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e (1770 has ddentified five such approaches: aulhoritarian, permissive,
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‘ CHionn. Over TOoyears aan, Gnagey (1968) pubiliahed an integrative
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Vot o tion borrowesd from Kedt o and Wobtenborag (190 ot o rracent Ly,

Col e teophy CLEZT, 178) have dirawn apon noloonly Theee nrees bt
Ot bt on ehild doevelopment and socialboalion, persenal
Sy tmeent and mental be D, and egrious orial poegeholagy fopion such
Coeocier Ship andd ronp dynamie . Tdeas from thaso various sources will
Loowown upor fo the prosent poper, as owel

Lo o5 don, " s st oom nongeen TS Fakens fo o mean ;:;,mi;;hfna-ikﬂj cip oo
pet e et P bope unaccep fable behavior.  However. one idea that s coms
b et wr i Pl on The topic, firnlx basic to rhis proasentabion as well,
Vot need o otieons provention over romadiation. Knowing how 1o deal wilh

Cotent bheboayios probloms, Tu important, but the toachar shkills That appear

bl b e i manadging the clansroot appear 1o be Those involy=
S cbannineg, coopanising, crd maintaining o [carning environment that max-

and thus minimizes the

G btent cnaaement Inoproductive activitic
ot e deal with probleme in the first place (Kounin, 1970). This peint s

e ceed notoonly in sources that address classroom management comprehensive-

| Cuand A0 Brophy, 1977, 14780, bul also in sources

orientation

sith responding o student problems (Gordon, 19747 .

0l
e
p

S b evident in thin paper, where pro-active teacher planning and deci
vy iy fovuned on osetting up oo functional physical environment, matching cur-

Cionlum amd instruction to student necds and interests, and establishing of-

Cicient routines for handling oversday classroom housekeeping and logistics

areblems will be stressed over methods of dealing with disruptive misbehavior

In short, a primary theme here is that of creating and maintaining a clas

!

oo

dtmosphoere conducive to learning.

Another major theme will stress the personal characteristics ot the

)

m



boosoner, espoecial ly the modeling of altitudes, sepectations, ond behavior,

P par Ehy b g Pheory and research on pebema e mode Ling appear e
Bropac dmp b ioat ions for ol aorm menadumend (il A Brophy, 11077, fraze), ot
vty becanne both gystematic voncarch from a variety of sources and common

e e v bion st tothat the person | charaateristioo of foachers will

Fhey hoave with porticular Techaiques.  Teachers

Shronaly gt Bt bhe sugo
whee e quod moderl s and who are skilled inointerpersonal ralationships pirob-

Ahly-will succoed with any reasonably consistent st of techninues that suits
[hem, bul feachers who lack Thewe important personal qualities probably will

fove difficulty no matter whal teconiques they try.  Thus, the preparalion

ot o3 auuceﬁffui classroom manadger mey involve shaping of persoral character-

S

iatios in o addition To training spezific skills,

-

—

ot

-
!

A third theme running throughout the paper will be the implic
once fo a particular setting:  the traditional, self-contained classroom.
Thig is still the most common settina for instruction, and the one that has
beeh the focus of most research. Also, classroom management is easiest
to characterize and discuss in reference to a single te her interacting
with a ~table group of srudents within a stable environment. Yo far as |
known, the same principles that apply in the self-contained classroom also

1 ly elsewhere, but adaptations to accommodate the differencns would have to

be made when applyina them to other settings. This is an assumption, of

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

perience-based advice) on management in non-traditional settings. A few
ctudies have been conducted, and their findings have been included in the

caper where relevant. However, for the most part, the self-contained cl

e
W]

57_1%

reom setting is assumed, implicitly in This paper and appropriate adaptations
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mip b moede in app Ly g the Tdea, el sowher e,

Chtudents, Teashers,

and deaching=learning Hifuation:,

now turn to the fopies ot hand, beginning with disewsdon of o har-

fhol

i

woterintios of studen. o, feachors, and teoching=learning ituation:

oem impoct int for placing classroom management in purspoctive.  This will

tive learning cnvironmenl,

b followed by material on organizing an effe

ahore Phe proveniive aspects of classroom manaqgement will be stressad (Seo-

tione L and V). Finally, we will furn attention to persistent student mis-

behavior and suggestions for coping with it (Sections VI oand Vi,

Huilt into any conception of classroom management are notions about de-

Sirable or apprapriate student behavior.  Taken togoethor, theuse constilule

st can ba called the student role.  Llomonts commoen to di fferaent concop-

Fiong of rhe student role include: (1) mastery of basic skills, (2) develop-

ment of interest in and knowledqge about tho great varinty of topics included

i ot formal curriculum, and (2) participation, usually 2 g membor of o

=% that are not part of the formal cur-

aronlp, inos broad range of expoerienc

riculum byt a-a fraditional and often valued in schools as we know them,

saomes of tha 1ot rer experiences do not have important instructional or social-

Poaticnal goals, but are included because they are considered nocessary for

fticiont institutional functioning (Faking roll, ampte),  Most, how-

P

aof instruction (field trips, vari=

op gualities beliaved important

education, the pledge of alleqgiance

[
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oo dhee Fhangd,
Dhee e i E1c o0 fhe Tdoadised ldent role diffor aerons educational
vl bl [ condt v e o bon peescented o abmodabo Can bive v,

Db Dearndneg, odidacdic v cover g b hiineg, T k=ctop curricalum v,

Aty idialized i truction), Lol typically they involve only ditierances in
dovgrors of cophasis rather Phan genoine, sharp contran o, In proactice, cor-
Fain common eloments are observable in e shadendt ol implicit in o areal
maity  forms of elementary insiouction,

Mony of those common cloments were identified by Jackson (19a85:  Much
coqtmentation of aoiivity, resteiclion of physical movement, and subordin-
Jtion of individual desires to the personal authority of the teacher and the
lerss porsonal bul often quite restrictive school and clas.sroom rules.  Thu
Culee are intended to provide for an orderly ond roasonably satisfactory
qroup Tiving experience within on institutional setting, and typically thoy

ary and relatively offoctive in acconpl ishing this. However, they

iy Nes
doy o ot oa priee that i familian to all of us who have axpericnced it buf is
worth considering explicitly.

The net offect is the imposition of an unnatural and restrictive environ-
mont upon students. Much behavior thaot is considered natural and appropriate

alsewhere is forbidden ab school (Loisterous talk and play), and many other

1

i

thinas can be done only at specified Times and according to specified meth-

ads (food and refreshment, use of the foilet, responding fto individual needs

snd dasires). There is the demand for sustained attention to lessons and

academic tasks, with concomitant inhibition or restriction of behavior that

is appropriate in other contexts. Finally, all of fthis goes on in a contin-

uslly public setting, where any notable e«periences of individuals typical ly

11
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Individual differences. In addition to
Altenty in o general, knowladoe about individuol differenc
bos mabe ddicbinctions among particular typoo of students,
Bic may e dmplications for qualifying general prescr

roam manaagenent. Dif ferences in age,

mind, along with a qgreat many individual difference

ity ond responsibility. P anything,

roadily, along with differontial prescriptions presented

geeralized ways (as in discussions of

students vs, white students)., Actually, there is

porting the ditferential effectivensss

writors dealing with these topics rarely cite scientific

thair recommend.ations, and even the recommendations
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* vaive ralafi?ely minor qualifications of major themes rafheﬁ than the pre-
5&rip+i;n of one clear-cut kind of treatment for one group and a very dif-
ferent +réa+meﬂf for another group. Even so, certain group and individual
differences among students do seem 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 giﬁlS; at least during the
childhood years, so that tight restrictions on physical movement are more
difficult tor them. Also, a combination of sustained attention and physical
immobility is especially difficult for younger children fo maintain, relative
to older students. These student differences are well known, but what are
their implications for classroom management? This question is not so easy
to answer.

Clearly, they do not imply That no physical restrictions should be placed
on ceffaiﬂ students. Some will find physical restrictions more difficult to
adjust to than others, but they can adjust to them. Before specifying im-
DIECBTEOHS, one wgulp have to answer insh questions as the following: (1
ls the general instructional model proposed for use with the classroom in
question appropriate for the sludents in it? If so, what kinds of physical
restrictions on students really scom to be necessary?  (The term "least re-
Ltrictive environment," prasently used in r@furénég to optimal placement of
studonts with diagnosed disabilities, can be considered profitably with re-~
cpect fo pormal students, as well.  Inoview of the negative side effects of
rontrictions on students, it sedms roasonable to conclude 1’xhaf such restric-
tions should be minimized, and aﬁ{prga to specific situations whéﬁe they are

g

raquired,) (2) s thore more tThan \J{n: way Thatl The same ef fect can be accom-

Q , 1.3




plished? (Where this is true, it is reasonable to provide choice opportun=
ities so that students can use the method that is most acceptable o them,)
(3) Have the reasons for restrictions been made clear fto the students? (This
is important both for developing their understanding and for helping them to
accept the restrictions.)

Once restrictions are minimized, there still may be certain students
(ospecially younger students and boys, but not necessarily so) who still have
difficulty adjusting to them. Where this is the case, can the teacher think
of ways to case this adjustment? (Classroom activities can be scheduled so
that periods of sustained concentration are requirced when the students seem
most able to handle them, and so that recess and other times for vigorous
activity occur when students are most likely to benefit from them. In addi-
tion, individual students who seem to need more physical activity can be gi-
ven opportunities to get it in a great many ways that still accomplish in=
structional aoals or at least do not conflict with them.)

The argument as presented so far w.y be summarized as follows. The stu-
Jent role associated with the institutionalized instruction of large, age
qraded groups imposes an artificial and restrictive environment upon students,
compared to the environments they cwxparience at home and at play. Enforce-
ment of these demands can be time consuming and frustrating for leachers, and
can result inoa areat many adjustment problems for students in gencral and
cartain shudents in particular. Therefore, it is important fo minimize these
problems, along with the side etfects that accompany them, such as the de-

vislopment of neqative attitudes toward teachers and schooling.  For a_qliver

clasusroom, the optimal classroom management approach is the one tha

Fishes the desired learning environment while simultapeously imposing the

14
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fewesT re

strictions upon the teacher and the students.

1 m

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

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

0

movemant byt also from opportunities to physically
stimuli. All

manipulate concrete

students will benefit from having the rea-
sons for rules ex

plained to them careful ly, but especially students who do
not typically get these kinds of explanations at home. Developing qualities
Il ike independence and responsibility in self care is an important
management goal for all students, but especially for immature and dependent
students.

Soc¢

‘z N

ial scientists have identified many characteristics that vary acros
groups or cultures. These are sometimes pictured as having implications for
classroom management, although the presumed implications are seldom spelled
out, Often they involve greater tolerance for non-sanctioned behavior by stu-
dents whose cultural backgrounds or experiences make adjustment to the student
role aspecially difficult for them. For example, middle-

-class teachers ac-

iy

customad to forbidding vielence in conneclion with confllcts and forbidding
language that they consider to be obscene tend fTo become noticeably more tol-
arant ot these behaviors if they are assigned to work with lower clas

dents, presumably in deference to local mores (Weiss & Weiss, 1975)

l"l\

stu-

ese situations nood to be

‘D

espe

i
o
~

sensitive about
Fhe danger of worsening existing contlicts between themselves and their stu-
dents. Monitor roles should be confined to those that will not place students
in contlict with the peer group, and appointments to peer leadership positions
will require the invalvement or at least the su

‘n‘[\
4+
9]

ppo »f the existing peer
leaders (Roberts, 1970; Ricssman, [1962).

15
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Another example concerns student nonverbal behavior during dis&ipffmaﬁy
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 1o avert their
wyes in such situations. For these individuals, maintaining eye contact may
even connote defiance rafhgr than respectful attention. vai@usly, it is im=
portant for teachers working with such individuals to be aware of these cult-

able to interpret their students' behavior correctly and

o

ural differences so as to b
respond to it appropriately. More generally, it seems important for teachers
of any background and in any sefffng to be open-minded and tolerant in deal-

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

Dy

This does not necessarily mean catering to student preferences or r

L

b

inforcing 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. |f anything, such students have a greater need for tfeacher

e of minority

[Kj]

and warmth (Brophy & Evertson, 1976). In the ca

o
4
i
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group students who are alienated from school learning and discriminated adalngf
by the majority of the student body, successful teaching involves a combination
of warmth and determination in demanding achievement efforts and enforcing
comduct limits (Kleinfeld, 197%). More generally, the overall goals of
classroom management for various cateqories of special students will be fhe
same as they are for more fypical students, although the specific methods used
1o accomplish these goals may differ somewhat (distractible studénts may need

study carrels or other quiet places fo work; very slow students may need spe-

cial tutoring and opportunities to aet more frequent and personal hoelp from

the taacher; poor workers may necd contracte or other approachas that provide
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gments, and/or provide for
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a4 record of progress, break tasks into s

individualized reinforcement).

Student behavior problems. Most of the behavior "problems" that

faothers der| witn involve essentially trivial matters suéh as loud talkinag,
unoufhorized "ioisy movements, or other disruptions of the classroom learning
covironment,  As noted previously, much of this behavior is considered normal
and appropriate outside of the classroom., Even in the classroom, it is ob-
jectionable not because there is anything inherently wrong with it, but be-
caus2 1T is incompatible with teaching and learning efforts, at least within

The instrucitonal model being used. The general principles of classroom

nanagement discussed so far refer primarily to this level of problem.

In addition, there are the more enduring and serious problems presented
Ly =tudents with physical, mental, or behavioral disorders. The problems of
cwoaptional studonts with physical or mental handicaps are not treated spe-

Jifically here. However, we do include coping with students' behavior dis-

sk of classroom management for the ordinary teacher.

L

[

ardars as part of the ta
Avout one school child in 10 has moderate to severe adjustment problems,
i tha-rate climbs to three in 10 if mild problems ars included (Clarizio
HeCoy, 19760, ADOLT three boys for every qirl have moderate to saevere
grcblermn, so that the rate is about 15% for boys and 5§ For Girla.,  Aboul two-
toirds of these childhood disturbances are related to specific extarnal stress
roactors and likely to show significant improvement a year or two Taler, even
witrioat profossional freatment (Clarizio N McCoy, Ié?ﬁ; Ruttor, 1979),

fow. of the disturbed students that teachars must Jdeal with carry spoci-

ti sawvehiatric Jdiagnoses, and such labels are not of much rolovance to teach=

17
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In deciding whethar and how to respond to tehavior problems,

""’\
e
w

ars In any case
teachers consider such variables as the identity of the students involved, tha
likelihood of the problem petering out vs. continuing or escalating, the ap-

rarent emotional state of the student (which va-ies daily), the tine of ;o ar,

eem to ve intentional and deliberaie or nat,

U'U

whethaer the student's actions

and the probable consequences of the contemplated teacher behovior.

Wil

Many teachers will strika *acit bargains with persistent offenders, mini-

mizing educational demands and cven interacticns with them in return for a de-
gree of compliance (Hargreaves, Mester, & HMellor, 197%). This tactic can
backtire, however, Often, teachers will not intervene with such students when

fheir misbehavior is relatively mild, but then they will overreact negatively

when they do intervene, thus feeding into the students' perceptions that the
feacher is picking on fThem. Also, avei ":nce will minimize the teacher's op-
portunities to provide encouragement, support, and positive feedback at times
when these students are behaving appropriately.  These are examples of a more
aeneral principlte: indirect methods that try to avoid dealing with problems
ar pﬁ@fé;d that thoy do not exist are more likely to reinforce than to ex-
Finauish the problem behavior (This point will be expanded Iater in the paper).
Teachers with the willingness and okills to do so can play important roles
in helping their disturbed students to impra?e their general personal adjust-
ments, in addition to helping them cope with the demands of the student role.
This can be difficult. In addition to diviranting the class for the usual rea-

sive toward thair

soia, disturbed studonts may lack el f control, be agares
peers o and defiant toward the teacher, or may indulge in lying, stealina, and
ctharoanti=social behaviors,  Others are not disruptive butb cause concern be-
coute of passivity, withdrawl, inhibition, or disturbed concepts of self,

Teachers fraquent Iy must be more tolerant of the lapses of these individuals
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«ith raspect to their keeping classroom rutes, and in aduition, they often

wilt nead fo

T
e
il
=

a great deal of time working with them individually.

Eveen so, the general principles of ciass

‘Lﬂ\

room manaqgement ‘to be discussed here
rold for disturbed students just as they do for other studants. As-alwaysg
Friocre rust e individual variations on the main themes, but there is ﬂé naed
for teachers to have one set of techniques for "disturbed" students and an-

athes saf for "normal®” students (Kounin & Obradovic, 1968).

5tudent expectations of TEdihEF . Managing a classroom well is consid=
ared part of the essence of effective teaching at all levels. This v iew is
asually held by teachers, teacher educators, and school administrators, and it

supported by research indicating that teachers who are good classroom managers

[y]

)
~
-+
‘f'b

ond 1o produce more learning (Brophy & Evertson, 1376; Good & Brophy, 1977;

Rosenshine & Berliner, 1978; Good & Grouws, 1975; McDonald & Elias, 1976).

