily by making sure that the content of lessons

is interesting and challenging to Students and that the teacher is prepared

well enough to conduct the lesson smoothly. This should be sufficient for

most students. For the others, croup alerting and accountability techniques

mey be required periodically,

In some of his studies (not all), Kounin noted that unnecessarily harsh
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or disruptive teacher reaction to student misbehavior produced undesirable

ripple effects on the rest of the students. They typically became distract-

ed at these oecasions,and.often became noticeably more tense nxious.

In some cases, teacher overreactions to minor misbehavior even backfired,

making it more likely that other_ students would soon engage in the same kind

of misbehavior that led to the Original outburst.

In contrast, brief, soft reprimands were more successful in that they

were less disruptive and more likely to have positive ripple effects (de-

creasi g the likelihood of similar misbehavior by other students), Similar

results were reported by O'Leary, Kaufman, Kass, and Drabman (1970), who

manipulated soft and loud reprimands experimentally. The general principle

here is that teacher reprimands can be more disruptive than the student mis-

behavior that triggers them, so that such reprimands should be avoided when

possible and minimized in length and intensity when they are given.

Despite the generally recognized importance of classroom management

skills :the work of Kounin and his colleagues remains the only completed

large scale program of research on the topic. Two other comprehensive studies

are under way at the moment however, one dealing with the classroom organi-

zation and management behavior of third grade teachers as they begirt and set-

tle into the school year (Evertson & Anderson, 1978), and another dealing

with the strategies that classroom teachers use in coping with students who

are time-consuming or frustrating because of personal adjustment problems

(Brophy, 1978).

VI. ,Behavior Analyis enavior N dificatjon

Works on classroom management have borrowed heavily from general social

learning theo Y. Its basic principles have been widely disseminated and a
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most universally accepted: Reward desirable behavior and extinguish gnere),

or if necessary punish, undesirable behavior, These principles and their de-

rivatives originally were worked out by Skinner and other pioneers of behAV

iOr analysis, and they are basic to the more recent movements of applied De

havior analysis and behavior modification.

O'Leary and O'Leary (1977) provide a representative and unusually cI

example of the behavioristic approach to classroom management. The focus 1

on observable behavior, treated as a problem in its own right and not as a

symptom of something else. Problem behavior is observed systematically to

determine what situations and stimuli are eliciting it, and what subsequent

stimuli are reinforcing it. The stress is on the evaluation of treatment pro-

cedures developed according,to general principles, rather than on the analy-
,-

sis of specific types of misbehavior and of preScriptiens for dealing -with

them. Thei -e has not been much behavioristic research of the latter type.

Treatment procedures are divided into twc types, reflecting the tw

major problems facing the behavior modifier: Increasing (desired) behavior$

and decreasing (undesirable) behavior. Procedures for increasing behavio

elude praise and approval, modeling, token reinforcement programs, programmed

instruction, self - specification of contingencies, self-reinforcement,

lishment of clear rules and directions, and shaping. Procedures f

ing behavior include extinction, reinforcing incompatible behavi

rirnands, time cut from reinforcement, relaxation for fears or anxie

sponse cost (punishment by removal of reinforcers) medication, self in ruc-

$el'f repo
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-his

list indicates the practical "find out what works and m.0 it" approach typ

ical of modern behavior modif The theoretical cncopt and empir

orientation associated witl dition remain, but the repertoire o

techniques systematically appIled and evaluated has bean extended fa

The o r i g i n a l laboratory-ba- d c d ect ion, and this trend continues as class

om applications accumulate.

There is a great deal` of research on behavior analysis a pficatIons to

the slur }'7.rocm, and most of this research i supportive, it goes,

The typical study involves four stages : (1 base line decor u afion of the

problem b =havior in a target student, i ntreduct ion of treatment Odur-

(typically followed by mea urab i improvement), (3) Naval of treatment p

dures during an extinction phase (in which the problem behavior typically

vort to baseline levels), and (0 rinstitut treatment procedures (tyO-

cally followed by a return cif the improvements seen earlic:r). This design

persuasive because it yiel powerful and convincing results, Comparisons

of baseline and treatment phases provide empirical evidence rf significant

change i in behavior, and the ex- irrct ion and reinstitution phases make. it pos

Bible to demonstrate that the observed changes in behavior are due to the

spec' f ic= treatment p edures u$ed and not to change' teacher or student

ceprctations, special attention given to the student, or rather Hawthorne

effects This empirical support has generated a deal of Interest in

behavior modification pproache tO classroom ma. g M and a good deal of

acceptance. Even so, few teacho are willing to commit themselves to this

p each as a basic or exclusive mr~thod of mtinagihg the clo5,sroom. There are

several reasons for this,
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With respect to the principle of rewarding deMna IF) behavior, the prob-

lem is partly philosophical. Behavioristic approaches are, opposed by h n-

ists and others ho see them as mechanistic and manipulative, Instead

ing animal training methods, they argue, we should develop students' intrin-

sI motivation through such methods as building novelty qn0 interest into the

curriculum, modeling enjoyment of learning and achievement aitivation, and

helping students to see and aJ ?roc late their own growth 10 Knowledge and ski Ils

Lately, this line of thinking has begun to acquire some empirical support.

Bed (1976) and many others have shown that the Introdu'tion of extrinsic e-

wards for performance of a particular ehavior reduces Intrinsic motivation

to perform -that same behavior, so that sustained peOormartce in the future be

comes dependent upon extrinsic reinforcement.

This research is not as damaging to the behavioriti poetion as it may

at first, as Dee' himself has noted. For, on It concerns the

introduction of extrinsic reinforcers when people are already performing de--

sired behaviors. Behavior modifiers would not call toy the introduction of

additional reinforcers in situations like this (although they would infer that

the 'people were being reinforced in some way rather then working on "intrinsic

motivation," and would suggest a systematic analysis to Identify the rein-

forcers in operation). Instead, they would call for the use of reinforcers

where desired behavior does not presently exist pre5umaly for lack of suf -

ficient motivation, intrinsic or therwise). In weighing the appropriateness

of potential ro i n force rs, they would be concerned primarily with their effec-

fivaness in motivating and sustaining desired behavior, not with such dis-

tinctions as intrinsic vs. extrinsic or concrete vs, syrrkaolic. As a practical

math r, though, they wcxul d build into the treatmcrit fad inq proc r ams to re-
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duce the required frequency and intensity of reinforcement, to switoh from

concrete or immediately consumable reinforcers toward more syrnboiin

and in general, to minimize the effort and expense involved in maintaining

the desired behavior.

Eden (1975) has proposed a theory of motivation that helps explain why

extrinsic reinforcement may be appropriate despite the findings of 11)106 (1975)

and others. Eden (1975) postulates that, for a particular person in a given

situation, certain motives are relevant but others are not, and that the mo-

tivational effects of behavioral consequences will depend upon the rpfievance

of those consequences to the motives operating at the time. Thus a4tention

and praise from the teacher will be positively motivating for stuldeft5 who de-

sire this and try to get it through efui work on their assignment, but not

for students whose primary motivation in working on assignments is to finish

them so that they can go to the science center and use the mice,- seope,

So far, this is just a re-statement of the well-known fact that there are

How-

r, Eden adds the interesting idea that reinforcers congruent with 0 -ting

ndividual differences in attraction to parts ular potential reinf

ivational systems will have a strong positi-ve effect on net motivalJon,

but that reinforcers not congruent with operating motivational system$ w ill

nave a sliatjt neciatlye effect on net motivation. This theory niceJy aocommo

djlte5 both the studies illustrating the effectiveness of extrinsic r- rs

:1 the studies indicating that presentation of extrinsic reinfor cers when

intr in is motivation has been in effect will reduce Hlrinsic motiva t n. It

indicates why behavioristic approaches or other approaches that depend

earl extrinsic notivation can be appropriate intrinsic motivation rti not

tint. It does not resolve the philosophical i sue, he v r. It i5 0A11
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po.,,iblo to arquo, and many that the nppropricto conro ,iction in

Such ..ifpations is to build intrinsic notivotion, rot Intl duou extrinsic

rointorcers.

Philosophical concern about the long term effects of behavior oaditi-

cation approaches is compounded by the fact that the otherwise impressive

research on behavior modification in the classroom His been very weak on

follow up evaluation. Few studios have tried to evaluate the success of be-

havioristic treatments in bringing about changes that would generalize to

other settings and/or last over significant periods of time, and the results

of these few have not been very encouraging (Emery Ma helin, 1977; elm--

(/[o X %IcCoy, 1976).

Furthermore, behavior modifiers themselves report probiew, with rein-

forcer satiation (Safer & Allen, 1976); over time, most reinforcers lose

their appeal and thus their power to motivate hchavior. Thir, typically is

a problem in short-term case studios. they do not last long enough for

the reinforcors to lose their attractiveness, and, ironically, the

removal of reinfor -7e s during the extinction phase probably enhances their

r.'intorcinq power when they are re-iniroduced later. qso, case studins

deal with a specific individual, and reinforcers known to bQ effective with

that individual can be prescribed. Thu problems of individual differences

and satiation become formidable, however, when reinforcement approaches are

attempted with entire classrooms.

No single reinforcer will be effective for all student, so a token

economy must be set up, which includes a "menu" -)f reinforcers sufficiently

vArind to accommodee individual differcnoes, and combat satiation. Even so,

.7)blems of satiation typically require periodic infusion of new reinforcers
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verily make Some rrtrnlerr:;cr', cheoper (thus more

expensive (to retard saliation). Lyon f jcti )ro-

hlems could be resolv- 1 expense and br,t kk--ping demands would prohibit use of

tvd:afl economies in most classrooms.

trwry anti Marholin 1977), writing within the tradition of applied be-

hdvior declare that Joh p blems will never be resolved. They

Jr thot, by definition, behavior analysis techniques apply to individuals,

net group_ . They al so r,_mtion another reason why behavior modification.studies

have not been convincing, despite positive results: the target behaviors typi-

cally -iv i-1 ones, selected because they are t tsy to identify and measure.

A r4rIaced point that many studies have involved preschool or early elemon-

tary ,soh 1 children, who present loss serious problem: and are more respo

_.ivy fu reinforcement by the teacher than older students.

In a typical study, teacher praise, gold stars, or candy is used to shape

ho iviers as raising the hand rather than calling out answers, volunteering

rather than remaining passive during recitation, or remaining in the seat

fur =ing work periods. Although convincing on their own terms, demonstrations

?inforcers can be used to shape these relatively trivial behaviors

i r1 F7 liable young 5tudents are --t very impressive tc educate s Some behavior

mcJifi rs hove recognized this and developed methods for shaping positive

task involvement and other Jehiqvement-related behaviors, including methods

that do not require elaborate token economies Cc f. Spaulding, in pre _;).

30 far, though, there is no convincing evidence of the effectiveness of be-

havioristic approaches for dealing with serious misbehavior of older students

witrin the normal classroom setting.



prOblOM t',u(Arn 1-0 b0 OHO of fodsibility rather thin principlo. He-

hovior modification systems have worked effectively in such settings a5 de-

tention ho/us and prisons, where neither rhe bendviors nor the individuals

involved were easily controlled. However, the authorities in such institu-

tions hive access to very powerful reinforcers, ord they control the inmates

d hours J ddy. Touchers ore much more limited in their access to reinfor-

cers powerful enough to shape student behavior. Their potential influence

is limited oven at the kindergarten level, and it probably is reduced some-

what ,ch year thereafter. In any case, the feasibility of behavioif modifi-

cation approaches for controlling student conduct is determined in part by

the reinforcement options available to the teacher. There are many other

practical questions dealing with the application of behavior modification

principles, and these will be discussed in the folloWing sections.

keinforcoment

According to behavioristic theory, a reinforcer is anything that will in-

crea5e the frequency of a behavior when access to the reinforcer is made con-

tingent upon performance of the behedor (Premdck, 1965). This is a circular

definition, but deliberately and necessarily so. Many instructive lists of

potential rewards are available (c f. Clarizio & McCoy, 1976; Safer &

Allen, 1976), composed of items or experiences likely to motivate many or even

most students. None will motivate all students, however, and it is not possi-

ble to state in advance of actual use whether or not a proposed reinforcer will

in fact shape behavior as expected. Some ostensible reinforcers may have no

effects at all, and others may actually function as punishment for particular

individuals. Hence the circular definition of reinforcement.
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loom --t ilicatiehs of behavior modificafion techniques, but they are easi-

ly forgotten when attention turns to application prescriptions. As a result,

certain potential rewards, most notably teacher attention and praise and sym-

bolic rewards, tend to be discussed as if they were universally rewarding. In

f they arc probably much leas r ewer than comrr Jfily bolieved. Many s u-

den. s find special attention or recognition from the i e yc her to be embarrass-

ing or threatening rather than rewarding. Even where i it does function as a

r< nforcer, it is unlikely to be very powerful, because few students have strong

emotional investment in their teachers , c: special ly after tIr o early primary grade.

Even where -toachers do have the potential to reinforce students through

the own personal actions, good intentions not en ugh. Praise, for

xample, unlikely to reinforce tively unless it is (1) sincere (ideally,

spontaneous (') adap-t-ed in form and intensity to the specific accomplishments

in (no} rilmhinq over trivia), CO adapted to the preferences of the in-

di -idual (some students cringe in response to public praise but appreciate senti-

menfs expressed privately), and(4) specific in describing exactly what the student

Tit thaf was praiseworthy (Clod :trophy, 1977, 1916; O'Leary O'Leary, 1977).