In addition, students expect teachers to manage their classroom effec-
tively, and they stress this expectation in developing general attitudes lo-

ward and evaluations of the teachers they see. This conclusion is commeily
doverloped from casual observation in classrooms, and it is supported by
wtudy by Nash (1976), involving systematic interviewing of school children,
Naoh found six main Themes in the responses of British conool children
woout their attitudes and expectations concerning teachers: () keeps order
Cotrict rather than soft, punishes if n@cezgary);(Ez feaches you (hoops you
Lusy); (3)  explaing (can bo understood, gives help if you noed it)y:; (1) in-
forosting (provides variety, not boring);(5)  fair (consistent, JJoes not o play

favorites or pick on anyone); and (6)  friendly (Kind or nice, talks guntly

Catnor than shouts, can Taugh when appropriale) Stadent nol oy proefor

19
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this kina of fescher but expect teachers to be this way and tend not to go
aiong witn them or [ike them if they are notr. Students see themselves as

having mostiy 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

aquid st them 1f they are nol.

school children in the United S1ates might be expected to place a little

et

Iewr sitress on the authority fiqure aspects of the ted le, because of

cher r

e

citteron san between the aducational traditions in the two countries. Even so, -

vher capectations of students o Fhe United States are probably simitar to

tho o frund by Noh i England. Thic woauld include the recognition that the

teacner iw or should be the authority flqure in the elassroom and therefors

—~
i

should play that role.  The implication seems to be that teachers who try e

avoid setting limits and imposing necessary structure will find that this

policy backfires, resulting not only in classroom management problems but

S0 in diminished student respect and Hiking.

Teachor Characteristic:
Teachera! suceess inomanaging classrooms will be determined not only by

thedr wkills and techniques, but atso by their persenal qualitie. and the

chtecks those gqualitives have upon students,  Teachars are more likely to be

successful o the extent that theie students Tike and respect them, and Hhus

arcocadger to cooperate wilh them,  The relationships between various teacher

personal attribotes and cuccess in clasaroom management have never boen in=

v bigated systematically, but relovant interences can be deawn from the re-

Sl beoot stodies of student attitudes foward teachers, such as the study by

Mash desoribed above, from informat ion on the atrribotes of individuals who

ERIC <0
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are effective models (Bandura, 1969), and from information on the attributes
of individuals who are effective parents (Brophy, 1977). ) |
First, it seems helpful if teachers are |iked by their sftudents. Chara
teriztics that are important here are the same Enes important for making any
individual well liked: a cheerful disposition, friendliness, emotional ma-
turity, sincerity, trustworthiness, and many other qualitfies associated with
aeneral mental health and personal adjustment. There is not much to say about
such qualities other than to note that they are extremely important, even
thouah they are usually considered beyond the scope of teacher education ﬁﬁ@—
qrams. They are probably much more important than such variables as the kinds

-lassroom, the attention signals used, the var-

I

of reward systems used in the
iety of classroom monitor roles, or the number of affective development activi--
tios 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 are less able than adults to understand and adapt to mental health
srablems in others. Poorly adjusted individuals can do a lot of damage in this
teaching role, espe ;ully with young and impressionable studoents who accept
what their teachers toell them at foce value, In view of these dongers, it
seams reasonable to arque for systematic measures to keep individuals with un-
acceptable porsonal attributes out of the classroom (preferably by counseling
thom out of teachor education programs in the first place, but also by refus-
ing cortification to those who are enrolled, where necessary).  This has nol
always been feasible in the past, but it cortainly is af fim9¥ fike the pre=-
went when there is an oversupply of potentiol teachers available.

Tha personal allributes discussed so far are rather general and apply to

<1
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almost any aspect of the teacher role. |In addition, there are many important

il

ve when managing the classroom and function-

]

qualities that teachers should h

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

o
ﬂ‘

individuals fo remain calm in a crisis, listen actively without becoming de

fensive or authoritarian, avoid win-lose conflicts, and maiﬁfafﬂ a'problem
solving orientation rather than resort to withdrawal, blaming, hysteria, or
thef emotional overreactions. Many of the SkilislinvOived in effective prob-
lem solving can be learned systematically and 5hodld“berincluded in ;eacher

education programs. Also, authoritarian individuals can learn to tolerate

wﬁaf they see as challienges to Théir auThQﬁi+y{ and those who tend to avoid
conflict at all cost can become more comforfablé witﬁ it and able 1o handle
it effectively. Here again, rthough, it seems reasonable to argue for minimum
standards in interpersonal skills and problem soiving'abilifiasi individuals
who repeatedly indutge in brutality, sadism, temper TanTrum;,_@ﬁ 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: maﬂaqe;a no matter what skills
They possess or what techniques they use. Their behavior at times will be so
inaépﬁapriafa and sel f-defeating as to negate anything they might accomplish
fhréugh systematic application of effective management techniques. However,

tematic

P

L

feachers who do not have these problems can develop conscious and sys
Jeproaches to managing the classroom, including a great many speciflic techni-

ques, to-increase student learning and reduce manaagement probleoms.

O
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Deve lopmental Aspects of Classroom Management

' As sfudenff progr ress through school grades they undergo personal and .
social development as Individuals. Thaue developmental -differences imply

differences In goals and technicues of classroom management at different
grade levels. Brophy and Evertson (1976) identified four such stages, three'
of which apply to the elementary grades.

In the first stage, students in kindergarten and the early elementary
irades are being socialized info the role of student in addition to being in-
structed in basic skills. Most children at these ages ére still oriented to
adults as authorifty figures. They a p disposed 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 classvroom authority figure and instructional leaders but also as the

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

@

dis-

Q
—
L

‘Lﬂ

stance, zrsonal ized attention generally. The kinds ser

L
=
(a8
T
i

l,_ﬂ
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%11

scribed above usually are not yet present.

turbances des

Consequently, teachers function primarily us instructors and trainers

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

ent role behavior 'S as overlearned habits.” The emphasis is on

D'l

inculcating stu
inastructing children about what Yo do rather than on getting Them to comply

\lﬂ

with familiar rules. These instructional or socializational aspects of class
room management are a basic part of tho teachor's job in the early grades; in-

. dleed, it probably is not possible to teach young children effectively without

1M

spending C@nﬁidéfébl& time on these tasks,
This stage is followad by one in which the Fime spent handling classroom
managemen boconcerns is reduced, and teachors are able to concentrate on in-
structing students in the formal ~urriculum.  This teaching sifuation is fre-
quentily seen in the carty and middle qradez; starting whon basic wociatization
Qo ;223
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to the student role is completed and continuing as iong as mo.t ;rudcnfﬁ re-
main adult oriented and rvlatively compliant. At this second stage, students:
are familiar with most school routines and thus need l2sc socialization in
that regard, and at the same time the serious disturbances 5een fFéQUEﬂT{Y

later have not yet become common.  Creating aﬂd maintaining an appropriare

o
]
I

learning environment remain central to teaching success but These ,Tasks cc
sume less teacher time.
A new stage appears and becomes prominent as more and mors students lose

their childish dependency upon teachers and switch orientation from pleasing

. teachers to pleasing the peer group. The management considerations facing

are most evident in junior high school classrooms,

teachers during this

alb thouah iIn some schools they ar ppear much earlier. In any case, classrooms
tormerly characterized by industrious students concerned primarily with im=

provina thelir academic knowledge and skills under the direction of The tfeacher
have given way to classrooms populated mostly with students who are concerned
more than anything else with enjoying good times with and being accepted by
hair classmates. Most students still like and respect their teachers, but
not as much as before. Positive interactions with teachers that occur in pri-
vate are likely to be gratifying, but public praise from a teacher becomes em-
Larrassing and can cause problems with peers. Teachers vegin to be rasanted

whan they act as authority fiqures, and maintaining control of the class can

be vary difficult at times Also, during this stage, certain students become

rMore noticeably disturbed and much more difficult to control than fthey uscd to

As o result of these influences, classroom management again becomes a

crominent part of fthe teacher role at this third stage. In fact, managing

24
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the classroom generally and accomplishing socializaticn rglafed te students'
personal and social adjustment is as much or more important at these grades
than teaching the formal curriculum. students have mastered ool skills and
matured as learhars, so that *héy can manage much of their learning on their
own. They are much less dependent upon the teacher to provide direct in-
W ,

etruction, except In areas total ly new to them. Also, ot This stage, thu
teacher'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 firs?T
staqal). Classroom management is much more t+ime consuming than at fthe previous
stage, yet also different from what it was like aT the first staya.

This stage gives way to a fourth stage, usually sonefime during the high
school years. As many of the most alienated STQdEﬂTS drop out @f_5¢hoo], and
45 increasing numbers of the rest of the students become intellectually and
socially mére mature, classrooms once again assume an increa;ingly academic
focus. Classroom management requires oven less time than it did at the second
stage, because students assume almost complete responsibility for managing
their movements and activities at school. At these higher levels, teaching
is.ﬁnsfly a matter of instructing students in the formal curriculum. Class-
room management remains important but requires little Time (except in the first
fow class meetings), and student 3@¢ializafign conducted with the group almost
disappears. The socialization that does occur is mostly informal, canduiféd
during out-of-class contacls with individuals.

Thase developmental aspects of classroom management should be taken into
account in matching teachers to grade levels. Teachers who enjoy working with
younq children, who like o pF;Vidﬂ nurturant socialirzation as well as instruc=

Adion, and who have the palicnce and okills noeded for socializing young chiil=

<5
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dren info the student role, wéuld-be especially well ptacaed In the early |
elementary grades. Elemenfaéyalevel»feachers who want to concentrate mostly
on instruction would be best placed in the middle grades, after most of the
initial socialization is aczémpligheg but befgée the problems associated with
preadolescence become prominent. Finally, the upper grades would be best for
elementary teachers who enjcy or at least are not bothered by the pﬁ@vgéa+iye
behavior of preadolescents and who see themselves as Séﬁialiia+ién agents aﬁd%
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 feochers should be familiar wiThlfhese techniques and able f@lgse them when
appropriate. Later 5egfi@ng-will di5Qu55ATechniqués for dealing in éapfh with
individual students who present more serious aﬁd prolonged problems, not @n{y
iﬁ classroom conduct but in general personal adjustment. Teachers should be
familiar with these techniques as well, although their Qse of them will depend
upon tuch factors as the type of school in which they teach, the grade level
they teach, and Théiﬁ own definitions of the teacher's roles. Teachers wﬁ@
conceive of themselves primarily as instructors and believe Thaf%3+ud9ﬂf 50=
cialization is part of the teaching role only insofar as i1 is necessary to
create the desiréd learning environment may hesifafe‘fa get involved in their
students' personal problems. However, teachers who wish to function as so-
cializing agents, not just instructors, will find the ftechniques described in

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

management in the narrower sense.

L1, Preparing the Classroom as a Learning Environment

As with most problems, the most effective way to deal with classroom man- -

24



aement probloms 1o Fo provent Thee fre the i ot Ola e vabher Hhan ol lew
Fheen b dovelop and then try to solve them, o Teachcrs oan acccomp | iwh this
Fhrough advanced planning and proparastion of the clasuroom 3s o waij tab e
orvironmen bt for group functioning general ly and fearning in particular.
Part of the pr‘r*[mra*h;)h for nffective classroom management it prepar-
Glion fop offective instruction.  This was shown clearly ina prearammatic

cot of studies conducted by Kounin (1970) and his colleagues. Thay hegal

by idenlitying notably successful and unsuce cess ful clastroom manedgars and
comparineg their responses to . inattentive or disruptive students., The logic
G f Fhis approach was simple and clear: systematic dif ferences between the:
Fwer groups in the ways that the 7 handled student misbehavior probably wou ld
account for thelie di tferantial succes,, Surprisingly, thougt axhaustive
Ltudy failed to reveal systematic differences in the ways that successful
and unsuccessful teachers res :undﬁd to student misbehavior.

Suboequenl analyses revealed that the investicators were lookina in the

were many important differences between the groups, but

sponses to student misbehavior. Instead, they were in
the advanced planning and preparation that goes into effective instruction,
and in the group management techniques that teachers used fo préven%_ihaffene
+ion and disruption (as opposed to the "desist! +échniquez used to respond
after these problems occurred). Preparation for instruction will be discuss-
ad in the present section, and group management techniques in the next.
Pranaration for instruction includes both the preparation of materials
for use by teacher and students and fﬁ%,prgpara+iah for presenting information
quring lessons. Kounin reported that the lessons of effective teachers pro-

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

27
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Aoahaoderaort o prab boms Jackod cohoeene o, Cooneed P Plesy oo ‘“..mpi; o dany,
suring, and repeiitive. Usoally, though, student inattention and aisbenavior
Acre traceable to problems of discontinuity in the lesson, which in turn were
tracoab o lo inadequate teacher preparation.  Students asuslly wor: attentive
md inve bvand whonaver lessons fol lowed o logical structure and moved along at
qood pacas The diacidenco of problems increascd sharply, thouah, when teach-
s beaan foowander for no apparent reason, needlessly repeatod and revioewed
i b gl That everyone already understood, paused to gather thaeir theuahts
o prepare material Fhat should have been prepared ecarlier, or interrupted th

coocon o de gl with Lehavior problems ocairring ouluide of the aroup or to deal

wi bl e otner concern that could have been postponed until latrer, AT timeu
Plee the o dhe students became noticeably restless and fidgety, bored, or more
clagrly Toattentive, and these problems increasod the Jonger the lesson dis-

continuity continuaed,

clear:  lgachers will minimize classroom man=

Thea implicalion here s
rgement problems if they conduct smooth and well paced lessons. What this

maans inoa particuylar instance will vary wifth the expaerience level of the teach-

croand the famitiarily of The lesson, Lyt prior review of the lesson's objec-

Fives and procedures ond preporation of any needad props would seem to be a

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

¥

taaching, or other rehearsal techniques. Vhatever the method, the result should
bha readiness to conduct lessons without the lapses in continuity that bring on
minddement problems.

Any props nucded by the teacher should be ful ly prepared and ready for
immediate use. Unless it js intended that students watch the actual prepara-

on, for example, it should be prepared In final form.
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[his applies To props held up for viewing, material put on blackboards or fhe
cvorhead, and aspects of scientific demonstrations that there is no need for
ctudents to observe. Work sheets or other materiuals usually should be distri-
buted at the beginning of the lesson, so they will be avallable when neaded.
(There 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 specific set of competencies to be applied to all situations.
It is not presence of a spacific method, but success or fallure in meeting
cbjectives, that counts.
tisides materials for lessons, teachers must prepare seatwork assignmen ts.

Most research and writing about teaching is focused on public lessons and
recitations. Yet, elementary students spend much of ftheir day vorking inde-
rendently (Rrophy & Evertson, 19765 Nash, 1973; Mclonald & Elias, 1976).

5tudents working independently are both more subject to distraction and less
subject to teacher supervision than students in & group led by the teacher.
Sometimes teachers circulate to provide continuous supervision, but often
they are 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.

Kounin (1970) found that student involvement In seatwork depends on

the challenge and variety the work presents. Students quickly bezome
catiated with tasks that present no challenge, especlal ly If they are repeti-
tive and lacking in variation. The principle here seems clear: |f sftudents

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



i

5L

Fime, fthe work will have to be atb an opprop - .te feve |l of difflculty ciabling

thom to work on it continuously without either giving up because It is too
difficult or losing concentration and motivation because it ls repetitive
and lacking In challenge. Beyond this, it seems prudent to recommend that
soatwork involve variety, to combat boredom, and in general, be as interesting
5, possible.  Accomplishing this requires teacher preparation.

The contrast between public recitations and seatwork illustrates that
general principles of classroom management must be supplemented with specific
fechniques adapted to the unique demands of various activity structures and

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

found important differences in continuity of signal input, insulation firom
outside distractions, and degree of intrusiveness of The actions ot the parti-
cipants in the activity itself. In turn, these differences dictated that dif-
feren! strategies were required for successful managesment of various activities,
even thwugh The teachers were the same. Later analyses revealed that differ-

ncas 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).

b

By extension, the work of Kounin and his colleagues implies That class-
rcom management problems will be caused by any factor that results in delays

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

o

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

doing so.
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Traffic patterns., Classrooms should be arranged so that

traffic can

flow freely. Heavy traffic areas (such as between activity areas or around
the doorways) should be free of bottlenecks and obstacles. Everyday traffic

patterns should be planned so that atudents 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.

Bottlenccks and [ines. Problems are especially likely to develop whan

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

teacher or are the result of bottlenecks that bulld up inadvertently. There

are man vinas that teachers can do to minimize The +ime students spend stand-
r y things that t § do t the i tudent d stand

ing and waiting., One is to delegate authority or use monitors to help accom-

nlish time consuming housekeeping tasks such as passing out books or papers,
checking out supplies, taking attendance, and making collections. Activities
like using the toilet or drinking fountain can be left to individual initiative
within whatever |imits are necessary, instead of requiring the whole class or
an entire group to 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 +hat students do not have to Iine up and -

wait their turn at a single source. Checking of worksheets can be accomplished

[§

35

s 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 feacher cireulating

wong students and checking work which has been accomplished. Necessarily
repetitive activities like "show and tell" or having students give brief speeches
zan be staggered across several days to avoid the management problems that

result if everyone takes a turn in a single session,

ERIC | 31
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Student independence and responglbility. Elementes, schoal teachers

Of fen spend much more time than they need to supervising studants in relation
to personal needs and everyday housgkeeping tasks, aﬁd intferruptions for this
purpose are a major source of discontinuity jn lecsons and actlvities.
Teachers can minimize these pﬁ@blemsfﬁ¥ preparing the classroom and the
Sfudents so as to enable the students to handle as many of fthese things as
possible on their own without needing to cu © the teacher or be supervised.
This is especlally imp@ﬁfanf at the aarly grades, where students' abilitles
to handle particular fagks.@ffen depend on the degree to whic¢h the teacher has
anticipated their needs. Young studants can handle most of their own belong-
ings with the help of coat hcoks and cubby holes or lockers, but these should
be within easy reach (not too high) and shouid be assigned fndividually. Col-
or codes, pictures, and labels can be affixed fTo storage areas to help students
locate what they are looking for and remember where to refurn the items when
they are finished. Everyday equipment should be stored where it can be reach-

.d and removed easily, and small items should be stored [n containzrs that will

Wi

not break and that can be opened and closed without difticulty., Notices giv-
ing instructions or rule reminders ¢an be displayed prominently in activity
centers, so that students who need help will not necessarily have to come to

tThe teacher.

Back-up activities. Effective classroom managers will have contingency

plans for what to do when scheduled sctivities are cancelled at the last min-
ute or when bad weather precludes outside recess. At thesa times they should

ady to smoothly conduct the activ-

W

be prepared as they would be for lessens, r
ity and in possession of any needed props or equipment. Even more important

is the development of a system of back-up activities, prefarably including op-
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Fions o allow for Tndividual cholce, Yo make availabic to studen s owhon they
finish their independent work assignments, In thase siltuations, students
should have avéilable to them a number Gf attractive individual ond small
group leorning activities and pastimes. deally, they should know exactly
what the optlons are and what rules govern them, and should be able 1o exer-
cise these options on their own initiative without having to get help or di-
rection from fthe teacher.
It should be clear that preventlve praparation of this kind will cut
Jown the necd for teachers to spend time handling routine classroom manage-
ment problems, thus making the task much easier. Also, i1 should be noted
Ihat time spent ostablishing procedures for routine handling of management
problems and feaching the.. procedures 10 the students pays off continuously
»

over the long run. In contrast, after~vhe~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 frees teachers from needless in-
terruptions, minimizes student frustration, ané enables teachers to concentrate

4

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

p=

v =]

iassroom management begins before the students evrr enter the classroom,

V. Classroom Climate and Rules

Pending the accumulation of more classroom research, it will remain neces-~
sary to borrow principles from other sources in making prescriptions about
classroom management. There are-fwo major sources for fhese ideas. First,
inf@rmaf}@n from various branches 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 a positive classroom atmosphere. Most

O
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ot rhi dintormation concorn dunet ol oprinciplos For o doal o with the olass
ooy whole o The second major comroe i o number of welters who have dovel -
oped systematic nothods for dealing with specific aspects of classroom manage-
mont, espocially for dealing with teacher-student conflict and with student
personal adjustment probloms,  Principles borrowed from these sources apply
primacily to the interactions that toachers have with individual students
Fafther fhan to their behavior with the class as a whole.  One particular and
capecially rich source of ideas, applied behavior analyses or behavior modi=
fication, hau developed principles that are applicable to both ol these sit-

mations.  These sources of jdeas will be discussed in subsequent sections.

Principles Borrowed from social Psycholoqgy, Rovelopmental Psycholoqy, and

bocialization Research

social psychology. The classic study of Lewin, Lippitt, and White

(1939) on leadership style is often cited in works on classroom manage-
mort, This was a field expariment in which odults working with groups of

l0=ynar-old boys were trained to consistently act authoritarian, demo-

sez-faire., Authoritarian leaders gave orders but without

L

r lai

b

crati

= F

much explanation, telling everyone w! at to do, and with whom. Democratic

leaders took time to solicit opinions and achieve some consensus about

: choice of work companions.

)

what to do and how to do it, and allowed som

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

o

[y

1=

L
L

directions and sketchy answers to questions. The effectiveness of the
leadership styles was assessed both for aroup productivity (efficiency in
carrying out assigned tasks) and for the affective quality of the group

experience (did the boys enjoy it7).
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Tho resul bs support the donmocratic leadership stvle at loast in the setting
inves Figaind, Doys 1o desnoc it veal Py=1Fod qroups dove loped woarm feelings for one
anothor and the leader, and enjoyed thelr experience. These uffective benefits
woro achieved with only @ siight eost in afficiency (Yhe productivity of
the democratlc led groups was not gquite as good as that of the authoritarian-
led groups). The authoritarian-led groups were the most efflcient in meeting
production qoals, because the leaders kept everyone working at a good pace.
However, the boys in These groups showed tenslon and generally negative feelings
roward one another and the leador, Laissez-faire lcadership did not succeed

by either criterion. The ostenslble freedom expurianced by these boys did not

il

3

T

make up for the lack of leadership, so they snent muck Time working at cros
purposes, produced very little, and had negative views of their experience.

Subsequent studies of group eadership have produced simllar results:
Laissez-faire leadership is generally ineffective; authoritarian leadership
is efficient but otherwise unattractive; and democratic leadership produces
nositive attitudes and good group relﬂfiongibal*hgugh ot some cost in effi-
ciency. To most observers, this Implies that democratic leadership is best for
teachers, at least as an overal | style, although more structured leadership
may be required when efficiency is inportant. (See also the following section on
principles bQﬁf@Wéd from socialization research).

The structure of the group s important, foo. Effective groups éh@w
cohesiveness and positive affi?udes!- Less effective groups are divided into
conflicting sub=-groups or intfo & d@ﬁinanf and prestigious ingroup and a col-
lection of isolated ‘ndividuala In the outgroup. As the classroom leaders,

teachers can promote group coheslveness by arranging fof cooperative experi-

E*J‘
Cy
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ences, minimizing competition, promoting pro-soci.. behaviors, and helping
oo member of the class to identify with the class as a whole.  They should
avoid such behaviors as playing favorites, picking on scapegoats, fostering
compatition, or refusing to allow students to work together or heky one an-
uther (Johnson, 1970; Johnson & Jéhnsan, 1975; Stanford, 1977).
Teachers are often in the position of trying to [cad atudents who have

Lot logether for some years and constitute an intact group with well-estab-
lished pecr leadership.  Teachers i% this situation probably will find it im-
nortant to gain the confidence and cooperation of the peer leaders, and to
avoid getting into direct conflict with them or gausiﬁj them to lose face
bofore the gqroup. This is probably ‘especially important when teschers are
working with students from a different social class or ethnic background
(Roberts, 1970; Reissman, 1962), or with students whose attitudes and value
syetems contrast significantly with those of the teacher. Open conflict with
loaders in this situation may not only provoke confrontations but result in
toss of credibility and fesﬁééfi

Another important principle of social psychology is that expectations
tond to be self=fulfilling. This idea has been stressed with respect to the.
offects of teacher expectations on student achievement, but there s reason
to believe that it also applies to expectations in other areas, such as class-
room 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 in lessons

g

and assignments, ability to exercise self control, willingness To
consider alternatives and to try fo solve a prcblem in good faith, and

sincerity of intentiors To keep promises.

36



A;rnlaied pringipts concerns teacher attltudos toward students: Thery
are bikely to be raciprocaled. Teachers who |ike and respect thuir Studonts
gaual byowb b find that their students [Tke and respect them, foo.

Tha» principles have profound impiizations for teachers, and they halp
explain why if i5 50 Important that teacners' characteristics and bahavior
Lo consistent with thelr expres:ud philwsephy and ideals, and why authori-
tarian, punitive, or other negative approaches to classroom management do
Lot succeed,  Many other topics in social psychology are not directly related
ro classroom manage ement, but are relevant to i+ because they affect clacs~

room atmosphere. Included here would be resgarch comparing the effects of

[

cooperative, competitive, and individualistic reward structures (Jahnson &

Johnson, 197%) and reports of studies using teams, games and
tournaments to improve student achievement mativatian anc group relations
Cevries & Slavin, 1978).

S@ﬁializafiaﬂ,rggéaﬁ;n, Research on parenting provides an especially

rich set of guidelines for classroom mana agemant Dy teachers. Cerfaln per-
sonal traits and child rearing behaviors ars -oeh regularly in parents who
share posiTive relationships with their children and are successful in
ehlping the children develop as well adjus’ ted individuals (Brophy, 19771,

Thease include: acceptance of and re spect for each child as an individuali

imposition of ¢irm but flexible Limits, and adjusting these To reflect The

deve lopment of greater masurnfy, independance, or responsibility; an emQ

phasis on the positive, featuring positive QKPECTET!DH; and an approach

to socialization That stresses instruction and demonstration over restriction

and punishmentTs consistent owxplanation nf the rationales that underlie
demands, &O f%evchildreﬁ car. see the impliﬁa%iOﬂs of their -behavior for
themse lves and others; consistency in stating and enforcing .emands

Q both within and across individuals; %?q?
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the consistent model ing of behavior stressed as id@ai'(pracficlhg what you
preach). These attributes should help make feachers effective as classroom
cotager, by maximizing the degree fo which students see Them as |lkeable,
respectable, credible, and maasonable.

fhie research of Baumrind‘(197l) produced resuylts that place inte per-
wpactive the findings on group leadership stylos discussed @a%liéﬁ. Baum~
rind classified parents as authoritarian, authoritative, or laiSSEZ*faiFEA
These classifications are similar 1o those used In the éaflier group leader~
ship study by Lewin, et. al. (1939), except Thaf the term "author=-
itative" replaces the term “Wamocratic." The change Is anqimpérfan$ one be~
cause "authoritative' is mugh ma%é descriptive of the kind of leadership
found to be optimal, whethar in groups or in the h@mé‘

As Baumrind. (1971) notes, the kind of leadership often termed "democratic”
iw not really democratic at ali (decisions are not made by majority votel.
It is "authoritative" in the sense that the leader has a position of aythoar-
ity and responsibility, speaks as an expérfEﬂcad and mature adult, and re~
taine ultimate decision-=making power. However, rather than act in an author~
i tarian manner, authoritative Eeadeﬁs solicit Input, seek consensus, and take
~are to see that evervone % ¢lear about the ratlonales for decisions as
as the decisions themsglves. Baumrind reporfs that, compared to chil«
dren of other kinds of parents, the Ehifdréﬂ.ﬂf authoritative pa}Eﬁfs show
the mggt advanced levels of autonomy and independence for their ages, and
have greater confidence and gensrally more healthy self éénﬁepfs. These

ults  from Baumrind's research are representative of findings of many

5T
14

re

~ther sncialization studies that use various terminology and methods (re-~
5 o :

viewed in Brophy, 1977). _ .



O

ERIC

Aruitoxt provided by Eic:

There arce two reasons for stressing this work in developing o conceplual
bauis for prescriptions about classroom managemant. The First reason Is so-
montic.  The term "authoritative" is preferable fo tho term "democratic,”
bocause it retains the notion that the teacher has tha wltimate responsibil-~
ity for classroom leadership. The idea that decisions should be made by ma~
jority vote was not intended and is not supported by the ra;éaﬁéﬁ of lLewin,
ot. al. (1939), despite their use of the term "demacratic." Nor
does other research support the notion of truly demecratic classroom leader=
ship, although this 5f§hg is often recommended on o philosophical basis.

A second reason for calling attention to socializa¥ion research is that
it provides a more convincing and data-based argument o support authoritative
over authoritarian and lalssez-faire methods, Authoritative methods are not
merely better percelved; they are more effective in bullding the cognitive
sfﬁﬁcfurus and behavioral control mechanisms within ¢hildren that enable them
to become both independent and responsible in monaging their affairs. In the
classroom, au+hmrifafiva teacher behav{Oﬁ should help é*udénfg sg2 and intern=-
alize the ﬁéfionales that underly classroom rules, and fo learn to operate
within the rules on their own initiative. In contrast, authoritarian approaches

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

control mechanisms, so that vhey generate conflict and tension even when they
do suceesd in controlling behavior.

A}
Developmental Psychology. Student developmental lavel 13 a per-

vasive background factor in any df%cusgiaﬂ of classroom management

in the elementary school. We noted earlier that the need to stress
i

classroom management and socialization relative Fo

39
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instruction difters actoss grade levela, oo do the specific 1asky that must

bo accomplished,  We now add that, among other crileria, approachus to class-
room managemont must be suited to the developmantal level of the students.
Ihis applies to such things as expectations regarding attention span, abitity
to handle self=care responsibilities, length and variety of tasks that cén

bie comploted independently, degree of control over physical actlwity and

impuloes, insight into ewn bohavior and that of classmates, and abllity to
cqenerate appropriate - lassroom rules,

At minimum, developmanial canaidéraTiQﬁé dictate fhafz*aaﬁhﬂfﬁ avoid
impoaing demands that most of their students ore unable to meat vet or that
s much Too restrictive or otherwise inappﬁ@prjaka for the leve! of deve}@p*
rent of the students in the class. More speciflc developmental guidelines
are proposed by Tannar {1978), who places unusually strong emphasis on de~
vaelopment in her treatment of classroom management. Also, the ideas of
Kohlberg and others who have written about moral development in children
hawve been incorporated into systematic programs of moral education. These
specialized programs will appeal to school systems wishing To supplement

more traditional activities with deliborate moral socialization,

Clossroom Application

Good and Brephy (1977, 1978) combined ideas from. these and other sources
into an integrated approach based upon creation of a posi%ive general class-

room atmosphere and a good working relationship between the teacher and each
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individual student. They assert that this is much more important than the
presence or absence of any specific technique, and that all techniques used
must be compatible with fhese goals, with one another, and with the teacher's
personal preferences, Regardless of fechnique, the teacher's words and ac-
tions should consistently communicate infégrifygqsinéérify, concern for col=
lective and individual student wel fare, and positive attitudes and expecta-
tions (not QAIy about student learning potential but also about students!
willingness and ability fo cooperate with the teacher and with one another). .
The teacher's goal is not so much to be Iiked by the students as Té'ésrﬁ their
respect.

Part of this involves acting consistently in ways that are respactable,
mode | ng such virtues as "common sense" rationality, emotional maturity, and
se|f control, and avoiding pﬁDQIEms such as prejudice or Intolerance. sar-
casm, or moralistic nagging. Another part is the establishment of credibility,
which includes accurate discrimination of facts from @pini@ﬁs or values, con-

tent correspondence between words and actions, and consistent follow through

]

"

W

on committments. Some of these fraits are general, and difficult to express
in behavioral terms, but they do seem fundamental fo successful classroom man-
agement.

Fs+abl ishing good relationships with students is desirable because it 1s
an important preventive management method, among other reasons. Other things
being equal, students will be more likely to pay attention and cooperate when
the feacher is a person with whom fthey share a valued personal relationship
(vs. an impersonal authority figuree), This will also enhance the teacher's
sotential for being imitated as a model aﬁd for being effective a5 a source

of social reinforcaement.
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Lffective management also requires a workable set of classroom rulés
and procedures. Good and Brophy recommend that rules be minimlzed, be phrased
in lerms of the géneral qualitative aspects of behavior rather than as specific
dos énd Han'fg,,and be as flexible and open fo change as situations djctate.
Minimizing the number of ruleglhelps students be able to remember them and
makes it easier to accept them. Also, rules such as "we will treat one another
with courtesy and respect" or "we will keep the classroom clean and neat" use
p@zirfve language !ikely to be accepted by students and are prescriptive enough
tu be understood and appliédiiﬂ a great many specific situations (Brown, 1971).
Maintaining some flexibility in applying rules allows teachers to adapt
to sifuational differences and growth in EfudenT'abilify to function independ-
fgnflyi A general rule like "when you finish your work you can move around and
falk but do not disturb those who are still working" Is extremely flexible.
It is preferable to overly FES*FECTiVE‘QEﬂEfal rules (students must mot talk

unless given explicit permission) and dlso to having a large number of overly
specific rules f@ﬁadiffefenf Si*uaficné;

Rules need to be stressed on the first day of school and again periodi-
cally during the next fow weeks, as néiesgaﬁy,funTil they are working satis-
factorily. There is no need for a teacher to be artificially strict or threat-
ening (there is no support for the "don't smile until Christmas" rnotion), but
students should be clear about what the rules are and should receive awsistance
in remembet-ing and following them, if necessary. Especially In the early
gradas, getting the year off to a good start may require the teacher to show
wtudants whaf to do and give them practice in doing it rather than just tell-
ing them., This wil} mean lessons and practice activities related to such things

“as making a transition from seatwork to a reading group and vice-versa, using
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+h§.¢oilef or the pencil sharpener, and managiﬂg the equipment in a | istening
cenfé} (Evertson & Anderson, 1978). Such activities will be completely

new to some students, and even for those Qha have done them before in an@fheé
class, the specifics of doing them in this Flags may require imp@ﬁfa%; ad-
Jjustments in old habits., A few minutes Spéﬂf in such lessons, backed by
@ccégf@nal FEmiﬂdETS, 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 prep-
aration of equipment and the distribution of supplies. As additional advant-
anes, performing these tasks helps students develop a sense of responsibil ity
o the teacher and the class, and the special teacher-student interactions
that occur in connection with these du+ies>hé|p build teacher-student relation-
ships. To use these resources-efficiently, however, teachers need fto 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 Kinds of rules and procedures that
are effective, there is wide disagreement on the issue of the degree to which
students should be involved in establishing them. At minimum, it scems im-
partant that students should recognize the rules as reasonable and understand
the rationales bahind them as well as the rules themselves. [t alse seems
¢lear that students can take partial or even complete responsibility for ¢s-
tablishing and enforcing classroom rules. Writers disagree on whether or not

S5ome note thatl certain rules are quing to be necessary whether or nol stu-
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dents initiate or even agree with them, so that attempts to acfras if the
students really ﬁe;e ﬁejng granted autonomy are basically hypecritical and
cgun*eépr@ducfiVEi Others favor the idea, but aﬁty-%@ the extent that the
students seem receptive T§‘i$‘and mature enough to handle the aftendant re-
sponsibilities. Still others believe that rules %hauld%csmé, not from the

R |

teacher as an authority figure, but from democratically conducted classroom

meetings. Glasser (1969), Gordon (1974), and Stanford (1977), amorg others,
not only articulate fhfs philcéophy but suggest specific Teéﬁn!ques for con-
ducting such classroom meéfings aﬂa building general classr@@% méﬁagéméﬁf
around them. As with other specific fe:hnlqués, +he value of developing clas%;
rocm rules through gr0up disgussions, and of using group discussions as the ‘i
v imary method of managing the claggroam WIII depend upon the degree to whléh
they are compatible with the fTeacher's values and personal preferénces and
with other ménageménf techniques being used.