Certain types of "praise" commonly given as examples of reinforcerrrent in

the classrocrrr do not satisfy one or more d these criteria. One large class

of eamples involves praising student!b who are behaving appropriately whi le

simultaneously trying to ignore others who are behaving inappropriately, This

technique is c ten recommended boeau _ ;I '6116 to invc,:vo application of the

reinforcement and extinction principles, and also seems to take advantage of

the vicarious reinforcement principle (individuals observing others being re-

inforc- pa ticular behavior are likely to behave that way themselves, in



hopes of being reinforced 5i ilady). The prebler i± that this teed -r he-

hevi')r is almost II, er reinforcing. First, the pr- involved is seldom

reoily praise df all. It is n-f spontaneous, the target beha,i-n-, arte not

really praiseworthy (typically they involve being quiet or standing in line),

and it is given by-teachers and probably interpreted by students as an attempt

hi communicate control messages to misbehavers rather than as a sincere attempt

to reinforce those who are behaving appropriately. Even when such praise is

sincerely intended by the teacher, it is unlikely to,suc eed because it causes

embarrassment, even humiliation, to the students singled out for attention.

Another common class of misguided reinforcement attempts involves praise

or attention to inhibited or anxious students who hesitate to raise their hand

or contribute to a discussion. It does seem important to try to make the ex-

perience as rewarding as possible when these students do contribute (such as

by making them feel at ease, smiling, showing interest in and appreciation for

their contribution, and integrating it into the di cussioni, but it does not

seem wise to specifically call attention to the fact that they have decided

contribute (such as by praising this specifically or making well-meaning

but unfortunate comments like "See, now that wasn't so hard, was it?"

Calling public attention to progress made by these types of students is

likely to backfire by greatly increasing their anxiety end reducing their will-

inqness to take risks in the future, public, it is probably much more ef-

fective to shape their behavior using methods likely to elicit and condition

desired responses (Blank, 1973), and confine r-einfo rcement attempts to private

interaction 3. With students for whom anxiety cr inhibition interfere with

learning, teachers can discuss the times and circumstances when the students

will risk participation and find out what teacher behavior would be appropriate



when they do participate. After students try out new behavior, teachers can,

in private, point out pIogruss send note its f and can fcach these stu-

dents see f- reinforcement techniques.

Unfortunately, the term "reinforcement" is widely taken to refer to clearly

u,trinsic reinforcers such as edible treats, free time, opportunities to play

with desired toys, tokens ov: money, or social rewards such as teacher attention,

praise, or symbols of success stars). More attention needs to be given

to questions of how tasks can be designed to make them more intrinsically re-

warding for students (Krumboltz & Krumboltz, 1972) . Recallthat Kounin (1970)

f: fund that variety and challenge in seatwork assignments were important for

keeping students actively engaged in such assignments over significant periods

f time.

Helping students to set and meet personal goals also seem be important

in enabling them to obtain reinforcement from school activities. Rosswork (1977)

found that the setting of goals, especially specific difficult goals, was more

elle_ Live bran rrrvnetary incentives in producing high levels of performance. It

was also more effective than non -specific encouragement. More generally, al-

though extrinsic incentives may be necessary when a task is not meaningful to

students, goals and goal setting probably are more important than such incentives

for meaningful tasks (Rosswork, 1977).

The importance of meeting personal goals also was stressed by the high

school students. studied by Ware (1978). Using a list of 15. potential rewards

drawn up on the basis of previous pilot work with another group, high school

students were asked to rank rewards for desirability and effectiveness. The

students ranked the opportunity to each a personal goal first, followed by:

school scholarships; compliments and encouragement from friends; being accepted

60



51=1

a- a person or having their opinions sought; trophios (,ertiti modals,

and ribbons; job -r-r lated -hysioni rewards such as and vacations; Pe-

vial privileges or P
ibilities: formal letters of recognition or appre-

ciation; having their names printed in the newspapers or repeated on a loud

speaker; teacher or employer compIiments and encourAg nt; money for specific

accomplishments; parties, picnics, trips, or banquets; election to office; be-

ing chosen to be on special programs; or being the winner in a contest. Thus,

not only was personal goal attainment ranked first, but rewards such as peer

esteem and symbolic recognition were ranked above teacher praise and several

categories of concrete rewards.

Probably because of the emphasis on extrinsic rewards, teachers did not

predict this. When asked to rank the same het, teachers placed reaching per

sonal goals and winning school scholarships at the bottom, apparently believ-

ing that students would not be much interested in these potential rewards.

Meanwhile, they overrated the desirability of getting names printed in the

newspaper or repeated on a loud speaker, obtaining special privileges or re-

sponsibilities, and winning a contest. Interestingly, though, teachers ranked

praise from a teacher or employer even lower than the students did. Thus, it

appears that teachers are aware that their praise is not very reinforcing to

most students even though it is stressed so widely.

These data from Ware's study are provocative. They require replication

with elementary school students before they can be safely generalized to this

population, but they do underscore a point that we wish to stress with respect

reinforcement: We do not know enough about what is reinforcing to students,

Systematic research on the topic may reveal surprising additions to the usual

list of reinforcers, and surprising exceptions to and qualifications upon
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some of our esent assumptions.

Whatever the rewards used, it is important for teachers to make sure that

they actually do function as reinfo-curs by motivating students to increase

their rates of des i red behavior. Praise symbolic rewards like stars and

smiling faces may be effective, but if not, other reinforcers will be n

In addition to the commonly mentioned material rewrrds, these can include

such things as opportun ty to be first in the lunch line, opportunity to per-

form tasks that students enjoy performing, opportunity to make any kind of

choice that the student con=siders to be important, extra opportunities to use

the library, and a great-many other things not often thought of as reinf.orcers

for good conduct or good academic work.

Extinction

There is no philosophical opposition to the notion of eliminating problem

behavior through extinction, but, as with the principle of reinforcement, there

are problems, of practical feasibility in trying to apply the principle in the

classroom. Certain misbehaviors are too disruptive or dangerous to be ignored.

wow students interpret lack of overt disapproval ac approval, assuming that

anything not explicitly disapproved is acceptable. More generally, it is con-

trary to common and expected practice to ignore open defiance, obscenities,

or hostility directed specifically at the teacher. Such provocative behavior

"demands" response. Attempts to ignore it will confuse students and leave them

with the impression that the teacher is not consistently aware of what is going

-::ompletely unable to-cope with it, or just doesn't care.

Even when effective, ignoring is never effective by itself; it must be

coupled with reinforcement of desired behavior (O'Leary & O'Leary, 1977).



58

Used in combination, teacher rtinfurcement (attention and praise) and

U nct ion (ignoring) can be effective, but only tor those students and be-
.

haviors that are under the control of roinf c,ment from the lcher i the

first place. Ignoring will have no effect on behavior5 reinforced by peers,

for example. Considering that relatively few problems of student misbehavior

occur because the student is seeking reinforcement from the teacher, it is

clear that ignoring is not often an appropriate teacher response even though

recommended widely.

tanner (1978) suggests our criteria for determining when ignoring is

appropriate: ( ) T problem is momentary, (2) it is not serious or dangerous,

drawing attention to it would disrupt the class, and (4) the student involved is.

uyially well behaved. Those criteria along with the findlngs of Kourlin (1970),

leave little room for the systematic use of ignoring in an attempt to extinguish

misbehavior that is nontrivial and persistent. Kounin's work suggests that

seine kind of comment or signal to the inattentive students is necessary when-

ever the problem seems likely to escalate.

There are possible negative consequences of ignoring to be considered,

too. Students who don't realize that they are being ignored deliberately, or

who do not know why they are being ignored, may keep redoubling their efforts

to get attention by becoming more and more disruptive. Brief explanations to

such students probably are much more effective than waiting for them to become

conditioned through repeated frustration. A flat polity of ignoring cannot be

used safely with persistent requests for permission or help, either. Students

who always want to go to the toilet really do need to go at times, and the

children who often ask for unnecessary help really do need help at times and

will not be able to make any progress until they get it. Here again, teachers



who attack ch problems in more posifive Ways are likely .to ho Na1 suCcess-

fol those who try to eliminate them through ignorirq. (For example, the

teacher can privately explain to such students about the behavl of con-

curn and their consequences for both teecher and student. Then, they can plan

together how the students can determine on their own whether or not they actu-

ally need help.)

Pun i ''nment

Part of the over-emphasis on extinction or iancrinq 500MS to have re-

salted from a desire to avoid recommending punishment. O'Leary and .O'Leary

(1977) and other behavior modifiers defend punishment as a useful awl often

appropriate technique, although they are careful to stress that its effective-

ness is limited to inhibiting undesired behavior. Punishment is not useful

for eliciting or shaping desired behavior, so that it should be used only as

d last- resort when more positive methods have faifod, and only in connection

with positive methods that will elicit desired behavior at the sand time pun-

ishment inhibiting undesired behavior.

Good and Brophy. (1977,1978) argue against the use of physical punishment,

strong personal condemnation, and the assignment of school work as punishment,

and recommend that punishment be brief and mild, involve restitution where

this is appropriate, and be designed to provide ways for offenders to re-

establish normal status by making positive commitments or td:i _g positive

actions. O'Leary and O'Leary (1977) provide similar guidelines; Use punish-

merit sparingly, make it clear to students why they are being punished, provide

alternative means of getting positive reinforcement, reinforce incompatible

behaviors in addition to punishing, and avoid physical punishment or punish-

ing while in a very angry or emotional state. They recommend such punishments
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soft reprimands, reprimands coupled with praise or prompting fur appro-

priate behavior,. social isolation, and response cost.

As with reinforceme tp it is easier to list problems to avoid titan it is

pr riptive in talking about punishment. Punishment!, must be defined

circularly as rewards are, because of important individual and situation-

al differences. Presumed "punishments" uften function as rewards Co. the studen

who misbehaves i is 'lopes of getting suspended). There no "response cost"

if the presumes; reinforcer taken away from the student was not desired i n the

first pIa. . There i5 nc punishment when teachers reprimand students who act-

ually enjoy the experience because they enjoy needling the teacher because

they get peer reinforcement for having been " "punished_" On the other hand,

event, that appear trivial to adults can function as important punishments to

students being last in lunch line, being held up just long enough after

s-L-ho I
to miss going home with friends, sitting in one place rather than an-

other.

Clearly, a functional analysis is needed to determine whether presumed

punishments really are functioning as punishments by inhibiliny u -iired be-

havio . This, along with consideration of possible side effects r various

punishments, needs to be taken into consideration in deciding whether particu-

lar punishments are app opriate. Even- more fundamental is the notion that

punishment is likely to be effective, only when used as a last resort method

within a larger problem-solving approach that stresses positive ncthods. In

the classroom, and with humans generally, these i:Onsiderations appear to be

much more important than such matters as whether punishment i delivered during'

or after- the behavior being punished.

Topics dealing with the timing and scheduling of punishment are often



addres,od in Id- -)re Ily riterited behaviorI stic re t arch, typical ly con-

!it with animals. As
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-cult, behavoristicaliy baed sources of advice

.f teachers sometimes state that punishment will be mar, effective when it

oI io , immediately after a transg _s ion rather than when it

that it will be more effective if

behavior rather than after completion of the sequence. principles of this

kind do seem to have sorrle application for shaping animal behavior, I.Jt the

layed, Or

early in a seguence of undesi

of doubtful relevance to the class

Hero,

00M, U

y

to human learning generally.

junishment is a last resort method for curbing undesired behavior, not

basic method of shaping desired behavior. The child-rearing literature

indicates very clearly that punishment-oriented approaches to socialization

Jo art succeed (Brophy, 1977), and classroom resear=ch indicates that punish-

_irks best with the students who need it the last (Kaunin, 1970).

Who

Where punishment is necessary, 1 t seams to be

Ardetoristics described earl ;er.

effective when it has

These character he; students

puniched to recognsize that they have brought punishment upon toem-

thr h the i I UWil behavior, arrd that they will need to Jake a commit-
,

merit to change if they wish to avoid punishment in the future. Concerning

the timing of punishment, Red! (1966) contributes the interes -g notion that

teachers should wait for the optimal moment rather than try to punish as

quickly as possible after the transgression, at least in situations wher

dents are emotionally upset. The idea is that punishing students while they

a re aroused and angry may only increase their alienation, whereas waiting until

they are calmed down enough to listen to input but still concerned about the
I

problem miqh-
,

he much mare effective.

Further ref16ellonl on this example leads back to the notton,thal,punish-
,

meat is at best y a partial solution.- Teachers not have sufficient con-



frol over stud fits' lives to allow them try use pl ishment very effe tiely

even if they wanted to, and the kind of control aoJeved in the laborot

through pinpoint scheduling and dolivery of punishment is imply out of

question

y

the classroom. instead, they must help students develop inner

controls, using a combination of instruction, modeling, development of in-

sight,,environmental engineering, and psychotherapy. Punishment may be neces;-

sary to enforce limits, but by itself it will not shape desired behavior.

This point is common to most theories, well supported by the research,

widely stated and emphasized in works on classroom management, and self evi-

dent to most people who hear it. Yet, surveys Land interviews with school ad

ministrators and teachers regularly reveal an emphasis on negative and coercive

methods rather than instruction and positive reinforcement iThipman, 1968;

DuFlaminis, 1975). Why should this be? Undoubtedly, some of it Is artificial,

resulting from the kinds of questions usually asked in such surveys (the re-

spondent is to tell how to deal with flagrant misbehavior in the immediate sit-

uation, rather than to describe a general strategy for dealing with that type

of problem st Also, there is a general cultural lag in assirpi lating

scientific knowledge (parents tend to be coercion-oriented in thinking about

soci lizing their children, and the findings from school administrators and

teachers can be taken as reflective of the culture at large rather than, as

unique toducators).

At least part of the coercion orientation of school administrators and

teachers appears to be legitimate, however, and based/on the fact that they

face problems not typically encountered by parents, counselors, pr therapists.
t

-ki

t teacher interactions with students occur in the classroom,Aqhere teachers

must simultaneously concern themselves not only with the needs of a particular

disturbed student, but the needs of 25 or 0 othe

4 *.



rhk, furl- must he Liken into account in trying le gonocolize principles

derived from experience in ono-to-ono sitoutions to tho classroom. No matter

how cohimillod tcdollers may bc to promod hig the general mental health and hap-

piness of their ,-,tudon-ft, they of1(2n must subordinoto long-run goals to short -

term pressures. A curtain amount of regimentation is lequirod, and certain

limits have to ho established on,/ nforcod, if 'in!! oluss is d whole is to make

rouonoble ocadomic progross. Much of the advice lo teachers that is basod

on learning in tire loborotory, socialization in tho home, or treatment in the

counselor's office does'not toko into octount these aspects of the teacher's

situation, dnd consequently is not very mo!olistic.

in fact, many sources are ovtrk./ idealistic, implying thnt teachers con

and shoald act at all times like WI individual psychotherapist. Cffectiye

toucher education will ir,clu-, quidelhIcs for what kinds of regimentation and

coorcion ! appropriate.

This should not bo token to moan -Hat any forms of punishment are appro-.

priatu, however. Opposition to certain kinds of punishment is persistent and

apparently woll-founded. One hf these i, physicui punishment. Many writer-5

oppose it on philosophical grounds, and most others oppose it simply because

it does not appear to be very effective. In fact, the literature on child

development and socialization rftdtcates that it is notably ineffective when

used frequently (Brophy, 1977). Yet, many school administrators and teachers

still use it, and many others want to retain the option of doing so, "just in

case." These groups argue that it is sometimes necessary, and that even where

if is not, the threat of it is usefu| in restraining serious problems. There

is some evidence against these assertions, and none supporting them, but they

persiat as part of the lore of the schools. As long thuy do persist, the
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paddle can be expected to remain with us.

A less intensively debated but equally persistent issue is group vs.

individual punishment. If the entire class or a subgroup of it is subject to

punishment because of the misbehavior of an individual, the motivating power

of individual punishment can be augmented by motivation from peer pressure.

Some writers recommend this technique for use in extreme as because the

peer pr ssure generated can be very powerful. Like physical punishment, how-

ev r this technique is very difficult to use effectively even if there are

no ethical objections to it, and the undesired side effects are likely to out-

weigh any positive effects. For one thing, this technique forces students to

choose between the teacher and one of their classmates. Many students will

choose the classmate, uniting in sullen defiance of the teacher and refusing

to blame the classmate if group punishment is applied. Even where students do

go along with the teacher and pressure the Ola5,u te, the technique engenders

hostility and resentment in the target student and perhaps unhealthy attitudeS

in the other students: as well. The target student may become tie class s ape-

goat or suffer verbal or even physical aggression from classmates.

Educationally oriented discussions of behavioristic approaches typically

.haracterize the philosophy of behaviorism and the objections to it, define

principles, and give familiar examples We have tcuched only lightly on the

philosophical issues, because they are well-kao n ,,nd require no repetition

Further, instead of characterizing behaviori:11 c approaches in ways

that maximize the contrast between thel and other approaches, we have concen-

trated upon classroom applicari ns especially upon what we be to be

serious practical pr (ern:, implementing the principles of reinforcement,

extincl i on, and punis'hme t. Although much more knowledge is needed, we be-
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these principles can be implemented effectively the classroom. Extended

discussion and examples can be found in Brown, Clarizio and McCoy, 1975;

Good and Brophy, 1977, 1978; Krumboltz and r-um11_7, tz, and O'Leary and

O'Leary', 1977.

Recent Innovations fn Behaviorist'

Early applications 4 behavior analysis based on labo at- ry -esults (,:'ften

with ani -Is) revealed a unique mixture of strengths Ind weaknesses. Strengths

included the explicit theory and rich empirical tra':'tion behind the recommend-

ed techniques, which made the approach much mare systematic than the tradition-

al "bag of tricks" approach, as well as a number of features that appealed to

teachers and teacher educato Even though certain highly specific techniques

wero used, a problem solving and empirical orientation remained dominant. If

the techniques did not work, the standard procedure was to analyze the situa-

tion to find out the problem, and then adapt accordingly. This ideology probably

helps teache=rs as much or more than specific techniques, because it aids them

to remoin calm and analytical and avoid becoming f rus il atc d when notable

gre does not occur quickly.

havioristic methods put the teacher in the role of irnper orral helper

rather than authority figure, and i n general, the stress i _ on behavior and its

consequences rather than on the personalities involved. Partial progress Clear-

ly is viewed a progress, not failure, and the record keeping routinely includ-

ed in behavior analysis applications makes it likely that such progress will

be noticed and recorded. In combination, the ideology and tools of this sys-

tomatic approach can help teachers .n"-I students break vicious cycles of 'nap-

propriate a rt ion and reaction and fInve them toward problem solution.



66

Most of the problems with behavioristic methods have been mentioned al-

ready. Early applications leaned too heavily on laboratory techniques used

with animals, .so that there was an underappreciation of and sometimes a hos-

tility toward verbal instruction and guidance. This probabIN, was the main

reason for the overblown s,t,ress on ignoring (extinction) for example. An-

other persistent problem i s oast, in.time and effort as well as money. Many,

reinforcers must be purchased, and consumables must be replenished periodically*,

Student time spent with reinforcers is time' lost from studies, although be-

havior modifiers have argued effectively that this is offset by greater learn-

! g efficiency during the times that students in their programs-are working on

tasks. A great deal of teacher time and trouble is devoted to preparing the

necessary props and setting up and maintaining a records system; for complex

token economies this can require an extra person to do nothing other than help

teachers keep records, Students who are alienated from and largely independ-

ent of adult authority are difficult to treat effectively with behavior modi-

fication approaches because teachers do not control enough reinforcers to

effectively shape their behavior (although such students are nor effectively

handled by other techniques, either). This is not so much a problem in ele-

menta y schools as it is later, but it does occur.

Perhaps the greatest problem is the lack of convincing evidence that-short

term gains generalize to other settings and persist over, time. The education-

al establishment might be willing to find ways to deal with the practical prob-

lems if behavior modifiers could produce convincing evidence of generalization

and permanence of improvements produced with their methods, but so far this

has not occurred, and ti!c prevailing opinion is that such improvements lend

to be situational end -Transitory. Several rceont developments in behavior modi-
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fication have addressed one or more of these problems.

One of these 'eon the token economy. Acc-rding to O'Leary and O'Lea'ry

(1977), token r. !r-r 'ement systems include: A set of instructions to the stu-

dents about be: is to be reinforced; a means of making potentially rein-

forcing stimuli (tokens) contingent upon student behavior- and a set of rules

governing the exchange of these tokens for backup reinforce -.. The 'reinforcers

can be candy, comic. books, educa toys other prizes, or access to

free time, recess, or ral privil ges.

Token systems have many advantages over systems involving presentation of

the actual rewards immediately upon completion of the contingent behavi

First, they allow for individual differences in response to various reinforcers

and for satiation on parti ular reinforcers, and they allow students to exer-

cise some choice over how to spend their accumulated points. The system may

involve some physical token given to the student and later exchanged for backup

reinforcers, although the same effect can be accomplished by making check marks

1

or other ,ymbols in a notebook, punching ho! s in a card carried by the student,

erly record keeping.

P -entation of the token or other symbolic reward allows the teacher to

immediately reinforce work or behavior that meets specified criteria, but with-

out necessarily stopping instructional activities to present backup reinforce =s

immediately. This i5 be to be good for -tude s because it accustoms

them to working for symbolic rewards and delaying gratification, and it b ne-

'ts teachers by enabling them to -c.hodu ld work times and reinforcement times

ire D re syste -Oft and orderly ways. T{ 1 yflem.s have been used successfully

n hospitals and other treatment and oLcasiorally in ordinary

or any of several other ways that all

loms (Thompson, 1974; Saft-i Al len, I There are two primary ob-
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jec ions to them, one philosophical and one practical.

Many object to token systems on the grounds that they bribe students to

learn. O'Leary and O'Leary (1977) note that "bribe" has a variety of mean-

ings, some of which apply and some do not. The term clearly does not apply

h the connotation of attempting to influence people for dishonest or il-

legal purp s 11 is true, however, that token systems fit anellTer defini-

tion t hri hery, the dispensing of gifts to influence people's judgments or

behaviors. People who strongly object to this on principle will not want to

use token 1-__!7fo fi r -em ent systems. The issue of bribery is discussed ii n detail

by O'Leary, Pou =, and D vine (1971).

The practical u:eetior token -,erems is time and trouble. Safer and

Allen (1976) cite several references ,supporting token economies in the class-

room and recommend the technique themselves, but they include te :allowing

einimum requirements: Teacher training seminars during the summer, special

teacher assistants available for 60-90 minutes a day to help with 'paperwork;

backup consultation of about a half an hour a week per teacher to See that the

program is evaluated properly, and installation and maintenance of reinforcement

areas. The record-keeping demands remain heavy even after the program

launhed, because points are accumulated and spent continuously and because

the economy must be adjusted periodically to prevent students from accumulating

Ilw 1th" that enables them to become independent of the motivatieoal functions

of the system. Safer and Allen argue that token economies are cc.et effective

if the expected improvements in student achievement and conduer are taken into

account, but few will agree with this assessment.

Another technique that has seen much recent developnpnt and dissemination

ie continemfontracting. THe technique also allows teachers to individual-
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ize arrangements with separate students, and it is more practical because it

places more emphasis on student responsibilities and less on one-to-one re-

lationships between specific accomplishments and reinforcement. This makes

it less powerful as a behavior modification technique, but one that is well

suited to normal classes and students (without too many serious behavior prob-

lems).

Contracts typically specify the work expected of the student during a day

a week, but leave it up to the student when and how the work should be ac-

complished. Contracts can also specify conduct improvements instead of or in

addition to work expectations. The degree to which contract systems function

as behavior modification devices depends mostly on the consequences established

for success or failure in honoring the contract. To the extent that reinfor-

cers are powerful and the contracts deal with specific behaviors to be accom-

plished during short time periods, contracting systems become modifications of

token economy systems. To the extent that the contracts deal with longer per-

iods of time, such as a week, and do not involve strong emphasis on reinforcers,

they are more similar to traditional management systems than to typical be-.-

h vior modification systems, Many teachers who do not favor other aspects of

behavior modification do employ contract systems, because: (I) they provide

ways to give students some responsibility and independence in managing their

time at school;() the formal inclusion of certain responsibilities in con-

tracts helps to underscore their importance and reminds-the students of them;

(3) contracts can provide some needed structure for students who are di-t ac-

tibl . In fact, many teachers use contracts mostly just for these students,

confining them initially to short time periods and short lists of tasks and

displaying them prominently on or near the students' desk, where they can be
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If handled properly, contracts can also be very useful,in dealing with

students who are poorly motivated or resistant to school work or the teacher.

With- these students, teachers can include a period of negotiation prior to

tho finalizing of contracts, in which students will be given the opportunity

to make suggestions and to state whether or not they think the demands are

fair and reasonable. Assuming that agreement is reached, such students are

probably more likely to keep these contracts than they would be-to keep less

formalized agreements in which they were involved only as passive receivers

of orders. There are more benefits later when the consequences mentioned` in

the contract come about, because the negotiation process and the contract t-

self make it likely that students will attribute-consequences to their own

behavior rather than begin to rationalize or project inappropriate rrtives

to the teacher.

racing involves elements of self control, self management, and self

instruction, all of which are elements f recent developments Included in

cognitive b havior modification (M( )enbaum; 1977) . This has been a move-

ment by a new generation-of behavior modifier's working thin the general tra-

dition but shifting emphasis away from concepts and methods t )re appropriate

to animal research or spc-ialized applications with severely disordered and

institutionalized humans, and toward concepts and methods appropriate for mostly

normal and healthy _humans in natural settings, especially schools. Included

in this movement are the recognition that attention must be id to cognition

(thinking and subjective experience generally) in addition to behavior when

ling with humans, and a shift in emphasis from controlling behavior mostly

through conditioning using extrinsic reinfo c rs, to controlling behavior
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ly through rational goal setting, planning, and self instruction. Much

has been borrowed from cognitive learning theory and from various humanistic,

existential, and even psychodynamic gpproaches to psythothe-apy. The new

techniques developed from this rapprochment seem to be especiall% valu-

able to teachers, both because they seem more practical and because they are

largely free of the artificial and often philosophically objectionable ele-

ments of external manipulation that have plagued behvioristic approaches in

the past. Many of the techniques are adaptations of methods ,Jriginally used

with disordered individuals in clinical settings -bt they are appropriate

for teachers working with ordinary students.

One technique, popularized by Meichenbaum and others, combines modeling

with verbalized self instructions. Although modeling is widely recognized

as a powerful tool, early behavioristiC applications of it were limited in

effectiveness because the models confined themselves to physical demonstra

Lions of behavior without verbalizations. This is not well suited to cla

rooms, where there is much more emphasis on thinking than on behavior (typi-

cally, the major problems facing students are understanding questions and

reasoning through to answers, not verbalizing or writing the answers once they

are known). One way that models can talk, of course, is to demonstrate and

lecture. This becomes indistinguishable with teaching, a.s it Ms usually under-

stood. Meichenbaum and others have stressed a different kind of verbaliza-

tion in connection with modeling: Self instructions. Instead of trying to

explain what they are doing (the way that teachers usually would explain),

models go through the processes involved while verbalizing aloud their thoughts

and especially their instructions to themselves. They "tell themselves what

to do" and then do it. Exposure to this kind of modeling has proved effective
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in teaching students to respond to cognitive tasks thoughtfully and analy-

tically rather than impulsively (Meichenbaum & Goodman, 1971). There

appear to be a great many other applications of this method, including

teaching behavioral self control in addition to more cognitive problem solv-

ing 51- -tegies.

Even without such m deling, self instructional training has been used

for a variety of purposes applicable to the classroom, often in combination

with desensitization or relaxation procedures borrowed from clinical practice.