.So far, the discussion has focused on teacher behavior involved in ;éffigg
the sfaée for good classroom ﬁanagemenf and getting the year off to a good
start. We now turn to the teacher behavfar involved in everyday activities

throughout the vear, beginning with techniques for managing the group during

instruction.

V. Group Management Technigues

In addition to what has already been discussed, Kounin (1970) identified
saveral techniques of gﬁaué management that were associated with success in
mgnaging the classroom generally. Again, these techniques involve maintaining
student engagement in activities and avoiding dangerous periods of delay or
confusion; thev are not techniques for dealing with misbehavior once it has

accurred.

ERIC 14




40
One very general and important teacher characteristic noted by Kounin
- is what he called "withitness." Teachers who demonstrate withitness remain

continuously aware of what is going on In all- parts of the Ci85§FDOm, and
fh;y c@mmuﬁiggze rhi?-awarane%s to students. They remain aware by relying
on a combination of good habits: stationing themselves physically so that
they San!manifor all of %he students, scanning the class frequently to keep
track of what is going on, even wheﬁ waréiﬂg with individuals or small groups,
and intervening when necessary.fo prevent minor i;aT*EWFiDn from ezialafiné
into major disruption. Less effective teachers have fDrmeﬁ bad habits %haf
prevent them from remaining "withit." Many become so immersed in their in-
feractions with individuals or small groups that Tﬁey ignore.the rest of the
" class for significant periods of time. As a result, essentially trivial in-
dfféﬁTiV?ﬁéSS often escalates into more serious disruption, the more so as
%+udéﬂT5\CGmE to realize that the teacher is not paying attention *o:Them,
SDmE‘*EéihEFS place themselves behind barriers that obstruct fheif vi-
sian (or allow students to do so), so that it is not evén possible for them

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

fice when inattention starts to become serious disruption, but often misin=

that led to the problem. This leads to mistakes such as blaming +he,9ic+im
rather than the instigator. In general, teachers who cultivate "withitness"
#i1l pe prepared to intervene appf@prfafely whenlﬂecessary; and will not have
to intervene as often.

A related trait of effective classroom managers was called "overlapping"
vy huunin,v'Thib refers to the overlapping of simultaneous activities, or the

ability to do more than one thing at a time. Examples include scanning the

15
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tassroom regularly while simultanecus|y teaching a small group or .working

[

with an Individual, Fespoﬁding to student requests for help or direction
while still keeping-track of the reading'@r recitation of a member of a
group, cr circulating around the room and giving di tferent kihds of help or
directions to different individuals or gr@ﬁps, Part of the importance of
Dvéflappiﬁg‘is iTs obvious role in promoting withitness. Anothar part is
the role it plays in helpimg»fhe teacher maintain lesson pacing and. avoid
ﬁylayi.\ Consider the effect on a reading group, for éxample, if teachers
make the group just stop and wait while they deal with the meeds of individ-
uals who come for help, or if they iﬂTErFuD+VThem and ask them to go back
and read lines over again because %hév didn't hear them. Part of the secret
of vverlapping 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 individualized interaction
if this is going to create a bottleneck of students waiting for chances to
ask about their ‘individual concerns.

Another important variablé noted by Kounin was 5m@§thﬁ&5$ of +rah§i+ian§
between activities and within sections of activities. :Part of this is a
Jggamp]izhed by consistent day-to-day bhehavior on the ﬁaif Df«*héATéacher
combined with Trainiﬁg students to follow certain r@u%ines that promote ef-

ficiency in changing activities. Another part is provision of héief but

[

clear and complete instructions to the group as a whole, and Then following
throuagh as appropriate. Teachers who are not Q@ndgcfing smﬁmfs Tfansifiaﬂs
often waste a lot of time here and create delay and confusion because they
allow themselves to be repeatedly distfracted by the questionsy ¢r actions of

individuals. As a result, they may give out too many and too specific in-

14
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‘ structions, repeating fhéméelbes unnecessarily, Interrupting everyone to
ask 1f previous instructions have bee; carried out yet, confusing students
who are trying Yo carry out previous }nsﬁrucfians by gliving new ones Thaf
may or may not he weéhT for them, and so on.

Transitions within activities are oftan lengthy and confusing because
such teachers are not prepareq to move smoothly into the next part éf'fhe
lesson. Tpis leads to false starts in which orders are given-and then re-
tracted, movement into the new phase éfvfhe lgesson is interrupted because
something omitted from a previous phase i% now remembered, and other signs
of poor preparationy. Such dis&anfinufie& hreak student concentration, ruin
the flow of the lesson, and engender restlessness, confusion, and other prob-
lems. N |

Yet another aspe;% of effective manwgemant noted by Kounin is '"group
alerf{ng" which refers to teacher behavior designed to maintain or re-estab-
[ish attention during lessons. In the positive sense, group alerting refers
to things that teachers do to keep the résf of the group attentive while any
one member is reciting. These include lvoking around the gFaup before call-
ing on someone to reclite, keeping ?he students in suspense as to who will be
called on next by selecting randomly, gétting around to everyone frequently,
interspersing choral responses with individual responses, asking for volunteers
to raise their hands, throwing out challenges by declaring that the neﬁf ques~
tion is difficult or tricky, calling on [lshanars to comment upon or correct
a response, and presenting novel or interasting material. Negative aspects
of group alerting (things to avoid) include wverconcentration on the student
doing the reciting to the point that the rest of the group is not monitored,
directing new questions aniy to the reciter, prepicking the reciter before a

f.x 3 1 i s . 5
question Is even stated, and having reciters parform in & piredetermined order.
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In addition to these group alerting techniques there are several tech-
niques Fhat maximize student éccounfabilify for paying attention. Teachers
cqnihnld students accountable by requiring them to hold up props, expose
a;%wefn, or otherwise indicate attention +a:fhe lesson, havfng them recite
in uqisaﬁ (while monitoring carefully), asking listeners fo comment on reci-
tations, asking %or volunteers, circulating and checking perfarmance,sand
calling on individuals. Many of the techniques that Kounin lists under "ac=

countabil1ty" are similar to those listed under "group alerting.”

Subsequent research by others supports m@sf but not all of Kounin's
recommendations. In @ correlational study at second and third grade
(Brophy & Evertson, 1976) and in an experimen+él study of first grade
reading groups (Anderson, EveTfson, & Brophy, 1978): withitness, GVEF|E§*
ping, aﬁé smoothness of lesson pacing and Traﬂéiffans all were associated

not only with better management, but with better |earning. However,

. . #
these same studies did not support some of the group alerting and account-

ability techniques, especially the notion of being unpredictable in calling

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

the group in order, seldom calling for volunteersa and not allowing students

to call out answers. Good and Grouws (1975) found that group alerting was
rasitively related to student learning of fourth grade mathematics, but
accountability was reiéfed curvilinearly: Teachers who used a moderate amount
were more saccessful than those who had too much or too little. The
raasons for these conflicting tindings are unknown, but it is probable that
Kounin's group alerting and accountability Techﬂiquas'aré desirable in some

contexts and undesirabte in- others, This should not be surprising, bhe-

45




44

cause the group alerting and the accountability techniques are mostly

ot

methods of forcing af+eﬁTiQEnesg through compulsion, Presumably, this
should be necessary only when students are not attentive In the first place.
Even then, positive approaches for eliciTi;Q attention, |ike building inter-
est or stimulating curiosity, should be preferable to appraaéhes that de-
pend on threatening embarrassment or failure.

Research findings are also mixed concerning the 'value ot choral re-
sponses. They do allow all of The members of the group to f%EpEﬂd in an ac=
tive way much more often Than would be possible @fherwise.Aaﬁd as Kounin notes,
thay do pﬁévide variety. However, unleég the group Is relatively small and
the teacher isvvery attentive to sach individual, a chorus of correct re-

SpGﬂSES;fFQm a majority of the group can easily drown out mistakes and cover

up failures to respond at all. This is especially a problem with students in

the early gfadesg who seem to nead individualiged app@#ﬁuni+i25>fa respond
and get feedback from the teacher (Anderson, et al., 1978).,

Once again, the larger implication here seems to be that Euccéss‘in reaching
certain important objectives, and not ihe methods used in doing so, is of
primary importance. In this context, the important management objectives in-
clude eliciting and majntaining student attention, Including times when stu-

i

dents are Supp@%éd to watch and listen but not recite or make other overt re-
sponses. This is done primaﬁilyrby making sure that the content of lessons
is interasting and chaliemgihg to students and that the teacher is prepared
w2 |l enough to conduct the lesson smoothly. This should be sufficient for
most students. For the others, group alerting and accountability techniques
may be Eequired periodically.

In some of his studies (not all), Kounin noted that unnecessarily harsh

19
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or disruptive teacher reaction to student misbehaéiar produced undasirable
ripple effects on the rest @; the students. They typically pacame dfs*raéfé
ed at these occasions,.and, often became n@%iceaﬁly more tense or aﬁxiausi‘
In some cases, teacher 6v3rreacfions To‘min@r‘misgehavigr even backfired,
making it more likely that DThEF,STUdEﬂfSAWDUId s0cn eﬁgége in the zame kind
of misbehavior that led to the érigina] outburst,

In caﬁfﬁésf, Dﬁief; soft reprimands wg}é more successful in that they
were less disruptive and more likely To have p@si*i&g ripple effects (de~
creasing the likelihood of similaﬁ-misbehgviaﬁ by other students). Similar
ﬁESU{TS were reported by O'lLeary, Kaufman, Kass, and Drabman (19707, who
manipulated soft and i@u& reprimands experimentally. The general principle
here is that teacher reprimands can bé mére disruptive Thaﬁ the student mis-
behavior that triggers them, so ;haf such ﬁeprimands should be avaidad when
possible and minimized in length and intensity when they ars given.

Despite the general |y Fecagnfzed importance of classroom management
skills, the work of Kounin and his colleagues remains the only complated
large scale pr@gram'af ?eseaﬁzh on the topic. Two other comprehensive studies
are under way at the moment however, one dealing with the é!assraam argani-
zation and management behavior of third grade teachers as they begin and set-
tle into the school year (Evertson & Anderson, 1978), and an@Ther’dealing
with fhé strategies that classroom teachers use in coping with Sfudénfs who
are time-consuming or frustrating because of personal adjusvment problems

1

(Brophy, 1978).

VI. .Behavior Analysis/Behavior Modification

Works on classroom management have borrowed heavily from general social

fearning theory. I'ts basic principles have been widely disseminated and al-

W




46 .

mosT UHIVEFaéIIY accepted: Reward desirable behavior and exfiﬁguiﬁh (ignore),
or if ﬂézeszary punish, undesirable behaviar. These principles and their de~
rivatives originally were worked out by Skinner and other pioneers of behay~
ior analysis, and they are basic fo the more re¢en+@mave%én*§ of applied be-~
havior analysis and behavior mcdificaficﬁ.

‘0'Leary and O'Leary (1977) provide 2 representative and unusually clear
example of the behavioristic appréach to classroom management. The Faaus K
on observable behavior, treated as a problem in its own right and nmf 858 A
symptom of something else. Problem behavicr is observed systematically Ta
determine what s%fuaTiaﬁS 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'aﬁ%fyw

e
sis of specific types of misbehavior and of prescriptions for dealing with

i

them. Thefe has not been much behavieristic research of the latter fypa.
Treatment procedures are divided into two types, reflecting the ftwo
ma;of pFDDlEmS facing the behavior m@dlfler | inareasing‘(desired) Dehaviigﬁ
and decreasing (undesirable) behavior. Procedures for increasing behavior in- |
clude praise éﬂd approval, modeling, token rainforcement programs, pragramm@d :
instruction, salf-~specification of contingencies, gelf—ﬁéinf@rcemen+1 %;¥%bv
|ishment of clear rules and directions, and shaping. Procedures for decreas-~
ing behavior include extinction, reinforcing incompatible behaviors, self rep-
rimands, time @uf'fr@m reinforcement, relaxation (for fears or anxiety); re~

sponse cost (punishment by removal of reinforcers), medication, self ingtruc-

o1
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tion, and self evaluation (Q‘L@arg & O'leary, 1977). The breadfﬁ of Thls
list indicates the practical "find cut what works and use it" approach Typ%g;*a%
ical of modern behavior modifiers, The theoretical concepta and empirical
orientation associated with this tradition remain, but the ﬁép@FTéiré of
fe;;:?ques systematically applied %nd evaluated has bean sxtended far beydnd
the original Iab@ra*@ry*based Guk[ecfiaﬁ, and this trend continues as class~

5

roém applications accumuiate.

" There is a great deal ‘of research an!behavigg analysis applications o
the classroom, and most of this research is supportive, as far as it goes,
The typical study involves four stages: (1) baseline documentalion of the rates
of problem behavior in a target sTudent, (2) introduction of treatment prﬁcedpreg
(typically followed by measurable improvement), (3) removal of treatment proce-
dures during an extinction phase (in which the probjem behavi@ﬁrfypicaily rav
verts to baseline levels), and (4) veinstitution of treatment ﬁrﬁgédurES (Typim'
cally followed by a return of the improvements seen ear!ier). This design
is persuasive because It yields péwgrful and convincing results, Comparisons
of baseline and treatment phase% provide empirical éwiﬂance_ef significant
change in behavior, aﬁd‘fhe ax+fmsfign and reinsf{fuTimn phases make it pos~
sible to demonstrate that the obsarved changes in behavior are due to the
specific treatment procedures used and not to changes in teacher or student
expectations, special attention given to the student, or other Hawthorne
effects. This empirical support has generated a great degal of Interest in
behavior modification approaches to classroom management, and a good deal of
acceptance. Even so, few teachars are willing to commit themselves to this

approach as a basic or exclusiva method of manaaing the classroom, Thers are

saeveral reasons for this.
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With respect to the principle of rewarding deslrable b@hav}@r,,fhe prob-
lem is partly philosophical. Eeh;viarisfic approaches are opposed by human-
ists and others who see them as mechanistic and maﬁlpulaTive. Insfeaé of us= «
ing animal training methods, they argue, we should davelop students' intrin-
sic motivation through Su:ﬁ methods as building novalty and interest into the
gufﬁiculum. mode | ing enjéyménf of !éarnlng and achlev%mén* motivation, and
helping students to see énﬂ aipreciate their own graowth In Knowledge and Ski||5‘iq
Lately, this fine of Think}ng.hag begun to acquire some empirical support.
Deci (1976) and many others have shown that the Introduction of exfriﬁsié re-
wards for performance tharparfiéular behavior reduces Intrinsic motivation
to perform. that same behavior, so that sustained performance in the future be-
comes depeﬁdenf upon axfrinéic reinforcement. )

This research is not as damaging to the behaviaristic position as it may
seem at first, asaDeéi himsel f has noted. For, ona thing, It concerns the
introduction of extrinsic reiﬂfarﬁérs when people are already perférminé de~
sired behaviers., Behavior modifiers would not call for Th@ introduction of
additional reinforcers in situations like *his (alfhough thay would infer that
the ‘people wareibeiné reinforced in some wéy rather than working on "intrinsic
motivation," and would suggest a sysfemaficfana|ysls to Identify the rein-
forcers in operation). Instead, they would call for the use of reinforcers
where desired behavior does not presently exist (presumably for lack of Suf; N
ficient motivation, Infriﬁsii or otherwise). In weighing The appropriateness
of potential reinfarcers, they would be concerned primarily with their effec-
Fiveness in motivating and sustaining desired behavlor, nat with such dis-
Tinifjans as intrinsic vs. extrinsic or concrete vs. symboll¢. As a practical

L
matter, though, they would build info the treatment fading programs to re-
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duce the required frequency and intensity of reinforcement, to swiféh‘*r@m
concrete or immediately consumable reinforcers toward more symbolic Qmasgi
and iﬁ geme#al,gfa minimize the-effort and expense [nvolved in main*ﬁ]ning
the desired behavior,

Eden (1975) has proposed a theory of motivation that helps explain why
axtrinsic reiﬂfaéieméﬂf may be appropriate despite the findings of Degi (1975)
and others. Edé; 61975) postulates fhé{p;féf a particular person in a given
a4 fuation, certain motives are relevant but others are rot, and that fhe mo-
tivational effects of behaviorai consequences wli| depend. upon the relevance
of those consequences o fﬁe méfivez operating at the time. Thus, aftention
and praisé from the teacher will be positively motivating for students who de~
slre this and try to Qéf It through carefui work on their assignments, but not
for students whose primary motivation fn y@rking-on assignments is TG tinish
TJEm so that they can go o the 5éiencevcenfer and use the mlcroscope.