Robin, Schneider, and Dolnick (1976) have developed the "turtle" technique

that teachers can teach to children to help them control their aggressive im-

pulses. The technique is named for the'"turtle position," which involves head

on desk, eyes closed, and fists clenched. ImpUlsive and aggressive children

are taught to assume this position when upset. This gives them an immediate

response to use in these situations, and buys time that enables them to delay

inappropriate behavior and think about constructive solutions to the problem.

It also helps them to gradually relax while they think about alternatiVes.

The "turtle position" actually is not essential; training children to delay

impulsive responding in favor of relaxing :1 --! thinking about constructive

alternatives is the key to success. However, it provides a gimmick that

many children find enjoyable, and it also may serve as a sort of crutch to

certain children who might not be able to delay successfully if not given some

kind of prescription about what exactly to do when angry,

De-sensitizing and/or relaxation treatments have been used successfully

with children who have strone fears or anxieties. These are often combined

with elf-instructional elements as well, to provide the children with pre-

scriptions for active respcnE.0 then upset in addition to training in emotional

control. 7
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Many recent applications of behavior modification are des-igned fo,help

students cope more effectivel=y throLo better self-control. Typical-17;-17se

approaches involve one or more Of four aspects of self- control (Glynn, Thomas,

Shoe, 1973; McLaughlin, 1976): (1) self assessment (student evaluates

own performance relative to goals or expectations); (2) serf-recording (stu-

dent keeps record of own relevant behaviors); .(3) self-determination of 'e-

inforcement (student establishes own contingencies between own behaviors and

type and amamounts of reinforcement; (4) self - administration of reinforcement

(student reinforces self upon performing contracted behaViors ). These methods

appear to be no More effective than methods relying on externally imposed con-

trol (McLaughlin, 1976), but they will be more acceptable to many who object

to external control methods on philosophical grounds.

Self reinforcement is often included as part of self instructional train-

ing, especially for students who are deficient in achievement motivation or

who make inappropriate attributions concerning the reasons for their own sue-

cess. These erograms call the students' attention tei their specific accom-

plishments and get them to verbalize statements of satisfaction and praise to

themselves for having achieved goals. This helps them to see and take pride

in their own accomplishments, recognizing progress and attributing it to their,

H efforts rather than to luck, to the teacher, or other external factors.

Similar self reinforcement can be used with students who trouble control-

ling their behavior or keeping classroom rules. They cai be taught to recognize

and reinforce themselves for progress in this area, d there is reason to be-

lieve that such self reinforcement assists them in learning to spentaneouly

behave appropriately.

Many of these self - instructional approaches also feature self monitoring

and self evaluation. This is one of the advantages of contract systems with
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young Lents, as mentioned eacJibr.. Regardless of whether contracts are

used, however, teache can M i p studentsato learn to- or and evaluare

iodic 'progresstheir own activtt by using checklists, scoring keys;.

'reports, or other- devices that cause them.to systematically assess what they

have,and have not accomplished with respect to school work or classroom be.-

havior goals. These techniques appear to have several important advantages

and no disadvantages other than the relatively minor timerinvestment.involved:

They place the responsibility on the students for monitor1-ffgaand managing

their own behavior, but in ways that are likely to be informat've and attrac-

tive to them; they place the teacher in the role of helper and advisor rather

than authority figure; and they act as consciousness- raising devices to help

make students more aware of themselves and their behavior, and more likely to

bring it under conscious cognitive control. These advantages seem especially

important for teachers woring with young students, pa /ticuiarly those who are

hyperactive or impulsive.

Finally, in addition to the many applications for reducing undesired be-

havior, behavior modification approaches have been used to train students to

behave in ways that teachers value and/or that will help them to succeed at

school. This includes training in "academic survival skills" such as attend-

ing, following directions, and volunteering to answer questions (Cobb & Hops,

1073), as well as training in prosocial personal skills such as initiating in--

cations, helping, and sharing (Cartledge & Milburn, 1978).

A applications of cognitive behavior x !ification continue, more and

roro of theM a o likely to prove appropriate and valuable for teachers work-

na in ordinary classrooms. Many techniques are easy to learn and can be

applied by the average teacher without any outside help, and others require
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only minor consultation from a school psychologist or other resource, person.

cognitive behavior modification appears to be a likely source ofIn general,

fruitful innovations in classroom ar,agement and related areas in the coirng

years.

V I I . poliT_LanrL_thera Teces

Personality theory and techniques of counseling and psychotherapy are

natural sources to draw upon in developing methods for classroom teachers to

in dealing with problem students. As with behavioristic approaches, how-

ever, earl( ',---mr)ts at application were not very successful. Most techniques

A other early forms of intensive individual psychotherapy

were not suitable for use with children, and they could not be used by teach-

ers busy' dealing with an entire class, not just one individual at a time. Also,

most of the stueenl problems that teachers face are more situational and be7

havioral than the neurotic disturbances of primary interest to psychoanalysts.

F gin when psychoanaly =tic explanations do seem pertinent (as when a child ap-

pears to be disturbed by the household changes brought about by the birth of

new sibling), they seldom point teachers to specific remedial treatments

that they can implement in the classroom. The same is true for the use of

.por- onalify invcn-ior-ie and ether measurement devide- such as sociometric in-

terviews or projective tests.

As counseling and psychotherapy became nxare diversified, new techniques

began to appear that we mare situational and behavioral, more limited but

ake mere specific in intent, and more immediate in their effects. Many of

thew techniques can be used effectively by classroom teachers.
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The writings of Rudolf Drelkurs (1968), while, still psy

(All izn), are intended explicitly for teachers end are much more

ilicable in.the classroom than earl ier psychoanalytic adaptations. Pre-

di-t bly, Dreikurs stresses the importance of early family dynamics for

Yridinq n tracing problems to such sources as parental over-Jambition

or ovr-nr tectivoness and siblinu relationships that make certain children

tol di ac °Luraged or inadequate. Dreikurs sees children as reacting to these

lh - in their lives, c4c compensating for feelings of inferiority by

dove l p ing a style of life designed to protect self esteem and avoid danger

He believes that when children have not worked nit a tisf-ctory

personal adjustment and place in the group at school, thF ,
will show sympto-

matic behavior seeking after one of four goals (listed in increasing order of

disturbance): attention, power, revenge, or display of inferiority (to get

special service or attention).

The first step for teachers in dealing with these kinds of problems is

to analyze the child's behavior and determine what goals are being pursued.

For e! mple, attention seekers will be disruptive and provocative, but they

will not openly defy or challenge like the power seekers, who in turn will notpenly defy o

y seek to hurt or torment, like the revenge seekers. Turning to a

different kind of behavicl, persistent dependency and help seeking will dif

in quality and purpose dependini 1: on whether it is seen in students who merely

want attention or students

to display info= lOrity and

von up attemp ts to cope and have opted

f err ikurs stresses that important

clues to the goals sought by individuol n lie in the teacher's emotions

and rrupon c tendoncle. Mort- the teacher feels a need to assort power and
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authdri y, the student probably is provoking a power struggle, and where the

teacher fee/s hurt, angry, and oriented toward getting revenge, the child

probably ts a revenge seeker. An-important key to responding In these stu-

do.nt provocations is to recognize that they stern from discouragement and that

responding the way the student expects will only deepen the problem.

Dreikurs advises teachers to observe problem students and diagnose the

meaning of their behavior, and then to explain all of Ws _to the students (not

in the midst of misbehavior, but later in quiet discussion). The teacher

should stress making students understand the goals of their own problem be-

havior, rather than probing for or speculating about presumed causes. -If the

teacher is not sure about the goals, it can be helpful to speculate abo them

and see if this strikes a responsive note in the child. The rationale for

these discussions is that-they will provide the children with insight into

their own behavior, and in the process eliminate the need to continue that be-

havior in seeking the goal in question.

Other points stressed by Dreikurs include "winning" children by establish-

ing friendly and sincere relationships with them (this involves both firmness

and kindness), encouraging those who are discouraged about their abilities

(this must be sincere encouragement based on genuine belief in the child's p

tential), maintaining a mature, adult posture when dealing with the child, so

as to avoid being drawn into unhealthy psychological conflicts, and using the

group to help mold the behavior of individuals. The latter includes building

a democratic classroom atmosphere, unifying the class, and using class dis-

cussions to help children learn to Iisten, understand themselves, and one an-

ther batter, and help one another.

Dreikur opposes artificial punishment, but stresses the value of al!



i n, ri ;, tonal ce nsequerlcos of uwti iodabtiv beh_ ( hit

lween fho uo ld,wtive behavior and the unwanted r_xquences i strti5 ed to

thu child 5 p 1 of a 1 ie general atterit_ f to d velop insight and build a

willingnes I abandc,o self-defeating goals make commitmcnt tg

productive eno-- these general principlos, as well 'b many specific tech-

niques, are illustrated in the r
stadies- inc; dad in Dreikurd writings.

4

No systematic data are available to use in evaluating Dreiku ideas, but

they do seem to have face validity (with the possible exception of routinely

r p eting the "hidden meanings behavior to students). They also comple-

ilyr11 ideas drawn from other app roaches (dissed bolow).

QJco I n : OW

The concept of a life space interview was originally devel pod by Recd)

(1959), another psychoanalytic writer. He used the tern to distinguish this

Ond of interview from the depth interviewing that goes on as part of individ-

ual psychotherapy. Originally it referred to interviews with childrer, who

were in therapy that were conducted by their mcher6 or other individuals

who not the therapist. 'hese interviews were triggered by specific epi-

odes of 57-i_ s disturbance or misbehavior, and were concentrated upon Under-

tanding and problem solving with respect to the Inc i dent in question. Over

ti as the concept was elaborated by Norse (1971) and others, it lost its

association with psychotherapy and other treatment -1 -hnique

ti (15 and began to be usea to refer to crisis intervention in the

qetwrOlIy.

_ described by Morse (1971), the goal of a life space interview is to

Fern adjustment anti -b in a Wde 01 behavioral corpl iance by providing
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the ^ in the classroom). The need for such an interview might ocor to a

teacher ander almost any circumstances, but incidents of definr-,e ar

mNd2,avior aften provide the impetus. The teacher begins by to stu-

dents privately, tryin to obtain their perceptions of the incident ono '

events That led up to it. This provides an opportunity for students to ex-

perience catharsis and ventilation, and for teachers to exprons interest and

a Oesire to help, as well as to establish a C|050 relationship genera117. The

t ths stage is active an, mpathic listening geared -tc- bring abor- under-

1, but not judgment, o e student.

As the interview proceeds, the teacre- 5-,eteks to ehta11 born 11J toeurate

ant detailed description of what happenec and an indicatir f the moaning of

the event to the student. Different students may be upset about very differ-

ent aspects of events that seem similar at first (tor example, one may be con-

cerned primarily about being picked on by peers and unconcerned about the

teacher, while another might be up5e1 osfly about being blamed by the feacher)

ne arG isolated incidents, but events that cause students to lose contrel

often are related to a particular vulnerability or concern (huMiliation before

the peer group, jealousy of a specific peer, sensitivity about appearance).

The teacher tries to communicate acceptance of the feelings that the student

conveys, without necessarily accepting the actions taken. Doing this well re-

ioires fr--aits 11ko empathy, non-defenstvencss, and self assurance. When faced

,,ith defensiveness on the part of the student, the teacher responds by dealinr

with the feeling behind the defense rather than counter attacking the defense

itself. Value judgments are withheld until a complete understanding 15 ach:eved

and cu nunicated.

84



Uric this accomplished, the rsion can movc tai/ rd deci et 111

oust be dono. This involves an lyr,is of the whole situation to try to identi-

fy places where rr,l le: >>n be proviaod or changes can be -made. fh 5 toeerier

of to wnr k to'jF ther with the student find s to prevent repetition

ot the problem. The teacher will have r- explain any realistic limits on what

possibIg or all owab le, but otherwi,o the two should plan together. How cin

problems that led up to rho incident be eltminat 4 red WI wil;

rapper if there is a repetltlo of tft incident? What should the student do

if :Hi' pressures arise in the future -rid threaten to L-.ecome overwhelming?

Disc ssion on these questions continues until specific plans r deveicpud

that H'aye the student with clarity about -hat can be ,
raootr d in true fut,rre,

and ideally, with a f eding of support froin the teacher in dealIng the

nrahlem,.,. The teacher does this while avoiding morali-zing and empty threats,

confining discussion of consequences t- those that are seriously intended in

the future if there should be a repetition of the 1 liavior.

Within this general model, teachers provide additional h 1p jihad- partic-

ular students. may need. This inc' les: (1) helping them to see and accept

realy and abandon some of Their defensive distortions; (2) showing them

specifically how their inappropriate behavior is self defeating; (3) cl ri-

'tying values; where necessary, suggesting tools or crutches thai will help

them deal with problems in more fective ways than the ones they use now;(5)

nelping students t- think for themselves ard avoid being ied into trouble by

ethr,:rs;(6) helping to drain off anger by expressing sympathy and un'erstanding;

helping :Lem deal with emotions like panic, rage, or guilt following

tional explosions; maintaining o gin communication; (9) providing rule re-

minders and friendly Warnings about Irkely negati consequences if uehavior

doesn't change; and (10) helping to clarify thinking anu facilitate
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In suggesting applications of what he calls "rea!ify therap/" to Oe

,;,_1roOm, r-das5or pcovides gu'oliaow both for general classroom management
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problem with indivic students. H6 hr1 d wide following

ichers, 'survey data that systematic imple- nt.,tion of

lii roir n has been associated with reductions in refr afs to the offic

fighting, and suspensl is (Glasser, 1977). More r igorous tests of his methods

nof available (nor are they for other approaches described In !-his seclion).

The title of the book chools Wi'-hout Failure (1969) ill stra', , Glasser's

intcrost in creating a facilitafivo at sphero in the limol at large, not just

a facilitative teach:r-student relation_hip. He stresses that scthooschools and

classrooms be as humanistic as possible: cheerful and co rreuu:D, communal, open

to student inpr' and 'a cot Anication generally, and )y , lai:1-rato

and f-archers who be That students are capable of er-r= fig responsibilit!

and are prepared to allow them to do so.