So far, this is just a re-statement of the well~known fact that there are
individual diffgrencesvin attraction to particular potential reinforsoars, How-

avar, Eden adds the interesting idea that reinforcers congruent with operating

“ nmfivéfi@nalifysfémé will have a stronq positive effect on net motivation,
Bhut that reinforcers not §angruen+ with operating motivational systams will

nave a slight negative effeci on net motivation. This theory nicely accomma:-

dates both the studles I1lustrating the effectiveness of extrinsic raintorcers
and the studies Indicating that presentation of extrinsic reinforcars when
intrinsic motivation has been In effect will reduce ‘nirinsic motivatien, |+
nlso indicater why behavioristic approaches or other approaches fthat Jepend

on oxtrinsic motivation can be appropriate when infrinsic motivation fs not

prasent. 1T does not resolve the philosophical | sue, hcoever. It 78 still

o4
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DuLsible to arque, and many will, That the appropricte course of gotion in
such -+ itupations is to build intrinsic motivation, tob inte duce extrinsic

Foinforcers

Philosophical concern  about the tong term effects of behavior moditi-

cation approaches is compounded by the fact that the otherwise impressive

rosearch on behavior modification in the Claseroom bhas been voery weak on

fol low up evaluation. Few studies have tried to evaluate the success of be-

haviorictic 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 (Cmery & Marhotin, 1977; Clar=
icio A McCoy, 1976).
Furthermore, behavior modifiers themselves report problems with rein-

forcer satiation (Safer & Allen, 1976); over timo, most reinforcers lose

their appeal and thus their power o motivate hohavior. Thie typically is

nat a problem in short-term case studies. lThey do not last long enough for
the reinforcers to lose their attractiveness, and, ironically, the

removal of reinforcers during the extinclion phase protably enhances their
rainforcing power when they are re-iniroduced later. Also, case studies

deal with a specific individual, and ruinforcers known to be effective with

that individual can be prescribed. The 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 students, so a token
economy must be set up, which includes a "menu" of reinforcers sufficiently

and combat satiation. Even so,

varied to accommodate individual differanc

¢ satiation typically require periodic infusion of new reinforcers

st
I
=]
\
[
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gt MHine faning'" of the economy to make some reinforcers choaper (Phus more
hiractive) and others more expensive (fo retard satiation). Even if soch pro-
blam, could ba resolved, expense and bookkeeping demands would prohibit use of
token economies in most classrooms

tmery and Marholin (1977), writing within the tradition of applied be-

havior analysis, declare that such problems will never be resclved. They

arcue that, by definition, behavior analysis techniques apply to individuals,

4

not groups.  They also mention another reason why behavior modification studies
have not been convincing, despite positive results: the farget behaviors typi-
cally are trivial ones, selected because they arc o3y to identify and measure.,
A related point s that many studies have involved preschool or early elemen-
Fary schoul children, who present less serious problems and are more respon-

sive fo reinforcement by the teacher than older students.

=

In a typical study, teacher praise, aold stars, or candy is used 1o shape
such behaviors as raising the hand rather than calling out answers, volunteering

rather than remaining passive during recitation, or remaining in the seat

i

I

Juring work perieds. Although convincing on their own terms, demonstrations
Pttt sach reinforcers can be used to shape these relatively trivial behaviors

rs. Some behavior

L

L(

in pliable young students are not very impressive to educatc
modifizrs have recognized this and developed methods for shaping positive

task involvement and other achizvement-related behaviors, including methods

\U“(

that do not require elaborate token economies (¢ f. Spaulding, in pre

e

%o far, though, there is no QﬂVlﬂLlﬂq ovidence of the effectiveness of be-
havioristic approaches for dealing with serious misbehavior of older students

witrin the rormal classroom setting,

ERIC |
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Ther probiem seem . to be one of feasibility rather than principle. Be-
havior modification systems have worked effectively in such settings as de-
Fention homes and prisons, where neither the benaviors nor The individuals
involved wore easily controlled. However, the authorities in such institu-
tions have access to very powerful reinforcers, ard they control the inmates

24 hours a doy.  Teachers are much more |imited in their accrss to reinfor-

e

cars powerful enauqh to shape student behavior. Their potential influence

i5 limited even at the kindergarten level, and it probably is reduced some-
what - :ch year thereafter. In any case, the feasibility of behaviot modifi-
cation approaches for controlling student conduct is determined in part by

yrre many other

)

the reinforcement options available to the teacher. There ¢

oractical questions dealing with the application of behavior modification

‘Il'(

principles, and these will be discussed in the following sections

reinforcer is anything that wiltl in-

According to behavioristic theory,

crease the frequency of a behavior when access to the reinforcer is made con=

tingent upon performance of the beha ior ( Premack, 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 &
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Allen, 1976), composed of items or
most students. None will motivate all students, however, and it is not possi-
bie 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

cffects at all, and others may actually function as punishment for particular



These considerations are mantionad by almost ovory welTer dealing with
classroom applications of behavior modification techniques, but fthey are easi-
ly torgotten when attention turns to applic afiDn‘pFE5€FiDTiDHS. 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
facl, fhey are probably much less rewarding than commonly balieved. Many stu-
dunts find SEESES! attention or recognition from the teachar to be embarrass-
ing or threatening rather than rewarding. Even where it does function as a

reinforcer, it is unlikely to be very powerful, because few students have strong

omotional investment in their teachers , especially after fhe early primary grades.

I

Even where toachers do have the puTPnflal to FElﬂerfﬁ students through
Fheir own personal actions, good intentions alone are not enough. Praise, for
ewample, is unlikely to reinforce effectively unless it is (1) sincere (ideally,
spontancous), @) adapted in form and infensity to the specific accomp ! ishments

in auastion (no qushing over ftrivia), (3) adapted to the preferences of the in-

- praise but appreciate senti-

ﬂ .

dividual (some students cringe in response to publi
ments expressed privately), and (4} specific in deéc#ibing exactiy whal the student

Jid that was praiseworthy (Cood &  Srophy, 1977, 1978; 0'Leary & o'leary, 1977).

Cartain types of "praise'" commonly given as ex amples of reinforcement in

(A
(Rl

the classroom do not satisfy one or more of these criteria. One iarge c clas

ST
[

[

[

of cxamples involves praining students who are behaving appropriately while

5imul taneously trying to ignore others who are behaving inappropriately. This
technique is offen recommended becouse il seems TO invoive application of the
reinforcement and extinction principles, and also seems fo take advantage of

the vicarious reinforcement principle (individuals observing others being re-

inforced for narticular behavior are likely to behave that way themselves, in

Q ) 5553
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hopes of being reinforced similariy). The problem is that this teacher be-
havior is almost no ur rainforcing. - First, the praise  involved is seldom
really prgiié‘af all. It Is nolt spontaneous, the target behavicrs are 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

to commuricate 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- succeed because it causes

embarrassment, even humiliation, to the students singled out for attention.
Another common class of misquided reinforcement attempts involves praise

or attention to inhibited or anxious students who hesitate to raise their hand

i
bwt
]

or contribute to a discussion. [t does seem Important to try to make the

W]

perience ss 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 discussions, but it does not
seem wise to specifically call attention to the fact that They have decided
to contribute (such as by praising this specifically or making well-meaning
but unfortunate comments |ike "See, now fthat wasn't so hard, was pten

Calling public attention fo progress made by these fypeé of 5*udemfs is

likely to backfire by greatly increasing their anxiety und reducing their will-

[

ingness to take risks in the future. in public, it is probably much more ef-
“fective to shape their behavior using methods |ikely to elicit and condition
desired responses (Blank, 1973), and confine reinforcement attempts to private
inferactions. Wifth students for whom anxiety cr inhibition interfere with

learning, teachers can discuss the times and ¢ircumstances when the students

will risk participation and find out what feacher behavior would te appropriate

3
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when they do participate. After students try out new behavior, teachers can,
in private, point out progress and note ifts fou;f;,ﬂﬂﬂd can teach Théze stu-
dents self-reinforcement technigues.

Unfortunately, the term "Féiﬂf@féEmenf" is widaly taken to refer to clearly
exirinsic reinforcers such as edible treats, free time, opportunitics to play
with desired toys, tokens om money, or social rewards such as teacher attention,
praise, or symbols of success (o.g., 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). Recall that Kounin (1970)
found that variety and challenge in seatwork assignments weie important for
keeping students actively engaged in such assignments over significant periods
of time,

Helping students to set and meet personal goals also seems to be important
in gnébling them to obtain rginforcem&nf from school activities. Rosswork (1977)
found that the setting of goals, especially specific difficult goals, was more
effective Ihan monetary incentives in producing high levels of péﬁf@Fmancai It
was alsc 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 iﬁcénfives
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
=tudents were asked to rank rewards for desirability and effectiveness. The
students ranked the opportunity to ieach a personal goal first, followed by:

school scholarships; compl iments and encouragement from friends; being accepted
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as a person or having their opinions sought; trophice, certificates, madals,
and ribbons; job-related physical rewards such as raisos and vacations; spe-
cial privifeges or responsibilities: formal fetters of recognition or appra-
ciation; having their names printed In the newspapers or repecated on a loud
speaker; tTeacher or amﬁluyér comp!iments and encouragement; money for specific
accomp | ishments; parties, plcnics, trips, or banquets; election to office; be-
ing chosen fo be on special programs; or being fhg winner in a contest. Thus,
not only was personal goal attainment ranked first, but rewards such as peer

gfeeh and symbo!lc recognition were ranked above te acher praise and sevéeral
rafegor| s of concrete rewards.

Probably because of the emphasis on extrinsic rewards, Téachefs did not
predict this. When asked to rank the same list, teachers pla{ed reaching pe
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 Th?f Thp;r pralbe is ﬁof very ralnforcnnq to
most students even though it is stressed so widely. |

These data from Ware's study are provocative. They require replication
with elementary school sﬁpdénfs before they can be safely generalized to this

population, but they do underscore a point that we wish to stress with respect
to reinforcement: We do not know enough about what is reinforcing fo students.

Systematic research on the topic may reveal surprising additions to the usual

lists of reinforcers, and surprising exceptions to and qualifications upon
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some of our present assumptions.

Whatever the rewards usad, il is important for teachers lo make sure that
they actually do function as reinforcers by motivating students to increasc
their rates of desired behavior. Praise or symbolic rewards |ike stars and
smiling faces may be effective, but if not, other reinforcers will be needed.
In addition to the commonly mentioned material rewirds, these can include
such things as opportunity to be first in the lunch line, opportunity fto per-
form tasks that students enjoy performing, opportunity to make any kind of
choice that the student conciders fto be important, extra opportunities to use
the library, and a gﬁéaf'many other things not often thought of as reinforcers

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 ftrying fo apply the principle in the
classroom. Certain misbehaviors are ftoo disruptive or dangerous fé be‘ignorédi
Some students interpret lack of overt disapproval as approval, assuming that
anything not explicitly disapproved is acceptable. More generally, it is con-
trary to common and expected practice to ignore open defiance, obscenitizs,
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
an, is completely unable to-cope with it, or just doesn't care.

‘Even when effective, ignoring Is never effective by iTSeI%; it must be

~coupled with reinforcement of desired behavior (0'Leary & O'lLeary, 1977).
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Used in combination, teacher rainforcement (attention and praise) and ex-
tinction (ianoring) can be effactive, but only tor those students and bé—
haviors that are under the rontrol of reinforc. ment fFQm Thafjeagher in the
first place. lgnoring will have no effect on behaviors reinforced by peers,

r example. C@nsideﬁing that relatively few problems of student misbehavior

o

o

f
nccur because the student is seeking reinforcement from the teacher, it is
clear that ignoring is not often an appropriate teacher response ecven though
i1 i recommended widely.

Tanner (1978) suggests tour criteria for determining when ignoring is

appropriate: (1) The problem is momentary, (2) it is not serious or dangeraus,'(35

drawing attention to it would disrupt fhe class, and (4) the 5tudéﬁ1 involved is.
wsually well behaved. These criteria, along with the findings of Kounin (197@);'
lcave little rocm for the systematic use Df‘ignoriﬂg in an attempt To'exfinguish
misbehavior that is nontrivial and persistfent. Kounin's work suggests that
some kind of comment or signal to the inattentive students is necessary when-
éver 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, oi
who do not know why they are being igﬁ@red, may keep redoubling their éffoffs
to get attention by becoming more and more disruptive. Brief explanations fo
such students probaEly are much more effective than waiting for them to become
conditioned through repeated frustration. A fiat policy of iénaring 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 ftimes and

will not be able to make any progress uﬁfi] they get i+. Here again, teachers
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who oltack wuch problems in more positive ways are likely To be more success-
ful Than those who try to eliminate them through ignoring, (For cxample, the
teacher can privately explain to such students abouf the behaviors of con-
cern and their consaquences for both teecher and student. Then, they can plaﬂ
together how the students can determine on their own whether or not thoy actu-

ally need help.)

Punx;hm&nr

Part of the over-emphasis on extinction or {anoring scems to have re-

sulted from a desire to avoid recommending punishment. O'Leary and 0'leary

(t377) and other behavior modifiers defend punishment a« a useful and often

appropriate technique, although they ure careful fo stress that its effective-

ness 15 Himited fo inhibiting undesired behavior. Punishment is not useful

for eliciting or shaping desired behavicr, so that it should be used only as

have failed, and only in connection

T

\U"(

¢ last resort when more positive metho

with positive methods that will elicit desired bechavior at the same time pun-

ishment % inhibiting undesired behavior.

Good and Brophy. (1977,1978) a%gu“ against the use of physical puﬂiSh%EﬁTj
sfrong personal Cﬂﬁdémnaffﬂﬂ, 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 offendars to re-

blish normal status by makihg positive commitinents or ﬁﬁﬁfng positive

asta

actions. O'Leary and O'Leary (1977) provide similar guidelines: Use punish-
mant sparingly, make it clear to students th they are being punished, Drévide
alfarqéfive 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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as soft reprimands, reprimands coupled with praise or prompting for appro-
priate behavior, ;@cial isolation, and response cost, -

As with reinforcement, it Is easier to list problems to avoid than it is
tu be prescriptive In talking abouf punishment. Punishments must be defined
circularly juws a§ rewards are, because of important individual aﬁd situation-
al differences. Presumed "puﬂishmén+5” uften function as Fewaﬁdz(é.g., the studen
who misbehaves in wopeos of getting suspended). There is no "response cost"

i f the presumed reinforcer taken away from T%e student was not desired in the
first place. There is no punishment when teachers reprimand students who act-
ually enjoy the experience because they enjoy needl ing the teacher o because
They‘gef peer reinforcement for having been "punished.” On the ofher hand,

avents that appéar fﬁiviail*o adults can function as important punishments to

students: being last in lunch line, being held up jusi long enough after

scheol to miss going home with friends, sitting in one place rather than an- 3
other.

Clearly, a functional analysis is needed to determine whether presumed

punishments really are functioning as punishments by inhibiling undesired be-

aects of various

havior. This, along with consideration of possible side effec

: , , 7 Vo
punishments, needs to be taken info consideration in deciding whether particu-
lar punishments are appropriate. Even- more fundamental is the notion that

punishment is likely to be effective only when used as = last resort method

within a larger prob|9m-ﬁoivfﬁg approach that stresses positive ne thods. In

+he classroom, and with humans generally, these ~onsiderations appear to be

much more iﬁQ@rfaﬂf than such matters as whether punishment i%,de!iVEFéd2§Uﬁing
e ’ o . < i

or after the behavior being punished.

Topics dealing with the timing and Szheduliﬁg‘of punishment are often

[~
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addressed in theoretically-oriented behavioristic rescarch, typically con-
~duetend with animals.  As a-result, behavoristically basnd sources of advice
for teachers sometimes state that punishment will be more effective when it
‘ultows immediately after a transqression rather than when it Is delayed, or
that it will be more effective if it comes early in a seauence of undesired
behavior rather than after complétion of the sequence. FPrinciples of vhis
kind do seemto have some application for shaping animal behavior, it they
are of doubtful relevance to the classroom, or lo human learning generally,
Hoere, punishment is a last resort method for QQrbing undesired behavior, not
g basic method of shaping desired behavior., The child-rearing |iterature
indicates vary clearly that punishment-=oriented approaches to socialization
Jo not succeed (Brophy, 1977), and classroom research indicates that punish-
ment works best with the students who need it the legsT (Kounin, 1970).

Where punishment is necessary, it seams to be most effective when it has

the characteristics described earlier. These characteristics heip students
who are punished to recogmize that they have brougini punishmeni upon trem-

selves Throagh thelr own behavior, and that they will need to make a commit-

£

ment to change if they wish to avoid punishment in the tuture. Concerning

the timing of punishment, Redl (1966) contributes the intereshing notion that
teachers should wait for the optimal! moment rather than try tfo p@ﬂi%h as
quickly as possiblc af%EF the transgression, at least in situations where stu-

dents are emotionally upset. The -idea is that punishing students while they

d angry may only increase their alienation, whereas waiting until

o

fhéy are calmed down enough to listen to input but still concerned about the \
LY 5"!.‘!

Y

A

P 7 /o 7 ) v
problem might he much mora effective.
ef"'s o L ow ) . f L .
Furfher reflection on this example leads back to the notion fthal . punish- -

-

ment is at best on|y a partial: X
2 i L ’ . ~ . . ;

solution.. Teachers dp not have sufficient con-
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trol over students! lives to allow them to use punishment very cffectively
aven if they wanted to, and the kind of control actieved in the labsratory
through pinpoint scheduling and delivery of punishment 1o simply out of the
question In the classroom. lastead, they must help students develop inner
controls, using a combination of instruction, modeling, development of in-
sight, environmental engineering, and pSycﬁthefapy. Funishment may be neceo-
sary to enforce limits, but by Itself it will not shape desired behavior.

This point is common to most theories, well supparted by the research,
widely stated and emphasized in works on classrcom management, and self evi-
dent to most people who hear it. Yet, surveys and inrgrviéws with school ad=
ministrators and teachers reqularly reveal ar, emphasis on negative and coercive
methods rather than instruction and positive reinforcement (5Shipman, [968;

Def laminis, 1975). Why should this be? Undoubtedly, some of It is affificiai,
resulting from the kinds of quésfians usually asked in such surveys (the re- |
spondent is to tell how to deal with flagrant misbehavior in the immédia}e sit-
uation, rafﬁgf than to describe a general strategy for dealing wifhlfhaf type

of problem stucent). Also, there is a general cultural lag in assimpilating

scientific knowledge (parents tend to be coercion-oriented in thinking about

.socizrizing their children, and the findings from school administrators and

teachers can be taken as reflective of the culture at large rather than, as

unique to educators).

At least part of the coercion orientation of school administrators and
teacher ppear; to be legitimate, however, and base%fan the fact that they

el

faiﬁ problems not typically ‘'encountered by parenTS; caungelarz. DF fheraplsfg

! ‘s

“~Most teacher interactions with students occur in the claggro0m,vwhere teachers

must simultaneously concern themselves not only with the needs of a particular

disturbed student, but the ﬂéEdS of 25 or 30 others.
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This fact must Lo Taken into account In trying to quneiralize principles
deecived from oxpericnce in one=to-one situations to the slaserocm.  No mat fer
how vommni Tted Teachers may be to promol ing the general mental health and hap-
pinuss of their students, they often must subordinate fong-run goals to shor! -
ferm prossures. A certain amount of regimentation 15 required, and certain
fimits have to be established and enforeed, 1F Tl class as o whole s to make
rodsonable academic progress.  Much of the advice to teachers that is based
on learning in the laboratory, socialization in thoe home, or freatment in the

counselor's office does -not tuke into account these & 5 f the teacher's

L
=
=,
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Situalivn, and consequently is not very roalistic
In fact, many sources arc over 'y Qdealistic, implying that reachers can

and chonld act at all times like an individual psychotherapist., Uifeclive
%

Foucher education will iocla”r quidel ines for what kinds of regimentation and

cocrcjon ai - appropriate.
This should not be taken fo mean that any forms of punishment are appro-

priate, however. Opposition to certain kinds of punishment is persistent and

apparently well-founded. One of these i physicai punishment. Many writers

oppose it on philosophical grounds, and most others oppose it simply be

it does not appear to be very effective. In fact, the literature on child

dave lopment and socialization Tndicates that it is notably in éffééflvg when

used frequently (Brophy, 1977). Yet, many school administrotors and teachers

still use it, and many others want to ratain the option of doing so, "just in

3

case." These groups argue that it is sometimes necessary, and that even where

it is not, the threat of it is useful in restraining serious problems. There
is =om: evidence against these assertions, and none supporting them, but they

persist as part of the lore of the schools. As long &' *hey do persist, the

Ll
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paddle can be expected to remain with us.

A less intenslively debated but equaily persistent issue is group vs.
indivfdual punishéénf. [f the entire class or a subgroup of it is subject 1o
punishment because of the misbehavior of an individual, the motivating power
of individual punishment can be augmented by motivation from peer pressure.
Some wrifers ﬁecomngnd'fhislfechnique for use In exfreme éa5es; because The
peer prussure generated can be very powerful. Like physical punishment, hqws
e?ar, this technique is very difficult to use effectively even if there are
no ethical objections to «t, and the undesired side effec*s'ére likely to out-
weigh any positive effects. For one thing, this technique éorces 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 refusfﬁg
+o blame the classmate if group punishment %5 applied. Even where students do
go along with the teacher and pressure the clas.mate, the technique engenders
hostility and resentment in the farget student and perhaps unhealthy attitudes
in the other students as well. The target student may become the class scape-
goat or suffer verbal or even physical aggression from classmates. |

Educationally oriented diésussians of behavioristic approaches typically
characterize the philosophy of hehaviorism and the objections to it, define
principles, and give familiar examplesf\ We have tcuched only lightly on the
philosophical issues, because they are wel l=kiown &nd require no repetition
here. Further, instead of characterizing behaviorisi®c approaches in ways
that maximize the contrast between them and other approaches, we have concen=
trated upon classroom applicarions, especially upon what we believe to be

!
serious practical prattem: o implem9ﬁ+in§ the principles of reinforcement,

extinction, and punishment. Although much more knowledge is needed, we be-

6y



lieve That a great deal of information Is presertly 3va’lable about how
these prinéiples can be implemented effectively in the classroom. Extendéd
discussicn and examples can be found in Brown, i%7:; Clarizio and McCoy, 1976;

and Brophy, 1977, 1978; Krumboltz and irumb. !tz, '"/2; and O'Leary and

!
[n]
O
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Recent Innovations In Behavioristic Approache.

Early appiicafions of behavi@ﬁ analysis based on laboratury results toften
with animals) revealed a uniéue mixture of strengths .ind weaknesses. Strengths
inleded the explicit theory and r?gh empirical fradition behind the recommend-
ed techniques, which made the approaéh much more systematic than the tradition-
al "bag of tricks" approach, as weil as a number of features that appealed to
teachers and teacher educators. Even though certain higﬁly specific techniques
were used, a problem solving and empirical crientation remained dominant. If
the techniques did not work, the standard gﬁbﬁéduﬁe was to aﬁalyzé the situa-’
tion to find out the problem, and then adapt accordingly. This ideology probably

helps teachers as much or more than specific techniques, because it aids them:

to remain calm and analytical and avoid becoming frusirated when notable pro

gress does not occur quickly,

Behavioristic mathods put the feacher in the role of impersonal helper
rather than authority figure, and in general, the stress is Qﬁ behavior and Its
consequences rather than on the personalities involved. Partial pragﬁegs'ileaf§
ly is viewed as progress, not failure. and the record keeping routinely includ-
aed in behavior analysis applications makes it likely that such progress will
be noticed and recorded. In combination, the ideology and tools of this sys=
tematic approach can hélp teachers and students break vicious cycles of Inap-

propriate action and reaciion and move them toward problem solution,

ERIC T
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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 probablv was the main
reason for the overblown stress on ignoring (extinction), for example. An-
other persistent problem is cost, in time and effort as well as money. Méni
reinforcers must be purchased, and consumables musf be replenished periodically.
Student time spent with reinforcers is ftime lost from studies, although be=
havior modifiers have argued effectively that this is offset by greater learn-
ing efficiency during the times that students in their programs.are working on
tasks. A great deal of teacher time and trouble is devoted Té 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
%eazhefz keep records. Students who are alienated from and largely independ-
ent of adult aﬁfharify are difficult to treat effectively with behavior modi-
fication approaches because teachers do not control enough reiﬁf@rCEﬁs to
effectively shape their behavior (although such students are not effeactively
handled by other +echniqua§; either). This is not so much a problem in ele—
mentary schools as it is later, but it does occur.

-(Perhaps the gréafeéf problem is the lack of convincing evidence ThaT'éhQrf
term gains generalize to other settings and persist over time. The education-
al esfabliséﬁenf might be willing to find ways fo deal with the practical prob-
lems if behavfgﬁ modi fiers could produce convincing evidence of generalization
and permanence of improvements produced with their methods, but so far this

has not occurred, and vhe prevalling Dpini@nris that such improvements tend

to be situational and iransitoiy. Several recent developments in behavior modi-
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fication have addressed one or more of these problems.

One of these has 'een the token economy. Accurding to O'Leary and O'lLeary
(1977), token r in: ement systems include: A set of ingfru&fi@hs to the stu-
dents about ber.. 3 to be reinfaéced; a means of making péfenfially rein-
forcing stimuli (tokens) contingent upon student behavior; and a set of rules

governing the exchange ot these tokens for backup reinforcers. . The reinforcers

f-ee time, recess, or spewial priviieges.

Token sysfamé have many édvaﬁfagez over systems involving presentation of
the actual rewards Immediately upon c0m§|efioﬂ of the contingent behavior,
First, they allow for individual differences in response to various reinforcers
and for satiation on particular reinforcers, and they allow students to exer-

some choice over how to spend thelr accumulated points. The system may

[
T

ci
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

Vo , ,
or other .ymbols in a notebook, punching heles in a card carried by the student,

o

r any of several other ways that allcow tor oruerly record keeping.
Prosentation 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 reinforcers
inmediafe]y! This is believed to be good for students because it accustoms
thom to working for symbolic rewards and delaying gratification, and it bene-
fits teachers by enabling them to schedule work times énd reinforcement times
in more systematic and orderly ways. Tel.on systems have been used successfully

in hospitals and other treatment institutions, and occasionally in ordinary

classrooms (Thompson, 1974 Safer & Allen, 1976). There are two primary ob-
p ' ; s
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jECTi@ﬁS‘fd them, one phfl@sophical and one praéficgl;

Many object fto token systems on the grounds that They bribe students to
learn, O'Leary and O'Leary (1977) note that "bribe" hés a vaéiéfy of mean-
ings, some of which apply and some do not. The term clearly does not apély
with the connotation of affempfﬁng to influence people for dishonest or il-.
lagalapurpazézi 11 is true, however, that token systems fit anotier defini-
tion o* bribery, the dispensing of gifts to influence people's judgments or
behaviors. Pzople who strongly object to this én principle willvnaf want to

use token 1. nforcament systems. The issue of bribery is discussed in detail

by O'Leary, Pouios, and Devine (1971).

The practical v jzctinp 4o token ~y;stems is time and trouble. Safer and
- # N

Allen (1976) cite several refEfencés supporting token economies in the class- ]
room and recommend the technique themselves, but they includé tiv: following .

as minimum requirements: Teacher training seminars during the summer, special
teacher assistants available for 60-90 minutes a day T@‘help with paperwork;
backup caﬁsglfa$ion 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 is
};Eﬁthad; because points are accumulated and spent continuously and because

the e:anoﬁy must be adjusted periodically to prevent students from accumulating
"wealth" that enables them to become independent of the motivational functions
of the system. Safer and Allen argue that fékénrézéhémiES are cost effective

i f the expected improvements in student achievement and conduct aﬁegfaken Into
account, but few will agree with this assessment,

Another technique that has seen mu:h.recenf developnent and Jdissemination

i contingency contracting. 1iis technique also allows teachers to individual-
ingency co acting
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ize arrangements with separate students, and It is more practical becéuéa it
places more emphasis on student responsibilities and less on one-to-one re-
lationships between speci‘ic accomp | ishments and reinf@rcemen%.‘ This makes
it less powerful as a behavior modification technique, but one that is well
suited to normal classes and students (;ifhauf too many serious behavior prob-
lems). g

Contracts typically specify the work egpe:fed of the student during a déy
or a week, but leave it up to the student when and how the work should be ac-
complished. Contracts can also specify conduct impﬁDVém&ﬁTS‘iﬁsTéad of or i%
addition to work expectations. The degree to which contract Sysfems_funcfion
as behavior modification daviges depeﬁds m@sfly on the &énséquen:es ésfabfished
for success or failure in honoring the contract. To the gxtent that reinfor-
cers are powerful and the contracts deal with specific behaviors to be accom-
plished during short time éari@ds; contracting systems become m@dif}cafi@ﬂs of
token econémy systems. To the extent that the contracts deal with longer pérﬂ
iods of time, such as a week, and do not involve strong emphasis on reinforcers,
they are more similar to *fédiTiaﬂal'man§gémenT systems than to typical be-
havior m@dificé%iOﬁ SYSTEmS: Many teachers who do not ?évor other aspects of

behavior modification do empioy contract systems, because: (1) they provide

time at school; (2) the formal inclusion of certain responsibilities in con-

tracts helps to underscore their importance and reminds-the students of them;

L

W

(3) contracts can provide some needed structure for students who are distrac-
tible. In fact, many teachers use contracts mostly just for these students,
confining them initially to shorl time periods and short lists of tasks and

displaying them prominently on or near the students' desk, where they can be



" the contract come about, because the negotiation process and the contract if?-"

referred to for reminders or instruction.

If handled pﬁapérly;,scﬁfraéfs can alsc be very useful in dealing with
students who are poorly motivated or resistant to school work or the feaéhéf;
With these students, teachers can incluéa a period of negotiation prior to
the finalizjngiof contracts, in which students will be given the opportunity
to make suggestions and to state whether or not they think Thé ﬂemaﬁds are |
fair and FeaSSnablei- Assuming that agreement Is reached, such students are

probably more likely to Eeep these contracts than they would be to keep less

formal ized agreements in which they were involved only as passive receivers

of orders. There are more benefits later when the consequences mentioned’ in
sel f make it likely that sfudanfszwill af*ribu+e»canséqueﬂces to their own
behavior rather Than.begln to rationalize or project iéappr@pria#e motives
to the teacher, |

Contracting involves elements of self control, self management, and self
iﬁ5+ruCTiDh, all of which are Eléméﬂf? nf recent developments Included in

cognitive behavior m@@jficﬁfjpn (Me  aenbaum; 1977) . This has been a move-

ment by a new generation.of behavior m@dff}éfs working » thin the generalvfﬁas.
dition but sﬁiffiﬁg emphasis away from concepts and methods i .re appropriate

to animal research or spc~ialized applications with severely disordered and
i%sfifufianalizad humans, and Téward concepts and methods appropriate f@rrmégfly
normal and healthy humans In natural settings, especially schools. included

in this movement are the récagﬁifion that attention must be pald to cognition
(thinking and subjective experience generally) in addition to behavior when
dealing with humans, and a shift in emphasis from controlling behavior mostly

through conditioning using extrinsic reinforcers, to controlling behavior
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m@sfly.fhf@ugh rational goal setting, planning, and self instruction. Much
has been borrowed frém cognitive learning theory and from various humanisficp
existential, aﬁd'even psychadyna@ié fép}oaches to psychothe~apy. The new

’ f‘l’ec:hniques developed from this rapprochment seem to be especiéllx valu-

able to teachers, both because they seem more practical and because they are
largely free of the artificial and QfTEﬂéphi!GSéphiGa]ly objectionable ele-
ments of external manipulation that have plagued behéviorisfic approaches in
the past. Many of the techniques are adaptations cftmefhcés ar{ginaily used
with disordered individuals in clinical settings, buf they are appropriate
‘for teachers working with ordinary sfudenfsi

One technique, popularized by MéjchEﬂbaum and afﬁersj é@mbines model ing
with verbalized self instructions. Alfhough modeling is widely recognized
as a pcw%}ful tool, early behavioristic applications of it were |imited in
effectiveness becéuge the models confined themselves to physical demonstra-
Ti@ng of behavior without verbalizations. This is not well suited fo class-
rooms, where there is much more emphasislén thinking than on behavior (typi-
;ally; 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, as it is usuvally 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 fh%@ugh the processes involved while verbalizing aloud their thoughts
and especially their instr.ctions to themselves. They "tel! fhémSG!VE% what

to do" and +heh do it. 'Expasure to this kind of modeling has proved effective

P43)
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in teaching students fo respond to Coénifive tasks .thoughtfully and analy- -
tically rather than impulsively (Méichenbaum & Gaodmén,-l%?l). There

appear to be a great many other applicaf?@ns of this method, including

teaching behavioral self control in addition o more cognitive problem solv-

ing strategies.

Even wiThout such modeling, self instructional frainiﬁg has been used
for a variety of purposrs applicable to the GIESSFéDm, often iﬁ combination
with desensitization or relaxation procedures borrowed from clinical pfa:fizé.;
Robin, Schneider, and Dolnick (IE?ES have developed Ther"Tur*le"iTéchnique
that teachers can teach to ch}ldren to hefp 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 énd 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
inappvépﬁiafe behavior and think about CDﬂSfFUETLYE solutions to the problem.
I+ also helps them to gradual ly relax while Thé& think about alternatives.

The "turtle position™ actually is not essential; training children to deiay
impulsive responding in favaqnof relaxinc et thinking about constructive
alternatives is the key to success. H@weber, 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 bé able to delay successfully if nof given some
;iﬂd of prescription about what exactly to do when angry.