''-Lasser advocates that classn Dm rules be established joiniIy by teachers

-JudEnts during classroom meetings, and that additional meetings be held

as needs arise in order to adjust the rul cis, devolo) new ones to handle new

situations, or deal with pi Jblems that have ame up. He recommends that teach-

ers adopt th-2 role of di cussion leader ana group member hi: not authority fig-

err in these discussions, setting limits only with respect to what is possible

Ylin the law and the rules of the school. Decisions are to be made by vote

lather than negotiation Irtween the teacner and the students. This part cif

lasser's approach i5 not well- :coal _I a-, i problem solving steps,

cause meny tea hei-_ oppo .ludeh se11-govern ni approach on principle

and many ethers find it overly cumbersome and time consuming. Also, ethical

question- may he involved if class leeti sing'? nut individuals for strong

r-iticism f:---cm the group , or if conf,deatial material is made public without



10 -Huf., /,/ouch ho eoalinq with pre.blem st:ilonts Aot

luiro uno (--,f his cints!A-ok_,m management approach to rule setting, although

Glasser hitt-suit stresses tho importance of that approach and in any case

insists that ro|or must be recognized oy everyone 05 reasonable and henefi

oiol if they are to ho affective. Glot.:sur des;s:rihed his apprcaoh to disci-

phut- a'3 no-nonsense, but also as constructive and non-punitive. 11 inv

makina clear to st0-1ents that they can rind must Control themselves, and

follow school rules, if they expect to stay in school. Teachers are expected

10 10'1%0 a porL,,m.-11 interest in their ents and be as friewily and helpful

11-, can, but oho to out this rule clearly rid ntv-Jrce it if neces-

ary. in,,t,re are to he no exceptions or cci,,_aderations ether than those

into the system.

Thu first of (:,Acrl, 10 str..,T in the process of workiflg with students

who are discipline proPlems is for the teacher to select a student frr concen-

trated attention and list typical reactions to the studonffs disruptive he-

:Iavior. The next step is to analyze thJ list and see what tecthniques do and

;13 not resolving not to repeat ttys techniques that do ,00. work. The

third stop it, the mprcvement of persoual relationships with the student. To

d- Glasser reCommonds tt .1: teachers pro\,ide extra encouragement, ask the

student to perform special errands, or make other initiatives to show concern

about the student and imply that things are going to improve.

This continues until the problem behavior reappear- a new app7o.

is taken at the fourth step. I
of repeating past mi,Jokes, th_ eac:,,r

simply asks the student to describe what he or she is doing" This , luses stu-

dents to analyze their own behavior, perhi!i for the firsf time, and to begin

to see their --,Wn responsibility for it, although they may try to rationalize.



In any case, once students describe their own behavior accurately in response

teacher questions he teacher simply asks them to stop it.

The next .=./ep used if the problem pe.sists. Her- the teacher will

II a short conference and again ask the student to describe the behavior,

nn if 5 '`o state whether or not i it is agoin.,t the rules or recognized in-

formal expectations. The teacher also asks the students what lacy should be

doing instead of what 1"ov h.) been doing. All this is done in a warm

and supportive but at the same time with persistent firmnes that causes

students both to edress the inappropriat-neo of their behavior and to

describe what they should be doing inste-

if this does rot work, the sixth step invo! 'es g t=on inces and

gettina - students tc focus on their misb:havisr but then announcing that a plan-

is needed to solveso I ve the problem. The plan must be more thar a simple agreement

stop misbehav'r,g because this has not been honerc in 'Jle past. The plan

car short inrm, specific, and simple, but it should state positive actions

that the student will take to eliminate the problem.

If the sixth stc, has not worked, Gla er believes that it is time to

kolate the sluaents or time-out procedures. Durini their periods of iso-

Jien, these students will be charged With devising their own plans for

g that they follow the rules in the future. Isolation will continue until

the student has devised such a plan, gotten it approved by the teach r, and

made a commitment to follow it.-

If this doesn't -K, the next step i s in-r;Lh-o1 suspeoion. This

aoh, A to the strident firmly but malt f- factiy. Suspended students

will now have to .eal with the principal car someone else other than the ch-

er, but this other person will 'peat earlier steps in the sequence and press
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them to come up with a plan that IS acccplie . lf is made clear t 1,14ch

students that they will either return to c,tss and follow the reasonable

rules in effoct there or continue to be isolated outside of class. Glas-

recommends that parents be notified about inechool suspension if it continues

beyond a single day, Out that it should continue for as long as is necessary

to get nn acceptable plan and crAible commitment from the student.

The ninth step apHies only to students who remain eu of control in tn-

school suspension. Gl5er recommenis calling their parents to take them home,

and then starting over with them the next day. The last step is removal from

,school and referral to anothe- agency for students who do not respond to the

previous steps. Even here, Glasser recommends welcoming such.,Audent back to

the school if they do make pecific plans and a credible commitment later.

Glasser s 10-step approach is attr ::tive to a great many teachers becaese

it clearly is applicable in the ,-lassroom and beca e it provides a soeuenc

of specific ,rer; they can take with problems that hay not responded to nor-

mal methods. It also illu$trates several features conirron across several ap-

prLacho, including behavicristic ones, that seem to be converging. One is

the emphasis on sludentsr behavior, sppcifically their behavior in school, re-

gardless, of their reronal histor:es, racial or ethnic heritage, cultural

mores, or :)-I-her Lctors that might "explain" their: behavior. There is in-

creasiro convergence on the notion that all students must follow reasonable

rules.

A related notion is that students are individually responsible or their

owr bet-Jvior and will be held to that responsibility. Teachers will do what-

ever they can to help '..;frudents solve their problems, Out the students own

these pcoblems-; not the teachers. This can be seen as a hard line, but it
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should be noted th, it is predicated on the explicit ,assumption that the

rules are in fact red:, ible and fairly administered, and t!1 it teachers do

in fact try to be helpful, cooperate with students in making fe, ible ad-

yju-tments, and, in general maintain a positive, prc blem-olving stance.

Whore these assumptions do not hold, Glass r s methods, like any others,

can be used destructivelf. The resulr can be an atmosphere in which an author-

itarian teacher con:entrates more on building a case against problem students

than on trying to help them, contrary to Glassr's philosophy.

Gordon and Teacher Fffectivenp,-
T

Glasser's ideas were widely di sseni ed and ad(oft,id in the late 1960's

and early 1970's. They are familia.- ton t teachocS today and have been

assimilated by many of them, ar,' _171r-est in reali y therapy workshops rem ins

high, The same is true to workshcps on bc`:av4or clItt eatlo. approaches.

However, the approach undergoing the rost vigor( s dissemination today is

Thomas Gordon's (1974) Teacher Effectiveness T-- inq (TET),

don's philo7,ophy stresses f recdom and responsibility, and abandon-

ment of power and authority in favor of negotiation of "no lose' arrangements.

He adv'Fes teachers to be open and caring toward their students, but also to

maintax her individuality 07 separateness. He -drges minimizing authcrita-

five control over acing with stre.ss on teacher - student in-

,eruendence and the im _rtal e al meeti f neeri0.

nrs solving sta)ts with dervHfication of voblem 6,norT,h1D.

problems art -d strictly by rs, sort stric b.4. and

Pi 100 I.' teacf,e1 and -i-Lident.i. Solution to problems i.,; faci!ltated al v,

ties in%o!ved m gnlze oroblem owne hi,; accurately and rend acc( din -' '.
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ip.ifhor toachur nor students have them.

Due way to elininate probh o modify the classroom environment.

Fill., can be Jon() For the clas a ,,,u by adding to or subtracting from

what i
includes or by changing th,. ohyl2al arrangement it also can be

done for indivlduid',,; by devising wa)s for those whe require it to get indi

viduil time for_gniet activities or oven sleao to have more access to active

and ,,limalating OJ I V I t I 05, have more opportunities for one-to-one re lation

with the teacher, and so on.

',Hudont-uwned problems includ, uch things as anxiety, inhibition, or

p,,or self concept, For these problem, Gordon,- recommends passive listening,

aokii,-,wledgements of having heard and understood what students say, door open-

(invitations for students to talk), and especially, active listening.

Active listenincj rues beyond simply paying attention and showing that you

,lor3tand, by po idlng feedback to students thaI responds to the underly-

ingmeaningsoftheirmessagesratherthen he external ones. It requires

acceptancl of student feelings, confidence in their abilities to come up with

colution heir 'own, patience, respect for p \racy and confidentiality, and

willingness to mako'aneself available to studen+s for extended private con-

ferences.,

In short, Gordon recommends an updated form of Rogeriar counseling for

such students, and Ho rejects as ineffective responses that contain what he

Ic "the language of unacceptance." This is any response to the students'

express fears or anxieties that does not take them seriously. This obviously

includ:7,s flat contradictions or scoffing, hut it also includes well meaning

attempts to cheer students up by praising them or distracting their attention
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ti iumOnina ElkuN

Gordon r(N:mmonds active listening as wi '01_,,tructkinal technique to he

used during class discussions as well as a rionagement technique to use with

individuals. He also recommends it for Wpfrq students to do-escalate their

feelings before getting down to work when somefhing upset ling has happened,

and describes its uses in parent-teacher conferences with or without the pre-

or tho student, de believes ti-rt active listening helps teachers to

hfdp not by frying to r)S,wrre rer,perit.Ilify for their problems, but

by helping them to find their own solutions s and become more independent, con-

fidenf, and self cc ant.

Problems owned by teachers are the that occur when students persistently

bofrivo in ways that ma4i the Poachers trusiTeted or angry. his requires a

different set -f techeiques from those used by teachers when students own the

problem. Thera, it was im[Jrtant-for the students to Jo the communicating

and for the teacher to be a listener and cooLlor. When the teacher vwns

the problem, however, the teacher does the communicating, sending massages

to students and trying 4-o influence them to change. It is the teacher who

wants help, and the teacher that must get; needs riot through the solution. This

will mean changing the students' behavior, the env;ronment, or a embinaticn.

Gordon Hs-h; a number of ineffective techniques for trying to change stns

dents. These include confrontations that backfire, "solution" messages that

students resent and that induce only dependwt and artificial comp'iance

even when they do "work," put down ix-?-ssagg,s that breed resentment without

bringing about constructive change, aid indirect messages (sarcasm, diversions)

that may be misunderstood by the students and may hurt the teacher's credibil-

ity. Gordon notes that most of these ineffectiive messages are "you" messages,

when the situation calls for "1" messages. Again, it is the teacher who owns

93



th,p p-- k lem on thus the leacher who most do the lun 1-ating.

59

reveal feelings and vulnerabilities, but-in ways that pay off by foster-

iry intimacy and describing the problem without imputing unfortunate motives

10 student.

"1" messages have three major parts. Ti.- iirst part indicates the spe-

cific behavior that leads to the problem ("Wh,J1 I got Interrupted. . ."). The

second specifies the effect on the teacher F concrete and tangible ways ("1

trr,av to start over and repeat things unnecL arily."). This part shows ctu-

its that their behavior is ci sing thether real problems, and this mes-

::!lone will be sufficient to motivate most students to want to change.

lt)0 third part of the message specifies the feelings generated within the

part5

bc -C, J7=2 of the problem ( and 1 become frustrated because the

not flow the way that it should. V\). 'Taken together, these three

fink specific student behavior as the cause to a specific effect on the

ich in turn leads to undesirable feelings on toe part of the teacher.

dun stet es that e°rner ordinarily shoulshould not be pa -t of an "I" message

beeau5e it is usually a secondary feeling that follows an earlier one (frus-

tration hurt, or rejection) that should be communicated. He sees anger mes-

sac)e as freq.. ntly being attempts lo punish rather than to communicate honestly,

and notes that honest communication can be difficult for both teacher and stu-

dent. The r :sits for teachers include self disclosure, -the possibility of have

iog to modify their own behav )r, and assumption of responsibility for owning

the problem, For students, exposure to such communications may often induce

hur-

proble

initiation about the teacher's problem to active listening about the stu-

problem.

orressment anger, Lions indicating that now the student has a

11. This wi!! require the teacher to shift gears from active

94



Gordon maintains that crami nations of environmental manipulation, active

listening and communi ion thr ugh '"1" messages will handle most problems.

However, orrretirnes the needs rrptivatine unacceptable student behavior will be

very strong or the relationship :her will be very poor, and con-

flict will continue. Gen. ;:,,vulves problems owned by b ?th students

and teiche and it must be approached in ways that avoid winning or losing

and that satisfa torily meet the needs of all parties involved. His recom-

wnded "no Lose" method i s pr. rcc ss cif searching for possible so l ut i .pis unt i I

one ! that work best For a II concerned.

rerequ isites for the use o'f the method include act listening (stu-

lieve that their Is WHI be understood and accepted i f they are

to be expected to risk serious negc t iation), the use of good "I ' messages to

state teacher needs clearly and hrnestIy, and communication to stl,dents that

is a new and different app :::11 (for teachers wtik', have not been using it

(Jule-1y). lh are six steps: (1) Define the problem; (2) generate sible

lutions; eva!uate these tions; (4) decide which is best; (5) deter-

minu how to iniplernent decision; (6) and a the solution is

in f solving the problem.

Uefinin rrobbim proper! includes doc,a:! ownetahip and identi

cation of only rho e pt,,ple who are really part of the problem. The defini-

ti n process should continue until everyone is agreed. For this purpose, it

is important _that the problem be dese r' bed in terms of conflicting mead not

competing solutions.

When generating solutions, it is important to simply list them and no

try to evluate them prematurely. Once evaluation starts, solutions that are

objectiohable to anyone for any reason should be eliminated. Deciding which
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sari irig ) voting. Proposed solutions ron ho tested by imaginin, fhe conse -
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in olves persistent search consensus rather than re-

lives students important op pities to learn try predict short

Pnd long range con,:,, quences of propw,i- ivitio- for themselves and others,

something that probably of value in its own r gL'). When agreement is

chiud, spec; IL pions and responsibilities for implLu iit t.,n can be drawn

up, and her she I J be fellow through Hth 06$0(_:,sment l ete.r . The result

shoal be a "no,lose" agreement that- 'joie expl'Atly states satisfa:tion

wifn anei r d I n ss to honor.

Not oll its are honor-, Agreerr nts may be broken when

,dun -ts (1) didn't perceive ti,e conflict in the first place, seeing only

the teacher' os problem; (?) didn't feel that their needS were heard and under-,

stood by the teacher (this can happen even when the solution meets `their needs);

greed Y_ ter u lution hecause raf peer or teacher pressure. Got-non

115 teachers against u ing p wer when stud nts break

suggests that they end strong "I '

agree nts. Instead,

to communicate disappointment

to the students and to indicate that now they sharp a noW problem. Ordinarily

this will yielid an explanation frrm the sturJent S, and the teacher then can re-

_pond by iiv;ng another chance, devising ways to help students remember their

fling to the problem-- lying process to seek a new sul-

ution. The teacher will have to restrict iternatives to those that the teach-

er and have the authorfty to implement, however. It will not be possible

icy make agreements that are gainst school rules oraaws. Teachers are also

urged to reject proposed student solutions that involve punishment, expla,ning

that the method is to seek positive solutirans acrd avoid punishment.

Gordon clearly does not like the i deer o i= sanctioning power assertion by



under .my circum,loncos, but ho does /dmil that if moy be necesory

wh-m thore danger involvod, when ,-1-ndonis simply do nol th(! I ,!jic

iho leocher', 1__Josition, or whcm there is strong limo prw--,suro I do( I

ollow for more leisurely problem '3olvi q. Even here, fhongo, he tacemrr

H, 1-oLlwrs talk to !;-Indents |ater and AIM why power ossertion was n-

-,ory, communicating that they wore ,;orly to have to U50 ir mid offoring to

.omd time planning with the yfudents to ovoid this probiom in the future.

'')rdcm also notes that certain conflicts involve competing value systems,

Jnd tnaf these con be persistent to the point that no mutually acceptoble sol-

alions po!,sible(e.g., dress eode, drugs, personal grooming, langnage and mann- -,

morolity, patriotism, religion). "I" messages s are not effective here because

iho teacher's logic does not make sense to the students. He notes that it is

important to label value conflicts us ValUe conflicts rather than as conflicts

4 personal needs. He still recommends self disclosure and "1" messages to

llow students wherethe toochor stands and the door for possible discussion

Ulonqo, but that is all. Ho recommends dropping the matter if the first

"1" T71.-:.!5530q0 is heard but does not produce any positive response from students.

10:-Jch,,Dr persistence at this point would be seen as irritating preaching or nag-

;in, and is pointless. However, if teachers avoid this and remain conspicu-

ouly available for honest discussions with students, the students may "hire

them a5 consultants" (seek their advice or ask them to share their expertise.

,)r experiences). This will give them an opportunity to express their beliefs

more fully, although even here it should be a sharing of ideas and information

and not a lecture. It must be left to the students to decide whether or not

they agree or wish to change their own behavior accordingly.

Thviouly, there dr-0 a groat many similarities between tho recommendations

a

al
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fiends in classroom manement Ideology Lave followed, and pro b,' ha.,

on caused by, earlier trends in thinking about children and child rciri ng.

Farly approaches feoturing outhori t -ion roqimont 'ion and pumiriven re

rlect-d Vie fo ian notions about children, whro w(xo st2 n as idle and In isci-

plined once e' who needed training, both mental and physical. Socialization

construed mostly as the curbing of unacceptable i rulsos through discipline

and punishment, rather than as Instruction in the more positive s c nse.

Predictably, the reaction to this extreme was movement toward the other

Beginning in the 193( and continuing through the 196015, stres s

W.:15 placed on the intellectual capabilitieu of children and the need to foster

their development through stimulation and encotragement and avoid stunting it

ftr(igh restrictiveness. Humanistic ideologies stressing individual freedom

and creativity, self actualization and spontaneity thrived. As the movements

to affect the schools, the result was a drastic retrenchment of the de-

gree which school administrators and teachers even attempted to exercise
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t , I 1 ) , 11 't , I I I I I y, II L.11) I I t-) 1)4.: I

wt,,r-, lI1IJVUIIj,II faLull} memb-r-, ,m_aJme the ro!..ponsibilily to

iIi e irout iii rru.,u Ii ,)1 qmod

toI ii' It n.; -1-et m JAfe(,t that the human and financial support neuesary

cloroom management curriculum ore not previued.

-Imply, HI II i ", po,e to may hi L, pie,-:e'," program, toncher

C,'.? )(_MI ni,J11,1 ;ement apprto,_:he for exposup- to

!
1

I; divrrl ( period urn is pre5ented by

1 hel ( twptr. IiuIii H .)r a popular clx,,,room teacher' front

1 d

pic-,ent a tow principles WHO they hope wili

fulrt.: helpful ',ontelime ih the future h1' ome of the pre-service teachers

tti; . Classrour toachtrn to -Mare practical examples of

,ritiLal aspe,.t! of learning to man,v; - hawd on their expor-

i,,n,e, iven the "e...Npo, lu kit', ant philmophy, pre,,ervice teachers

ire loft with the tack at chboing what fits them personally. Some teacher

lieve the preset-vice teacher actually will integrate the many

into an effective sytem, and a few do. Usually, however, pre-

;ervice leachers concludc. either that no one knows what works, or that the
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1. he i-H nnd or ndni: ioh -f n hod) of I ri w I orb,- ot at hurridn..,

orrvir ,111.1 III I i( 1111M. th- h enten I h he -.eh he,} oo

h'` 'I! I' 'I'!\/ t'c iv'' + ()fon rThilhirrom ;

PI '.VI"j')11 Of nLporthhiti, lo pro, like rnowlerry. and roldfed

till r rifrollod (M%i 1 MP .1h;

lho rovHion of bpporiunrlio |or rofle,d1hH on prnc,tiue

as lhoy relale |u prinLiples, drid Wirlddufldi hehd-

Vhl dkc_ordirilly; arid

4. in provision of on opportunity lo be rer,powjble for clonsroom

instruction and mana,lement ir a situalion struetnred for d period

of rime .--,ufficient for hobiruation of effective management tech-

niques htsLd on prinUples.

clonsroom management curriculum will have to be divided into workable

Ara,ds of objectives, beginning with relatively easy ones, like preparing

the physical environment, widprowediiin ihrough more difficult ones, like

reilfor,,Jng desired behavior and usir problem-solving strategies to re-

silve conflicts. It may ho necessary to begin with tutoring, microteaching,

or small group situations and work gradually toward orchestration of various

eler-nt.c into a ,,,,rtom to be pnt into hr:rctice when rborihility fur a

class is assump.. There will need to be opportunities for practiong and

gottin5 ro,..2,1:jack about performinco, perhaps using resources such as clinical

,,,Jructured ebsorvation, or videotape.

Just as children learning to count may need their fingers, and student

teachers learning to plan lessens may initially have to write out each de-

tail, student teachers learning techniques of classroom management may need

to begin with practice of "overly" specific techniques. For example, the

3



omd IT discw,iod by Gordon arrr explichIc only wilh refer-

Hi III( i| lc._ ; it

j ,7E W. II HO"! 1y!HHI---,1 pr i fIc I, I am; sot -the f)..--,)sunce of the pro--

"I" ind ,11r-,,tho_-! Of the'pronomm "you," the mAkc ouchor M05!'iOge

:H'o.pr 1-Ito o! ective. ikwever, when first learning le apply these

general y//nci/`/us.es, many students wHI 1-ivd it necesary to think and act

in lorTr.. of "I" mesgace..

novire':, may have to memorize Glasser's 10 stops and some

L4 Ilk suggested digloque whom learning to use his methods, may have to follow

overly specific algorithms im learning to be specific when they praise or

effective when they reinforce, or may have to use Oahorete checklists in

learning to prepare effective learning environments. This is only to be

expected, and the implication seems to be that effective teacher education

programs will include not only heavy behavioral (skill practice) emphasis

in teaching classroom -dnErwmomt, but ,ilso use of thocr devices or "crulches."

In addition, instruction in related theoretical knowledge must be provided

so that individuals can determine which of their management behaviors are

appropriate and successful and why. These types of experiences will .-esult

in the preparation of a knowledgeable, thoughtful, and skillful classroom

manager who avoids thoughtless trial and error as the major means of estab-

lishing management- systems.

We will now turn our discussion to the selection of classroom manage-

(Trent content, methods, practice, reflection, and teaching experiences, and

their implications for teacher education.

Examples to illUtrate some of our points will be drawn from the Towards

Excellence in Elementary Education (EEE) Program at Michigan State University.

This is a three-year teacher preparation program developed with a focus on

the integration of content, methods, and practice.
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' ;',11 I L. I 1).1 t,' H )1..",H-11.1 I ,(111,-,11 ,;

1Hiki finid k..uni-Lflicpk fur Ihr- tHeh wn(4. ,J File fir /e|f

ieefossor) works in ihc li-10 wilh Ihe ttf !Juaeul ha al loal...1 on

hoar.

! boical relo ni tho

frt-ir Llt-f f (fli,it, i loviHop-

mn Ito M6U-1.1P ';Jkiff and ha!-, burr changed to Hie c|inic profey,or

role. Clinic professors got to know each [Et Hudeni woll, olk_,orving

e ich Judenf- L, to 1!-: hour -form and 'Tending many addifiendl hours in

privuio conference with him/har. Within the LEL program, the clinic pro

1,:!s5or seen as a critical link in hnlping EEE students transfer learned

concepts and skills to the classroom setting. In addition, ir the area of

classroom management (and all other aspects of teaching) clinic professors

document behaviors, provide continued field instruction, personal support,

mod./|s, ond evaluative feedback, all of which arc conistent with prognufl

cloak and objectives. Ono of the primary tasks for clinic professors is to

plun cooperatively with ELI students, using docuronted .sessment db.fo, oh

jective.,, strategies, and evaluation procedures, for their growth in teaching.

Ourtorous observation for-is tor documenting behoviur hovu boon devAcpod

cooperatively by contcnt, methods, and field personnel. (The role and train-

ing of the cl:nic professor wi:1 bo discussed in another paper.)

The EEL program staff has explored ways of daveloplog and implemen-

ting a classroom management curriculum as a part of a systematic teacher

preparation program. The EEE classroom management curriculum is one of the

most comprehensive found in teacher education programs today.

1u5
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'*lehb(Pument of in.,tructien,

i.i.juuturp-m LO cirta..11 ;

[n.'lk-JriP,1Qint.irl (.4 r i V (hid tHAlriV iur prep emu 'y p (..:k iy (eon./

f,turrigemea of i ful i duu behavior r p ref) I emu reu from i

vor5ohui_cittribute!, uotitie and demands oftachtria. Tho

charAeteriutic nec:ebary for teachers who will be effective

I mun3ders, discussed in unction two of this paper, include u

dipuuition, friondlines, emotional maturity, sincerity, and friff-,t-

,,,,i:h-ur.u). Theo charaeterklics all de.,oribe pone mental health and poruculdi

1.:H,Wlert= In addition, qualitiou such xr-, remaining calm in a criuib,

re .,)ildinc) throuah active listening without becoming authoritarian or de-

ienmiye, and vointaining a no-lose problem-solving orientation describe

tr. criar:u--Joristic of "ego 5trongth" which appenrs to be nocessurV if

;,ey'pun im 'wing to be ar affective c us.-woom manager.

ft-ik- -time, it iu impos5ihle to uoloct students for teaohor pro -

,iflation brogrum,i basod on those qualities heouuse adequate techniques

nx.c? net been developed. Howover, almost all toucher preparation programs

eflouqh ,:uporvisod experiences over long enough periods of tiMe thaf

H. posible to systematically collect data on each preservice teacher

fn' curtification decisions. Some programs are currently using systematic
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at, v,i (ph., arid in torpon,oh,1 I color-flan 1(:,.1 i(.)ri Lind I I

I, li;(1 to the rolu of I t.N4sliut Or Id U`4,) h rih 111,11

."na| Dorhand,_,, of roach i rh,1 lothlory,o,u, 1')14,J) or-ma irr3i roc i ,

opp i , I i i-rvo I oat ion occur dorin1 tho i n/ Ito !la ca-.-y0r

Puri rig the a5| two years, (=, on moil Hold ov,11 Hot ion.; ",pi.JH (lc

i t tod commun rat i oh pooh oh) -Ho i I V Id ro tornat y

,,,mp ut,t ruin I i',= IL, tor oth1 1,rnl-)1 jr1',0 Ir; i I I 'k/fu

I in unction With (-di n doicurnurtfod pot ra,,

i 1, ,orn.i I ion about thui r cor=,e,q Hot i n(1 I [| r toipdilt

moat' cour-,o I Hirt thorn into oil- ht,r ciram-=, ior Lot col al 1 hough us-

'/ moan:, Jesigniog vi (lao I po on, w the pro-

tr% Whun it i5 doturmined that docwv_itod poltern5 ()f behavior nru in

torr2ring with ',-uccentul prinrninc:P, additiun,11 irv_jruction and

r,-,latnd field assignments are provided.