Daésensifizingrand/OF relaxation treatments héve been Qsed successful ly
with children who have strong tears or anxieties. These are offen combined
with self-instructional elements as well, to provide the children with pre-
scriptions for active respcnes vhen upset in addition to fraining in emotional

control. \ ol
, . f”
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Many recent applications of behavior modification are éééigﬂgd i@,ﬁéip
students cope more effecfingy *hFﬁQEWHbETfEF se| f-control. Typicalf?ﬁ”??%se
appréachég involve one br more of four aspects of Self;gan+ral %Glyhn, Thémas,
&  Shee, 1973; McLaughlin, 1976): (1)  self :}assessment:cagdenf evaluates
own performance relative to goals or expectations); (2) SET?lre:Qrding (stE
dent keeps record of own relevant behéyi@rs); (3 %élfsdéfermiﬂafian of re-
inforcement (student establishes own contingeancies between own behaviors and
type and amounts of reinforcement; (4) seiffadmiﬁisfraTiOﬂ D% reinforcement
(student reinforces self upon performing con¥%ac+ed behaviors). These methcds
appear to be no more effective than methods relyiég:on gxternally imposed con-
trol (Mclbaughlin, 1976), but they will be more aééé;%abfé to many wgo 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 suc-

cess.. These programs call the students' attention Té their speciflic accom-
plishments and get them to verbalize statements of satisfaction and praise to
themselves for having achieved goals. This helps them to Sée and take pride
in their own accomplishments, recognizing progress and attributing it to Theiﬁ
own efforts rather than to luck, to the feacher, or othar external factors.
Zve trouble control-

Similar self reinforcement can be used with students who p

ling their behavior or keeping classroom rules. They i@é be taught to recognize

and reinforce themselves for progress in this area;ﬁ3nd there is reason to be-

lieve that such self reinforcement assists them in Yearning to spontaneou-ly

behave appropriately.
Many of these salf -instructional approaches also feature self monitoring

and self evaluation. This is one of the advantages of contract systems with

Q 723
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young E#Ldenfs, as menfioned earliere. Regardless af wheThEF canfracfs are .

= \

jfar and eva!uaré

used, hawaver, TeaghE?; can %elp 5+udenfs*+o Iearng¢g mq%

their own acflvfflé? by using checklists, scoring keys, pe,lDdlﬁ Eragrass

*rép@rfs, or aiher dEVICES fhaT cause them. to Qy5+emafical|y assess what thay

have and have not accmmploshed with regpecf to school work or c¢lassroom be~
i

havior goals.  These techniques appear to_have several impar*anféadvaﬁ#ages

and no diiadVanfages other than the relatively minor time. K investment involved:

They place the responsibility on The students four monitorif ‘“§~§§d maﬁagkﬂg

i
their own behavior, but in ways that are likely to be‘infarma1've and attrac-
tive to them; they place the teacher in the ﬁéle of halpér and advisor rather
than authority figure; and they act as consciousness-raising dévices fé help
make students more aware of thenselves and Their‘behavigr, and more iikéiy to
bring it under consciocus cggﬁifivé CQHTFGl;E These advénfageg seem especially
important for teachers worsing with yDung'sTudenfsj pa}+icuiar|y‘+hose whé EFE‘
hyperactive or impulsive, . ‘ /
| Finally, in addition to +}e many applications for reduziﬁg undesired be-
havior, behavior modification apéraacheg have beeﬁ used %D train students to
behave in ways that teachers value and/or that will help them to succeed at

attend=-

school, This includes +réiﬂing in "academicrsurvival skills" such as
ing, following directions, and volunteering to answer questions (Cobb & Hops,
1973, as well as training in prosocial perscnal skills such as inifia;ing in=.
teractions, helping, and sharing”(Caﬁfiedge & Milburn, 1978).

As applications of cognitive behavior modification continue, more and -
more of them oo likely to prove appropriate and valuable fof teachers work-
ing in ordinary classrooms. Many technigues 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 psychologlst or QTQEF resource, person.

| L S ' Lo ,
In general, cognitive behavior modification appears to be a likely source of *

4

.

=

fruitful innovations in classroom fﬁﬁégém&ﬂf and related areas in the coming

- A -
i, years., g
VIl.  Counseling and Psychotherapy Techniques

LY

_Pér‘%nalify thecry and techniques of counseling and psychotherapy are

e

K natural gguﬁceé to draw upon in dgvelaping methods for classroom teachers to
use {ﬁ d;aljﬁg with pvog}em 5+udén¥s. As with beﬁavi@rfsfic approaches, how-
ever, early ~*"amnts at applicgfion were not ver; successful. Most +ecﬁﬁfque5
of usychon- .. . other ear}y forms of intensive individual psych;fhefapy
were not suitable for use with chi|d%en, and they could not be used by teach-
ers busy dealing with an Eﬂfiﬁé class, not just one individual at a time. Also,
most of the stuadent problems that teachers face are more situational and be-
havioral than the neurotic disturbances of primary interest to psychoanalysts.
riém when psychoanalytic esplaﬂa+ians do .seem pertinent (as when a child ap-
pears to be disTuFbed by the haqgéhald changes brought about by the birth of
a new sibling), they seldom point teachers to specific remedial treatments
fhéf they can implement in the classroom. The same is true for the use of
personal ity inveniories and other measurement devicdes such as sociometric in-
terviews or projective tests.

As counseling and psychotherapy became HDFeldiVéFSTfiéd; new Techniqgeg
bagan to appear that were more situational and behavioral, more |limited but
‘JI%Q more specific in intent, and more immediate in their effects. Many of

thase techniques can be used effectively by classroom teachers.

50
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Dreikurs

The wr{fiﬂgg of Rudol f Dreikurs (1968), while still psychpana-
lytic (Adlerian), are intended explicitly faﬁ>f§achers and are much more
applicable in.the classroom thon earlier psychoanalyfigJadapfafionsi Pre-
dictably, Dreikurs sfresses the iﬁp@éfaﬁc& @f'eaﬁly family dynamics for under-
standina <hildren, tracing problems to such sources as’patgn*al over-=ambition
or over=protectiveness and sibling relationships Thé% maka certain children
o] discouraged or inadequate. Dreikurs sees children as reacting to these
contral Themes in their lives, Cgmpenséfiﬂg for feelings of inferiority by

developing a style of life designed to protect self esteem and avoid danger

arvas.  He believes that when children have not worked oot a satisfactory
personal adjustment and plage.in +he group at éiho@li the o will sﬁcw sympto-
matic behavior seeking after cne of four goals (listed in increasing order of
disturbance): attention, power, revenge, or display of inferiority (to get
special service or attention).
© The firs} 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 example, attention seekers will be disruptive and provocative, but they
wil} not openly defy or challenge |ike the power seekers, who in turn will not
_deliberately seek to hurt or torment, |ike the revenge seeckers. Turning to a
different kind of behavici, persistent dependency and nelp seeking will differ

in qdalify and purpose dependina nnon whether i1 is seen in students who merely

want attention or students v ven up attempls fo cope and have opted
te display infe iority and . w5, Drikurs stresses that important
' i clues to the goals sought by individual chitdren Ile in the teacher's emotions

and responsc tendancies.  Where the teacher feels a need to assert power and
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auféﬁ??%y, the student probably is provoking a power stiruggle, and where fhé
teacher fég}% hurt, angry, aﬁd oriented toward getting revenge, the child
pr@babl; %s a revenge seeker. An- important key to responding in fhese stu-
dent QFQVGCETIQns is to recognize that they stem from discouragement and that
respondnng the way the student expecfs will only deepen the prablem

Dreikur; advises teachers to observe problem ETudEﬂfs and diagnose the
meaning of their behavior, and then to explain all of tFis-to the students (not
in the mids*-gf misbehavior, but later in qulet discussion). The teacher |
should stress making students understand the ggals @f their own problem be-
havior, rather than probing for or speculating about presumed causes. -|f the
teacher Is not sure about the goals, it can be helpful to speculate abour +éem‘
and see 1f this strikes a responsive note in the child. fhe rationale for
these discussions is that.-they will provide the chilaren 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 SfrEESEd by Dreikurs include "winning" children by establish=
ing friendly and sincere relationships with them (this iny@lyes both firmness
and kindness), encouraging those who are df;gauraged about *hé]r abilities
(this must be sincere encouragement based on genuine belief n the cﬁilc‘éapaé
tential), maintaining a mature, adult posture when dealing wifh Tgé child, so
as to avoid being drawn into unhealthy pSyZhGléQiEél Qéﬁflicfé, and using the
group o help mold the behavior of individuals. The latter includes building
a democratic classroom afmasphere, uni fying the class, and using class dis-
cussions to halp :hlldﬁen learn to listen, understand themselves .and one an-
_other better, ﬂﬂd help one another, |

Drelkure opposes artificial punishment, but stresses the value of al!ow-
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ing natural consequences of maiadaptive behavior to ooc . The linkage be-
tween the ma 1dant!ve behavior and the unwanted consequences i3 stressed to
the chifd as p o1 of a n e gencral attem.!t to d:.velop insight and build a
witlingness o abandon solf-defeating goals ond make commifments to more

productive onces, These genaral principles, as well as many specific tech-

niques, are illustrated ip +he o ~ase studies inciuded in Drelkurs' writings.
No systematic data are available fo use in evaluating Drelkurs' ideas, buf

Fhey do seem to have face validity (with the possible exception of routinely

interpreting the "hidden meanings" of behavior to students). They also comple-

ment | deas drawn from other approaches (di<cussed below).
L Space Intar . iows

The concept of a |ife space interview was originally develuped by Redl
(1959), another psychoanalytic writer. He used the term to distinguish this
kind of interview from the depth interviawing that goes on as part of individ=-
ual psychotherapy. Originally It referred to interviews with childrarn who
were in therapy that were conducted by their 2achers or other individuals
who wore not the therapist. ‘hese interviews were friggered by specific epi-—

sodes of serious disturbance or misbehavior, and were concentrated upon under-

tanding and problem solving with respect to the incigent in question. Over
time, as the concept was elaborated by Morse (1971) and others, it lost its
association with psychotherapy and ofher treatment teci |quah in soecial set-
tirngs and began to be useu to refer to crisis intervention in the classroom
nanerally.
As described by Morse (1971), the goal of a life space interview is fo

foster adjustment and obiuin a deqgree of behavioral compl iance by providing



Fife paee relief (ooroving the Pife conditions of e o badent, Capesiool by

tho - in the classroom). The need fer such an inferview might ocrur to a
fozcher under almost any circumsiances, but incidents of deflanze o <eriou,
mich avior sften provide the impetus.  The teacher begins by tal«ing to stu-

dents privately, tryin to obtain their perceptions of the incident anc

ovents that led up to it., This provides an opportunity for students to ex-

perience catharsis and ventilation, and for feachers to express intercst and

g dusire to help, as well as to establish a close relstionshic generally. The

d f bring abour~ under-

L

active an. mpathic listening qgexr

W

t o this stage |
1, but net judgment, o = student.

As the inferview proceeds, the teactor seeks to obtai: both o awcurate
and detailed description of what happenes and an indicatic f the maaning ot
the event fo the student. Different students may be upsel about very differ-
ant aspacts of events that seem similtar at first (tor exampie, one may pbe con-
corned primarily about being picked on by peers and unconcerned about the
teacher, while another might be upset :w.lly about being blamed by the teacher).
T e are isolated incidents, but events that cause students to lose contri |
aften are related to a particular vulnerability or concern (humiliation before
ar group, Jjealousy of a specific peer, sensitivity about appearance).

The teacher tries to communicate acceptance of the feelings That the student

i

conveys, without necessarily accepting the actions taken. Doing this well re-

Luires traits like empathy, non-defensiveness, and self assurance. When faced

[

~ith defensivencss on the part of the student, the teacher responds by dealinc

with the feeling behind the defense rather than counter attacking the defense

T
<
(0]
(o'

h.e

B
i~

itself, Value judgments are withheld until a complete understanding is

and cormunicated.

O
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Once this is accomplished, the discussion can move toward deciding what
must be donn.  This involves analysis of the whole siluation to fry to identi~=

fy places where reliel can be provided or changes can br: ‘made. The teacher
offors To work toqether with the student o find ways to prevent repetition
ot fhe problem. The teacher will have tu explain any realistic limits on what

i5 possibio or allowable, but otherwi-n the fwo should plan together. How can
the problems that fed up to rhe Incident be eliminated or reducady  What will
napper | f there is a repetifio of th incident? What should the student do

if aimi - pressures arise in the future ..nd threaten to tecome overwhelming!

i

Hiscussion on these questions continues until specific plans er. deveioped
+thit lave the student with clarity about what can be poected In tne future,
and ideally, with a feeling of support from the feacher in dealing wiili the

problem.. The teacher does this while avoiding moralizing and empty threats,

confining discussion of consequences fto those thal are seriously intended in

the future if there should be a repetition of the U havior.

Within fthis general model, teachers provide additional h Ip ihaet partic-
ular students may need. This inc' “des: (1) helping them to see and accep?
real i *y and abandon some of rheir defensive distortions; (2) showing them
speci fically how their inappr@priafe behavior is self defeating; (3) clari-
“fying values; (4) where necessary, suggesting tools or crutches thai will help

+hem deal with problems in more effective ways than the ones they use now;(s)

nelping students to Think for thomselves and aveld being i1ed into trouble by

othora: (6) helping to drain off anger by expressing sympathy and un ‘erstanding;

(7) helping fhem deal with emotions like panic, rage, or guilt following emo-

tional explosions; (L maintaining opn commun ication; (g) providing rule re-
minders and friendly warnings about likely negative consequences | f vehavior
#

doesn't change; and (10) helping to clarify thinking anu facititate

ERIC R

Aruitoxt provided by Eic:
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fhat stress de. i a

problem students and working theonah it o gain their

their qgenersl adjustmenr.  Good and Brophy

ves virry similar advice in providing gencral quide-

then go on to sugaest cpecific Sechnio oo for
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4t for problem solving with indiviuial students. He has a wide following
mong Teachers, o d survey défa indi~ate that systematic implementation of
his proaram has been associated with reductions in refarrels to the offic.,
fighting, and suspensions (Glasser, 1977)., More - igorous tests of his methodn

4. not available (nor are they for other approaches described In 'his seciion),

The title of the book Schools Without Fallure (1969) Plustra.: s Glasser's
interost in creating a facilitative atmosphers In the .chnol at large, not just
a facilitative teach:.r-student relationwhiip. He stresses that schools and

sible: cheerful and courfevus, communal, open

classrooms be as humanistic as pos
to student inpr* and "o co. unication generally, and vt -rfad >y o niztrators
and toachers who believe that students are capable of exn~rising responsibility

and are prepared to allow them to do so,

"Slasser advocates that classrom rules be established jointly by teachers

J’p

tinas, and rhat additional mestings be held

m

and stivlents during classroom ma

5 needs arise in order to adjust the rules, develop new ones to handle new

et
‘U' i
]

situations, or dsal with problems that have ome up. He recommends that teach-

ader ana giroup member to: not authority fig-

m

»"'\'ﬂl

ers adopt the role of di-cussion le

setting limits only with respect to what Is possible

’U’I

ions,

‘Lﬂ\
‘Lﬂ

ure in These discus
tnin Tha law and the rules of the school. Decisions are to be made by vote

rather than © neqotiation etween the feaciier and the students. This part of

Glasser's approach is not az well- ccepl.J a. 0. prablem solving steps, be-

meny teavher- oppuo.o ol Lluden. se!f-government approach on principle

Lv'h

caus
and many uthers find it overly cumbersome =nd time consuming. Also, ethical
question may bu involved ifclass neetings sing!2 oul individuals for strong

riticism f-cm the group , or if conf."ential material is made public without

permission

8



Glasser's 10=1lcp - proach to dealing with problon stydonts o ot

(i use of his classroum management approach to rule setting, although
Glasser hirsclf stresses the importance of that approach and in any case

incists That rulos must be recognized iy everyone as reasonable and benefi=

Cial Tf they are to bee affective.  Glauser described his approach to disci-

3

Bl

pline as no-nonsense, but also as constructive and non-punitive, 1t involves
mak g clear 10 stutents that thay can and must control Theinselves , and

fol low scheol rules, if they expect to stay in school. Teachers are ewpected
bo dahe o portonal interest in their students and be as friendly and helpful

-, wan, but aluo to s.ell out this rute clearly nd gnfmrge it if neces-
sary. Inere are to be nu'exgepfianz or corwiderations other than Théb& built
into the system.

The firast of C.asser's 10 steps in the process of workimg with students
who are discipline protlems s for ThE‘TEﬁCh%F to select a Student fcr concen-
trated attention and list typical reactions o the student's disruptive be-

1+ techniques do and

I
(=%
iy
L
im
-
sy
=
el

qavior. The next step is to analyze Tha list anc
¢o not . rk, resolving not to repcat the fechniques that do mor work. The
third step 15 the imprevement of personal relationships with the student. To

r reccmmends th .t feachurs provide extra encouragement, ask the

[id

55

[

e 3, bl
wludent to perform special errands, or make other initiatives to show concern
about the student and imply that things are géiﬂg to improve.

Tris continues until the problem bi:havior reappear i a new appro ch
is taken at the fourth step. . ‘*e=! of repeating past niofakes, Tho wacl

simply asks The studcnt to describe what he or she is deing. This . uses stu-

to analyze their own behavior, perhiy for the first time, and fo begin

i

dent

to see their =wn responsibilitly for it, although they may fry to rationalize.