H--)r oxample, FEE s udonts who ore nonas5ortive in ronaping their

Llassroem,, participate in assertiveness training courses. A course designed

to relate specifically to classroom management is organized if enough

students require the help. If not unough 'students require help, 1ho5e who

noed if enroll in one of the many coure-,os available in the local orea. At

1 u
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\ . / . 1 tvfle v ion , concop tud I frameworks' ond related

t iynal exper fences teacher educator:. select, they must provide

tcw prw,t-u-vice leacher-, to gain both figurativv and operative

)T Imp HI-. need to be able to name, de-

!;;,ly 1 on and in simulation settings,

;

neod t- ho ahld tu usd the same knowledge and

appropriule, and euryjstent manner in actual classroom

t ;- noLe,.',ary if thf.-- proservice teachers are to he indepen-

', [11 !na r,n,..)nithlo for evaluating the effects of their communicetien

! -r teac'linu behavier-,) and determining whether changes are i,ec

-tnagumon)f iw2,truction. One major aspect of preventive classroo:

Pln.c!,.!mont is thoughtful and thorough planning for instrueti
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In teaching preservice teachers to plan for effective management of

ion, the EEE program has built upon two generic conceptual frameworks

one objectives-based management system (Duffy & Sherman 1977). One

generic framework, The Task Demands of Teaching, embodied in a document

,ntitled Educatio'n 200: The Individual and the School (Henderson

1974b) and the second is a model -for creating, maintaining, and restoring a

om atmosphere conducive to learning (Henderson, 1969). The objectives-

w_la management system is used in the area of reading (Duffy, Sherman, &

1 I r, 1977) .

The Task Demands of Teaching conceptual
framework provides the pre-

..ervice teacher with a view of teaching which indludeS a process model for

instructional design (planning), as well as instruction. In the processes

planning and instruction, the preservice teacher systematically completes

which contribute to preventive classroom management.

The Task Demands of Teaching framework
provides a means for preservice

teachers to make sense Of the 'numerous and complex tasks teachers perform.

NIL classes of behavior that teachers engage in, regardless of subject

age of child taught, include: (1) assessment --

the di g -1 _stic phase of teaching which emphasizes the idenfifi-ation :f learner

matter grade level,

ne 1 and instructional
possibilities; OTT -pal setting-- the prescriptive

_chine which emphasizes the specification of goals and objectives

to mo t the learners' identified
immediate and long = ranch, out- -school

well as properly 1.!quenced cognitive and a f feet i yo needs;

tratogiesr- -the treatment ph se c of teaching which emphasizes the

ificotion of strategies that can be implemented for goal end objec-

five attainment and subsequent need ,,..fisfeetion; end (4) evalueti c n

the pli t,,c of teaching which f -useti on exam i n, t i on of r'IAlt,.; (Hom

Lini. r. 1046).
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The model for creating, maintaining, and restoring provides a structure

which helps the preservice teacher master and integrate effective class-

room management principles. Each category has been organized to include

indicators of principles of creating, maintaining, or restoring an effective

learning environment (see figure)

Henderson (1969) describes creating techniques as "techniques teachers

to get the classroom functioning well. When the classroom is function-

ing well, there is no visible indication of disorder or potential disorder."

the classroom teacher who uses these techniques is anticipating, on the

basis of what is known about children, learning and school situations and

what might be needed for control purposes. The skills needed to effectively

use creating techniques include: "(1) thoughtful and sensitive plannin

(2) knowledge of the typical social and academic behavior of students, and

kncilleqat of and ability to use creatinq techniques" Some of these tech-

niques are: using successful attention-getting devices, establishing pro-

cedures for orderly pupil movement, having activities planned for unforeseen

time d schedule problems, and explaining the rationale for rules. (see

the observation form on the following page).

The category of creating includes items which relate to many of the

preventive notions discussed earlier in this paper. For example, included

in this category are preparation of instructional procedures, space, equip-

ment and materials; a 0 sing appropriateness of content for stage of in-

tollectual development achievement level, and interest; feedback; and ex-

ining rationales for behavior.

The second category include "m infai n ing. techniques. Henderson

i defines these as "techniques which are also used when the classroom

i
IncttoniQa well, but visible clue, are present in the situation which

11 0



106 Examples of Item,

Observation Instrument

Management & Instructional Tasks

Lanier, Putnam &. Barnes

DL -TZIPTIC ON OF CLASSROOM SITUATION: COMMENTS

IING:

1. Prepares space, equipment, supplies, materials for instruction

icionfly distributes and collects materials ****
Pruvidos for orderly pupil movement. 0.....g . . * m

kkribes desired behavior and why
Ue:,cribus attention getting devices for children and teachers.

Ool,cribes purpose and rationale for the lesson (communicates

objectives) *** . . . . . .

Presents content that is challenging and pleasant to students

(not too easy or not too difficult). . . . .

Prownts activities that are pleasant to students -- (not too easy

or not too difficult, and interesting) (Experience, socialization)

MAINTAINING:
1 .

Redirects with task involvement
Purposefully ignores miner inattention . . . . .

koduces frustration through task assistance. . . .

tkes non-verbal signal interference. . . .

Sniffs instructional techniques, materials, etc. as part of lesson

Provides constructive activity in face of unforeseen time problems

Removes distractions . . . k . . ..

ties proximity-relationship control. . . . .

It inforees-rewards desired behavior . . . . . ..........
lu. utii e =s successful attention-getting devices

desist techniques:
ails name
requests end of inappropriate behavior
directs or suggests appropriate behavior
gives rationale for behavior change. .

pens boundaries for permissible behavior

itional promises, (It you do this, then

1. I
r eats, warning . . . . . . .

. . . . .

restraint . .
. . . .

Puni,:hment

Figure,



107

,ugges that trouble will soon occur unless you act. The maintaining tech-

niques, therefore ant to extinguish the signs of potential disorder

beforebefort- disruption occurs." When preservice teachers use these techniques,

they are anticipating on the basis of what they are seeing as well as what

1,t_i know about children, learning, and school situations, and what might

t), needed for control purposes. Henderson points out that keys to effective

use of techniques of this type include: "(1) awareness of what potential

pr.)ulum', look like,(2) skills in perception 'the eyes-in-the-back-of-

ad' type, and( 3) knowledge of and an ability to use maintaining

techniques."

The maintaining category includes items which require the preservice

teach to first observe student behavior cues and decide whether or not a

teacher response is necessary. If a response is necessary, the preservice

teacher then must decide what response appropriate. Next the preservice

tea _:her responds, prolonging the interaction enough to communicate interest

I to evaluate whether the response was effective or whether another

ense is needed.

In effect, the "maintaining" category provides the preservice teacher

wi h guidelines for learning "wilhitness" and "overlapping." Examples

maintain! rich techniques are redirecting pupil attention, reducing pupil

tration, and applying non-verb ll desist techniques.

The function of 1
r techniques i s described by Henderson 05

bThring or and/or efficiency once it has been lost." She states that,

)at ter how competent and clever you are with creating and maintaining

ubiliti . students are human boin nd rules and l tiont will be

-ikon -- thing s will go wrong (especially i if you Allow your l ucients any

Lin at all)." The speed and ease with which preservice teachers return

fh,, room to orderlin however, depend on their ability to use c ffcet ive

1 f
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Ott ontructive restoring techniques. Thk usually re quires; "(1) the ability

to keep your 'cool', that is, adequate amounts of self-control and patience;

rtive (not aggressive) behavior; and(3) knowledge of and facility

in the use of restoririg acts. (Henderson, 1969) Examples of these tech-

rhinos include relocation, deprivation of desired activities, verbal and

-ve-bal desist techniques, restructuring, and punishment.

no items in the restoring category acknowledge that even effective

let, ,room managers have times when things fall part. This category pro-

vide quid-lines for getting disruptive behavior stopped quickly. Once

the behavior i s stopped, the teacher needs to -establish a construct h,e

environment. Thus, "creating," both with the group and with the offenders,

ki necessary at these times,

Extensive use of the creating, maintaining, and restoring framework

by EEE preservice teachers in classroom settings indicates that the

techniques not only help in solving classroom problems, but of greater

importance, help the preservice teacher focus on preventive acts.

Use of the creating,

in identifying the primary mode of management used by a preservice tea-her.

by having clinic professor, cooperating teacher, or another EEE student

observe a preservice teacher's classroom instruction and tally management

behavior, it is possible to analyze the data and determine which category

rictus attention. For example, a record which shows all managem nt behavior

in the creating and restoring categories indicates need for work on using

mointaininq techniques during instruction.

When a record based on two or three observations within week or a

we('; and a half indicates that on unwonted pattern I being established,

the li lc professor and LEE student plan a program for bringing ;-ill HI 0

intaiping, restoring field ob ervalicon form helps

113



hi todchind hohdv iur. The firit step in p-ogrom pidnnind would be to

t mine why the student is not performing the desired behavior. Depending

.,..othor the lick of performance i(_; tieJ to lock of knowlodfie (e.q dowal't

d terridtive behaviors or rotated principleS), lack of bThic

dtde to redirect student without ',colding ii 11,.ing), or

I
I. 1 proreggiito (e.g., czanning .in entire c d!-.srsom InJ

it kli L, prCI k 1.) ii iritiIriIrc reSPC111!**: t Iloril rid

ndototc,or identify whdt d(_h pt.uon will do to hclp 1he '..tudent

I, ri t=Lt tildent who determine... mood to incrox.o mdin-

, mi(:111 del involved hi ILiJIL: uJi d, one'

1 .1 ic, roviwing writ-ton mdloriols, and/or receiving aSi'AilfiCt' front the

lidi. fe'.'..ot. If the clinic profe'.or I providi.nd ,/lie ml ti

drdledy such ds codching. or while the FIE si-udent is

Hind, the clinic profoor would I tho student lo look di (ortdin

I iced, to W ii f, I (.,top woilind, to ',odn the room, , to clidnde

iddition lo i ltIiliiI, other field ire hoing developed and field

I- ,te 1 hy th L prodrdm clinic prote,.:or.,.

Or e died with which we hdve not dedll I bjective'. -kiwi minddoment

Ihcir implicdtions for cldsroom mdnagement. ORO PtIll)W.11, dmung

- ol!w1.6 it ohioclives-hdsed mdndgemont swdem!, s to provido inHtdiclion 1°

II Ht..donH which H. ddjut;ted lo their individual needs dnd level., of pro-

III !, I smil I 1 otiv drid (Mt' -1,-)n- one i FV, IOH, t ihj t I .11

Chi Icr truquilil I y mdintdin on tu'tiivltn without lodcher

1H ind hdporvi-jon. the potentidl tor disruptive Huden1 helidvior here i

hive i di 11tH iii 11111 p

pt 1 irin independent dot ivi sdlidy vi I ito, .11 tit),

. 1 1 ) ( 1 , 1 1 \ t t q ) i i i , 1 1 1 ) , 1 1 w i t I i d ( i l l I,ito !it
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imstances.

has boon pointed out previously, the success of any model or

tt !hnique e,;r) be determined only by the achievement of larger goals for

hildren. Good app p late management of instruction makes a major con-

trihution to preventive classroom management generally. The urgency to

i mon d curri cu lum might tempt us to select models for inst

T1,41 r I mar-I90ft 1 t and incorporate them into preparation programs. However,

1 10 Or rote behavioral implt.,riontation of any model would probably have

m offects on teachors or children. Continued develop -n_

Ito ion and evaluation of preparation methods and affective and cogni-

rivo outcomes is needed i If teeher educators are to have adequate data for

in rrr.ib i net management c rriclulum duoisio s

Management of groups. The not ion of managing instruction needs to

..I(ide the idea that it oc in a situation which involves a group. Many

is ru4 lt cla,-,sroom management are traditionally classiti d as group manage-

nl techniqu, (for example; ,providing individual ized instruction while

m,Aint inq task or for the entire: class, managing the transi

r 11 entire clo ss to the gym, or ma intaining everyone's al ren6

-ip disco scion). Also, skills such as "withitness," "over

1
and the other skills stressed by Kounin (1970) fall i to T=his

is do the IA ills stressed by Good and Brophy (1977, 1978). In addi-

twn, Ol idon, and others provide ide worth consi I rirr for int

vOicin info I J components of o classroom nian igen nt curriculum which deal

11 management ot i1f CU.

A noteworthy recent addition to this area ianford' s (19 7) volume

on doveloping effective (.:loy3-iroom droops through group (lyririnr ics technigi

lho of 1 Ivo )roup developmont disc 1 n thft book pro-



vide -f4-.e ; ?r-eservice teacher ith an organizational structure for learning

,tu,yingt about a class as a group. This conceptual framework, if inte-

grated into a classroom management- curriculum, should provide p rvice

t is -rs with a useful organizer for learning how to establish cooperative

e ye iv,

h.ianagement of individu al behavior Iroblems t lcali found in classroom

Atinc Approaching behavior problems from a "restoring" (punishment or dis

foci'', has l imitect value. When such a focus is taken with pre-

-achers, they tend to become authoritarian- oriented. They focus

trolling after the fact rather then on prevention, problem solving,

and student responsibility and growth.

The ideas of Gordon, Glasser Good and Brophy, Krumboltz and

Krumho ltz, Dri kurs, Redl, and others provide techniques which can be incor-

ratod into a systematic problem - solving orientation. It is possible for

her educators to develop preparation experiences whrch provide instruc-

tion i rem which proservice teachers gain a constructive outlook on helping

children learn to be responsible for their behavior. This will not be a

k.

The difficulty is not in the r rganiz a [ion and adm i n i _,treat ion necessary

1' it adoguate i trot t ion and for practice experiences oservico

!nalf_u-.. Instead, it lios in the un intended outcomes which may occur

dirt to the intoraction of certain teacher etrtar c teri5tres _Ind the inherent

(t w tor (=1 i von Iochn ig tie . Prose r v co s who dro non -

nwrJive will 1I tow childron Io rn.ike dociion5 inappropriately cind will

wirminicolo 1 noo An oqiirtlivo prorvice !odd t will dcl

1 6



112

in hostile and punitive ways. Teachers who are insecure will predetermine

the outcomes of classroom meetings or conflict resolution sessions and

will manipulate to get their own way. In each of these examples, the

res =ult will be the antithesis of the intended outcomes of responsible

and independent student behavior - and collaborative problem solving.

This problem presents a moral dilemma to teacher educators who are

rw;ponsible for the development of a classroom management curriculum.

The question which must be answered is: Does a preservice program have

a responsibility to provide instruction or certification only to preservice

leachers whose beliefs, values, and purposes are appropriate?

The dilemma is even more apparent when methods such as Gla ser's

10-step approach to dealing with discipline problems are considered. Inherent

wit)in this approach are powerful assertive skills and the need to maintain

attention to a student from initiation of a step to its conclusion. Taken

out of the context of Glasser's philosophical assumptions, a simple extra-

polated interpretation of the 10 -step process could provide an authori-

torion person with a means to become destructively powerful.

Social-emotional education is an area which teacher educators could

find useful in the development of a classroom management curriculum. The

concepts originally developed in the area of social emotional education

by Ilendorson (1974a) and expanded and rPpncted by Barnes and Samuelson (1977) as

part of the Willi Lansing School District Tenth Cycle Teacher Corps project

:weir to have potential for developing individual student respect and

pon4ibiIityity behaviors.

The strategies developed by the Teacher Corps staff and classroom

teachers were designed to: (1) build positive self ct .epts, build
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lino word" vocabularies and the constructive expression of emotion,

encourage the exhibition of helping behaviors and the expression of

preciative praise, and(4) facilitate the constructive expression of frus7

trciti n/ander in the classroom. The program which was developed used the

tural classroom environment to teach children survival skills needed to

fun Lion in society, including expression of one's emotions constructively,

Peing responsible, making growth-producing choices, and coping with problems."

(Barnes ct al., 1971). Teachers working in this project reported that

they observed an incre in constructive behaviors and a reduction in

Uehoviors which caused management problems for teachers. Thus, they pre-

vented discipline problems in ways which allowed students to be responsible

for their own behavior.

In terms of efficiency and effectiveness of a classroom management

curriculum, it might prove to be worthwhile to include large amounts of

program instruction in the area of social-emotional education and less in

the area of handling discipline problems. Here again, it will be important

for classroom managerrrent curriculum developers to provide documentation and

evaluation data for use in curriculum revision decisions,

Management havior 'oblems of students returnin classrooms

due to mainstream. How can a preparation program help preservice teachers

pare for mainstreaming? This an area which is of much concern to

both teacher educators and preservice teachers, yet there is less information

available about classroom management problems related to mainstreaming than

any of the others we have discussed.
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Most observer, believe that teacher educators must consider the manage-

ment problems anticipated by clasrooM teachers due to mainstreaming, when

selecting content for a management curriculum. However, another point of. view

proposes that mainstreaming topics should be dealt with only when teachers

have developed a "need to know" because they have a child returning to their

room from a special program, There is no current literature on which to base

curriculum development decisions in this area; we have included the topic

bore in order to call attention to it, and in order to be complete.

iirmaa. As can be seen from our brief discussion, the selection and

sequencing of content for a systematic management curriculum will not b easy.

However, it can and should be done. As teacher education programs integrate

systematic Management curricula into their course offerings, it will become

tent to evalate the short-and long-term effects of the university

instruction and related field opportunities on teachers and children,

As in numerous other areas of the teacher education curriculum, simu-

I
fed practice without opportunities for application of classroom management

knowledge and ,kills will not be sufficient. We will now turn attention to

the types of practice and application experiences needed in a teacher pre-

pdration program dealing with classroom management.

-ti-e in a Controlled Environment

Ultimately, effective classroom management techniques are learned through

actual practice. However, many of the needed behaviors .g., "withitness"

no-lose conflict resolution) are complex techniques in themselves. Thus, one

of the essential parts of a comprehensive classroom management curriculum

within a preparalion program must he opportunities for controlled practice

se-K of complex manacernent behavio These sets must be specific

enough to be well defi n d as I earn i nq ohjeclive5 but not so molecular
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that c t -lied practice of them results in isolated, nonadaptive behavior

that does not cumulate in effective integration.

There are two types of controlled practice experience each witi a

differ nt purpose. The first makes use of experienc s with adults, acting

,Idults. It is important f rpreservice teachers to experience the con-

sequences of techniques -.9- no-lose problem solving or active listening) from

U10 p VO of both the participant and the teacher roles. Untikithey exper-

ionco the value -)f various techniques to themselves, they are not likely to use

In_ in the teaching situation. Also, lack of skill will interfere with appli-

cation of tyre techniquoS n teaching situations. Thus, the purpose of the

first controlled practice setting is to provide a positive personal exper-

ir ice upon which the preservice teacher can reflect about feelings as a

participant and teacher. Secondly, this setting providesF for practice of

behaviors which may :;3 now in themselves or at least applied in a'new

situation.

Early controlled practice experiences should not have correct a7-

pi ication of technique as the primary objective. This is appropriate for later

experiences. Instead, the preservice teacher sborald identify personal

conflicts between be about the role of the teacher and the purpose

of the technique being studied. For example, preservice teachers who believe

that it is the function of the teacher to determine rules for the cla

room without

pr,11)Ibm

udent input will have problems Implementing any collaborative

solving techniques. While they may appear to go through the steps,

they carry a hidden agenda which is communicated to the students. Because

the children understand that solutior, are, in fact, the teacher's, child-

ren may not cooperate in keeping agreements. Unless attention is called to

huilefS and values, the preservice teacher may assume that the method is

inadeq a ather than recognize a conflict in personal values. Likewise,
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mentioned previously, it is possible to teach techniques ( g., Glas erls

10 steps) which can be used inappropriately as a way to gain more teacher

power rather than solve problems

In this first type of cont oiled practice setting, it is possible

for the teacher educator to develop simulated experiences based on the real

classroorn *conflicts and problems of preservice teachers being instrUcleo.

This strategy incorporates the ideas of beginning instruction with somerinsj

that 15 familiar to the I arner, tying the new concepts and or skills to this

pars nai knowledge.

The second type of controlled setting occurs in the schools and, at

1 #=act initially, under the supervision of the teacher educator. In this

setting, preservice teachers work with groups of 5 to 15 children (depending

on previous experience). The groups may meet outside of the classroom or

in an area where they will not be bothered within the classroom, When

working with small numbers of children in th0 situations, preservice

teachers have the experience of applying the techniques being studied

while they are not responsible for all the variables teachers must deal with

in a clo (Dom. The short-term purpos

Iirst, it provides the pros vice teacher with an opportunity to try hands-

on techniques with school children. Second, the preservice teacher has a

f this experience are two.

current, concrete experience from which reflection and further study can

prod( d.

The longer- range purpose is to help the presorvice teacher identify

the difference between acting (rotely going through steps) and interacting

(pr oco srrrg children's -espon01,,:. to deturrlilno appropriate touehor action).

Thus, 1- the second setting, it is important for the teacher educator to

attend to the cognitive and c ffe et iva interactions of student and teacher.



117

Processing of the experience then can focus on helping the preservice teacher

identify the difference in consequences to children and themselves and dif-

ferences in their teacher behaviot- when they were interacting versus rotely

going through a technique.

The processing of controlled practice experiences is a critical factor

in helping students use appropriate management techniques habitually.

Howe=ver, in these times of decreasing student credit hours and college

hudgets based on credit hour generation, it may be difficult to get enough

supervision personnel to provide these experiences. Unfortunately, p o-

viding practice experiences without adequate supervision has proven to be

worthless in the past.

lection

One danger in developing a comprehensive classroom management component

Within a preparation program is the tendency to try to cram everything into

if. This can be worse than doing nothing. Anxiety levels will be raised

nonproductively, and self - confidence may be reduced if the preservice teacher

views effective classroom managerrnt as too complex to learn.

Therefore, it is important for the teacher educator to complete the

fi., of: (1) analyzing the classroom management task,(2) synthesizing the

available literature, (3) developing instructional strategies,(4) identi-

inq field experiences which will allow teachers to practice constructive

mnagement techniques, and(5) identifying human intervention field techni-

quos which will help teachers gain expertise. While attending to those

ks, it must be kept in mind that significant long-term changes in

hohavier will not occur without appropriate tirr for reflection on

itnc :n and habituation through practice.

The planning of appropriate amounts of time to allow for reflection

will f cilitate value and behavior a ones and, when finally appropriate



II. r dkr,tmont. Mir., 0 r Iaf.1, f tho te, chef edhc wl 11 Iir 1c,

ond sequnce orii -ic al chunks of mafori ii 5 which Irc. mcir.t uppr-priately

r in 'in ivers,ity and '.,,chiao l N or 1d i 1
It o I Ili pr 11

clossroom management.

1 I Inw,,1 b I

Nei thin a teacher preparation pros ram, the to

visor nnd/or

Hum tha r los. of the nlinic

kilt-- 1(I I; lion f

the ItACCWY-3 and growth of tho preservice teachur. A di5o0._ n
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yond tlic, A,opu of this paper, however,

tfitui.-jr 1 ion of CI a ;roc Mona awnont Know I ed( a and rl i 115-

hinc oxper iences

yid ,d for pr service teachers need to be structured in WAYS which allow for

confinuTds increase in classroom responsibility. In planning these

two things must be kept in mind. One is that -too much practice

(11 led snttinqs can he counterproductive, due t lack of opportunities

knowledge and skills, to the more complex classroom situation.

the second iS that, if put into a complex setting where it is necessary

ive," most preservice teachers will. When placed in a setting

whi.11 is too complex to handle effectively, their power to think about

what an effective classroom manager does and Then to behave accordingly is

reducedreducecd to acting out a sterotyped teacher management role or rotely going

through previously learned steps. Preservice teachers do develop a classr

manaaerrent de when placed in situations for which they L1re not pre

,d. However, the methods used to survive are typically based on how they ex

perienced schooling, their habitual survival strateggies, and the behavior

inservice,teacher models, rather than on application of educational

principles.



unre proervicu tQochors hove been appropr iately prepi and are ready

ntit ihu fil a,a 1 'Iagco', of prcu,er ic0 prop, _lion, if is i rrapor iont tnal-

in y te in a situation where: they take on o!.. many classroom roponsihi

I ilies Most prep ration prrirom' culminating lea Hing --Npe ionce.

. 11 I f (to for fundel y, the only GI _ loam experience

in the; el --,r rn -I an i sorvico teacher. Frequently and unfortunately,

[ it faculty who were re -sihle the earlier program preparat are not

involve( in this culmi nating toi= c`hinci experience. It i5 very difficult, then,

purl. nd goals for the experience whi h are cons istent

wi lh the previous preparation. In these situations, evaluation and super-

dither lacking or conducted by plhers who know little of the

too,:herls previous preparation.

Al other times, people respornsible for supervision do have l Aowledoe

rho voparation program, but they also have a different set ca f beliefs

obout teacher preparation and, specifically, classroom Ma-'oe: nt, At

time which is critical to thr- t hor's growth arrcl Mail ity to

act in a thouclitful manner, little or inappropriate help is provided. The

net result is that pre -service teachers keep "order" any way they can, to

fir- v:. Dori ng an experience this, many preservice teachers honestly

ILO nk that they will manage their own classrooms in the future as they were

taught in their previous course k. However, the legitimate time for

thoughtful practice is lost, and many are never able to find the support

nee ,,scary to change from a traditional, authoritarian model.

In addition to adequate amounts of real responsibility, the culminating

cl as rccam experience can provide a number of other supp}carts to thoughtful

praelic_ of classroom management methods based on educational prineipies. The

nts necessary include: (l) chances not to be saved when thfnis aren't

going well,(2) opportunities to reflect on student and teacher actions,

1 4



and t' dnlr.rrni ne wfly things aro or ere not working rostrum co fJOcQij Ic

(Goopor ting to :her, principal, univ,rsity supervi ) with whom to

,H loguo (4) Gontinu-us oppoi-tunitios to UV - luote one's own pro_ticef_-, and

th and (5 tuniti _ plan, instr(4., evaluate, and c rrf

nts and children.

IX. Cone

ith

We have di.,cussed some o f the many things which must be consideiod

in tf -s devH-pment of a comprehensive classr m management curriculum.

rest_ sc ri to li,dieve that thorough training of this kind will suc-

cod in developing Ihe important skills involved in cl ,,room management.

till, it i s worth noting or-; again that skills alone are hot enough;

ecss demands general mental health and, in particular, ego strength. Indi

viduals who aro hostile, sadistic, sarcastic,
defensive, prone to taking

udent misbehavior personally and holding grudges, or so authoritarian that

they cannot tolerate student assertiveness or individuality are HOF likely

to form productive teacher-student
relationships or to establish credibility

respect. They might succeed in obtainingobbta i n inq grudging compliance through

i tent application of technical skills, but at a cost in student atti-

tud toward them and everything associated with them.

These considerations imply that teacher preparation programs should

include mechanisms to identify such individuols and keep them out of the

classroom unless they improve their own personal adjustments. Individuals

with seriously inappropriate attitudes or ulkur ncurctic problems may

require general psychotherapy. Individuals whose problems in classroom

management are confined mostly to their oWn inhihitiOns when acting as

authority figures may only require enrollment in assertiveness training

12;:)
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an env

In conclusion, eve thouah we

.1/1 '^'| vi

isapp,iinted w;lh Ine limilod hody

of empirical resoardh OH classroom mondijemonf, our over./l/ impression

a;)timitic. The research will ho augmented by laroe stedbas presently in

to400s und by !,y,h!!utif evaluation-, of some of tbo newer prohlem-solvino

tochniduos. More generally, the advice offered in voricou !,ouroos of thety

aud ideas about: classroom management is motly complomluotory or muttt7aly,

reinforcing. There is wide agreemunt on mutter* Taken op hy different writer,

co,peoidlly on general ideas such ,cr the importance of u pwsitivo and preven-

tive 'V`yrooch. Most disagreements ore ronfined to questions about the merits

nf vory specific techniques. Thorefore, it is posPah(e to dovelop a systema-

ria and internally consistont.but yet comprehonive abProdch to classroom

management by integrating material froo divorso sources, thus providing a

bdsa) tor curriculum and instructim in teacher eduction. We hope this

paper has been a useful stop toward this end.
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