39
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In any case, once students describe thelr own behavior accurately in response
to teacher questions *he teacher simply asks +nem to stop
The next =tep Is used if the problem pe, sists. Here, the teacher will
~all a short conference and ugain ask the studeut To Jescribe the pehavior,
an 1lso to state whether or not if is ageinst the rules or recognized In-
formal expectations. The teucher also asks the students what iney should be
doing instead of wha* *hev have been dolng. All this ié done in » warm
éﬁd supportive way, but at the same time with persistent firmnes. thai causes
students both to e.press the inappropiiatenec. of their ~<n pehavior and fo
describe what they should be doing instead,

[f +his does rot work, the sixth step invol es y contarences and

getting students to focus on their misbehavior but then anncuncing that a plen

olve the problem. The plan must be more thur a simple agreement

I

is needed to

b

i

stop misbehaving because this has not been honored in vhe past. The plan

car be short iarm, specific, and simple, but It should state positive actions

that the student will take to eliminate the problem.
|+ the sixth ste. has not worked, Glasser believes that it is time to

i-olate the siudents or use time-out procedures. During their periods of iso-

tion, these students will be charged with devising their own plans for In=
5. 'ng that they follow the rules in the future. lIsolation will continue unfil

the student has devised such a plan, gotten it approved by the teach r, and

made a commitment to follow it,.

I f this dGéSﬂ'TVWGTK, +he next step is incchool suspension. nis s
ani .d to the student firmly but matter-of=factly. Suspendad ctudents
will now have to .eal with the principal or someone else other than the *each-

er, but this other person will r>peat garlier steps in the sequence and press

Y
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them to come up with a plan that 1§ accestable. |1 iz made clear . such
students that they will elfhér'refurn to class and follow the reasonable
rules in effoct there or cantinue to be isolated outside of class. Glassn”
recommends that parents be notified abouf inschool suspension if it continues
peyond a single day, but t+hat it should continue tor as long as is necessary
to get an acceptable plan and cradible c@mmifménT from the student.

The ninth step applies éniy to students who remain our of contral in in~
school suspension. Gl=2ssar recommen:s calling their p

arents to take them home,

and then starting over with them rhe next day. The lasy step is removal from

schoul and referral to another agency tor students who do not respond 1o the

Even here, Glasser recommends welcoming such students back to

previous steps.
the school if they do make specific plans and a eredible commitment later.
Glasser's 10-step approach is attr stive To a great many teachers because

it provides a sequence

i

it clearly is applicable in fhe ~lassroom and beca - -
of specific .'eps they can take with problems that hav not responded to nore
mal methods. 1+ also illustrates several features common across several ap~
proaches, including behavicristic ones, that seem to be converging. Ong is
the emphasis on ciudents' behavior, spacifically their benavior in school, re-

.ardless of their rersonal histor es, racial or ethnic heritage, cultural

e
Iy

mores, or usther foctors that might "explain” +heir behavior. There i& in-

Tl

reasiry convergence on ‘the notion that all students must follow reagsonable
]

rules, L |

A related notion is that students are iﬁdividually responsible for thair
owr befzvior and will ba held to That responsibility. Teachers will do what~
ever they can to help students solve their problems, but the students own

these pf@biemsg not the teachers. This can be seen as a hard line, but it

Su
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should be noted th. it is predicated on fthe explicit assumption that the

rules are in fact rea. ble and fairly administered, and thit teachers do

in fact try to be helpful, cooperate with students in making feusible ad-
justments, and, in generai maintain a positive, problem-solving stance.

where these assumptions do not hold, Glasser's methods, |ike any others,

can be used destructively. The resul r can be an atmosphere in which an author-

i tarian teacher conzentrates more on building & case against problem students

than on trying to help them, contrary to Glassar's philosophy.

Gordon and Tea;hergﬁjfg;*iyggggszTrajnipq

Glasser's

rj‘

ideas were widelv disseminzted and aduptud in the late 1960's

and early 1970's. They ara familia- to most teachais today and have been

assimilated by many of them, ar.! ‘itarest in reali.y tharapy workshops remains

L
[’

high. The same is frue for workshcps on' betavior modification approaches.

However, the approach undergoing the rost vigorc s dissemination foday is

Thomas GCordon's (1974) Teacher Effectiveness Training (TETY,

Gordon's philozophy eiresses freedom and responsibility, and abandon-
pons )

ment of power and authority in favor of negotiation of "no lose" arrangements.

He advizes teachers fo be open and caring toward their students, but also to

mainta.r *heir individua'ity or- separafenvss. He .rges minimizing authciita-

tive contrel over stouents, replacing +hiz with stress on teacher-student in

rerg-nendence and the importaice of w.otual meetin, of needs.

Preia solving sta ts with “dentification of poblem cynerstin.
protlems are owne strictiy by teachers, some strict’y b;ngiiu
Solution to problems is faci!iteted .f all poo-

3y botlh teacher ard siudent-.

+ies involved r -.gnlze problem ownershiy wecurately and ressond according'v.

Yi

ERIC

Aruitoxt provided by Eic:



87

The ideal solution iw one that will eliminate probl e ali oo oo fhat

i PRer teachers nor students have them,

One way o eliminate problo o madify the classroom anvironment.

Thi. can be dong for fthe clows o e by adding to or subtracting from
what it includes or by changing The physizal arrangement. At also can be

doene for individuats by devising ways for those who require I to get indi-

£
4]

vidual time for guiet activities or even sleen, to have more access to activ
and stimulating activities, o have more opportunities for onc-fo-one ﬁ;lafi@ns
ships with the teachar, and so on.
GStudent=owned problems includ  ueh things as anxiety, inhibition, or
poor sel foconcept.  For these problems, Gordon: recommends passive listening,
acknowlednements ot having heard and understood what . students say, door open-
{invitations for SfudEﬂTE te talk), and esﬁecialiy, active Iisfening;
Active listening goes beyond simply paying attention and showing that you
Jerstand, by providing feedback to students thad responds to the underly-
ing meanings of ‘their messages rafherﬁ%haﬁ the éxTe#nal ones. It requires
acceptanc: of student feelings, ccnf{deﬁcﬂ in their abilities to come up with
colutions - ‘heir own, patience, respect for prgyaéy and confidentiality, and

willingness tu make oneself available to students for axtended private con-

forences..

In short, Gordon recommends an updated form cf Rogeriar counseling for

such students, and bz rejects as ineffective respon:ces that contain what he

~alls "+he lanquage &f unacceptance." This is any response to the students'
expresse 1 fears or anxieties that does not Take +hem seriously. This obviously

includes flat contradictions or scoffing, but it also includes well meaning

attempts to cheer students up by praising them or distracting their attention

92
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fo somathing else.

Gordon recomends active listening as an inutructional technique to be
used during clasy dizzﬁggléﬂs as well as a munagement Technique to use with
individuals. He also recommends It for helpirg students fto do-escalate their
ferlings betore gulling down to work when somelbling upset:ing has happenad;
and describes Its uses in parent-teacher conferences with o without the pre-
sonoe of the student, He believes that active listening helps feachers to
help otutents, not by Trying to assume respenstlhilify for their problems, but
by helping them to find thair own solutions and become more independent, con- .
fident, and self raliant,

Problems owned by teachers are Hhosc that occur when students persistently
hohave In ways that maie the teachers rtrustirated or angry. .his requires a
Jifferent sel ~f techaiques from those uéed by teachers when gfudaafs own the
ﬂréb!émi Tiere, It was important for the stugents to Jo the communicating
and for the teacher to be a;lig+éner aﬂé cour...lor. When the tfeacher wns
the problem, hgﬁeverg the teacher dgés the communicating, SEﬁding'mésgages
fﬁzsfudeﬁfs and Tfyjﬁg +o influcnce Them to change. It is the feafhér who
wants heip, and the fteacher that mus? gefgneedﬁ m@% Through the solution. This
will mean changing the students' behavior, the environment, or a ;Dmbiﬁafign_

Gordon iigfg a humber ofvinef%ecrivﬁ temhniques for ftrying to ghéﬂge stu=
dents. These include confrontations that backfire, nsolution™ messages that
students resent and that induce only dependert and artificial comp'iance
even when they do "work," put down mssagss that breod resentment without
Dﬁingiﬂg about constructive change, acd indirect messages (sarcasn, diversions)
that may be misunderstood byrfhe students and may hurt the teacher’s credibil~

ity. Gordon notes that most of fhe%e,iﬂeffacfﬁvé messages are "you' messages,

when the situation calls for "i" messages. Again, it is the teacher who owns
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the problem and thus the teacher who must do 1he gammunicaT{ﬂg, "1 mess-
cqes reveal feelings and vulnerabilities, but in ways that pay ofFvby foster-
ing intimacy and describing the problem without imputing nnfortunate motives
fu the student.

"I" messages have three major parts. Tb. iirst part indicates the spe-
cific behavior that Ieadz to the pr@biem ("Whzy | got InTeFEupfed! LD AThe
sacond specifles the effect on the teachar i cancrefe and tangible ways ('

have To start over and repeat things unnece arily."). This part shows stu-

: ™~
dants that their behavior is causing the tcucher real problems, and this mes-

EER alone will be sufficient TQ motivat: most students to want to change.
The third part of the neggage‘sﬁegifieg the feelings generated wiThiﬁ the

1oar bersoane of the probléﬁ (". . . and | become frustrated because the
[~ uoes not flow the way that it should. ™). Taken together, these three
partg tink Epé:%fic student behavior as the Q!use to a specific effect on the
teacher which in turn leads to undesirable feelings on the part of the teacher.

w.rdon states that arncer Qﬁdinarily should not be pa~t of an "I" message

becausa it is usually a secondary feeling that follows an earlier one (frus-
tration, hurt, or rejection) that should be COmmuniéa+edi He sees anger mes-
sages as freguently being attempts 1o punish rather than to communicate honestly,
and notes that honest communication can be difficult fOE both teacher and stu-
d%ﬂf; The risks for Téazheﬁz inéiudé self disclosure, ihe possibfii+y of hav-
iag to modify their cwn behav >r, and assumption of responsibility fér owning
+he problem. For students, exposure fo such communicefion% may often induce
hurt, omberrassment, énger, nr emotions indicating that now the student has a
problem, as well. This wi!! require the teacher to shift gears from active

communication about tbe teacher's problem fo active [istening about the stu-

dent's problem.

94
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Gordon maintalns that combinations of environmental manipulation, active
listening and communication through "I" messages will handle most problems.
However, sometimes the needs motivating unacceptable student behavior will be
very strong or the relationship v. 't . o *.:zher will be very poor, and con-
frict will centinue. Gen: sonf ot v lves problems owned by bath students

and teachers, and i1 must be approached in Qays that avoid winning or losing

and that satisfactorily meet the needs of all partles involved. His recom-

=,
5

nended "no tose” method is f procuss of searching for possible soluti.as until
vne 15 fou ! that will work best for ali.iéﬂieﬁﬂed.

Prerequisites f@éffhe use of the method Include act’-a tistening (stu-
Jdunts must believe that their needs W' Il be understood und accepted if they are
axpected to risk seri@@$ negotiation), the use of good "|" messages to

e

he

ot

[}

state teachetr needs clearly and honestly, and communication to students that
+his is a naw and different appro.ch (for teachers whi have not been using it
reqularty). There are six steps: (1) Define the problem; (2) generate cssible
salutinng; (3) evaluate thase solutions; (4) decide whi;h is best;
mine how %D implement tihz decizion; (6) andla?f"“; k-« well the solution is
in fact solving the problem.
Defining thw problem properl  includes accu, as/ abe T éwnesihip and identi~

fication of only *hoce peuple who are really part of the prcbiem. Thé-défiﬂig

tion process should continue until everyone is agreed. For this purpose, it
k!

is importantithat the problem be described in terms of conflicting needs, not

competing solutions.
When generating solutions, it is important tc simply list them and no+
Try to evaluate them prematuraly. Once evaluation starts, solutions that are

objectionable to anyone for any reason should be eliminated. Deciding which
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solution is bost Inwolves persistent search for consensus rather than re-
Saﬁgiﬂg to voting. Proposed solutions can be fested by imaginin, Fhe conse-
quonces (Fhis gives students impérfan# oppv.” unities to learn *o predict short
and long range consequences of proposed acliviries for fhemselves and others,
something thal pr@babl? is of value in ITs own rigi.' ). When agreement is
reached, specitic piaﬁg and responsibllities for impIanhid%i@ﬁ can bz drawn
up, and fhere shaufﬁ be fellow Through with assessment later. The result
should be a "no . lose! agéeeméﬂf that everyone explicitly states satisfaction:
witn and readiness to honor,

Not all agream@nfs are honoreg, however. Agreements may be bf§REﬂ when
a.oadentsy (1) dfdnff péégaiva tie conflich in the firsf place, sceing only
the teacher's problem; (2) didn't feel that their needs were heard and under-
stood by the teacher (this can happen even whe% the solution meets their needs);
or yagreed . the solution because of peer or teacher pressure. Gordon
warns teachers against using power when stidents break agreements. Instead,
he suggests +ﬁa+ they send strong "I ' messages to communicate disappointment
to the students and to ?ndicgfe %haf ﬁ@w thay share a new problem. Ordinarily
this will yieid an éxplanaTiDn;frém tha students, and Thé teacher then Caﬂ‘FE*
spond by giving another chance, devising ways to help students remember their
cqﬁmifmgnfgj or réfurﬂiﬁg'%a the prablem«solving process to seek a new sul-
ution. The teaacher will have to restrict Aternatives to those that the teach-
er and cfaésﬂhave fhe authority to implém@nf, however. I+ will not be possible
to make agreements that are against schowl rules or-laws. Teachers are also
urged to reject proposed student solutions that involve punishment, expia.ning
that the method is to seek positive solutinng and avoid punishment.

Gordon clearly does not like tne idea of sanctioning power assertion by
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Poorchors ander any circoumstances, but he docs admi b toal TF may be nocesoary

when there ia danger involved, when Students simply do not underotand the 1ogi

=

I
|
SN

b the deacher' L position, o when Fhere s strong bime pressure ool doco nod
gt bow for more leisurely problem solving.  Even bare, thouga, he cccomr ads
Cioat deachers Palk to students Tater aod epldin why power assertion wayn n VIR
Sary, communicating that they were <oriy 1o have to use it and offering te
el Fime planning with the students to avoid this probiem in the future.
“ardon also nolos that cortain conflicts involve competinag value systems,

nfable sol=

gl that Fhese can be persistent fo the point that no mutually acce

ations are possible (.., dress code, drugs, personal grooming, language and mannegs

-

morality, patriotism, religion). "I" messages are not effective here because

—

fhe teacher's logic does not make sense to the students., He notes that it is
important to tabel value conflicts as value conflicts rather than as conflicts

5. He still recommends self disclosure and "|" messages to

show students where the feacher stands and open the door for possible discussion a
clhovior chanae, but that gs all,  He recommends dropping the matter if the first

it it e
T s

saqe 1o heard but does not produce any positive response from students.

leracher persistence at this point would be seen as irritating preaching or nag-

din.y, and is pointless. However, if teachers avoid this and remain conspicu-

ously available for honest discussions with students, the students may "hire

5

them as consultants'" (seek their advice or ask them to share their expertise,

oroexperiences).  This will give them an opportunity to express their beliefs
rore fully, although even here it should be a sharing of ideas and information
and not a lecture. |+ must be left to the students to decide whether or not
tney agree or wish to change their own behavior accordingly.

Chviously, There are a great many Similaritics between the recommendations




S Y BRI ' T Moy of b i ddesas and roconmeneded S rateqgies g
contiarky vdentical, d most ol the rest ave complementary and mrtually sup-

oo b s o b preh by more realistic, recoqnizing explicitly that power

o b e b e i b e AR N Dos oyirser o jirel Siatont ohudond ill'.“;[”)l\"!i’“
PLily, not joet dime oressoare -, donger, orovalae contliclo, Gordon's ideas

orobably wil! qgo a 1o way foward minimizing these problems, but they will nct

Jiminate them, and moss leachers A0l have occosion To nead the kinds of tezh-
iguees that Gilasser recommends. b fact, wven his approach may cusume too mach;
ome students will rasio b eaking  ommitments  pecause their misbebavior 15 teo
rowarding, and some will require sorothing more than sociol encouragement, poer-
hooe, cyven punfshment (Clarizio VW McCay, 1976).

Mtands in classroom management ideoloqgy Lave followed, and probably have
vacn caused by, earlier trends in thinking about children and chiid recaring.
farly approaches featuring authoritarian reqimentalfon and punivivena. s re-

flectod Victorian notians about children, who were scen as idle and undisci-

olined creatures who needed training, both mental and physical. Socialization
wis construed mostly as the curbing of unacceptable impulsas throuch discipline

and punishment, rather than as instruction in the more positive sense.
Predictably, the reaction fto this extreme was moveront Toward the other
swtreme,  Beginning in the 1930's and continuing through the 1960's, stress

was placed on the infellectual capabilities of children and Tthe need to foster

Fheir development through stimulation and encouragement and avoid stunting it

Lﬂ
PR

thronugh restrictiveness. Humanistic ideoloqgies stressing individual freedom

and creativity, self actualization and spontaneity thrived. As these movements

=
)

bezgan to affect schools, the result was a drastic retrenchment of the de-

aree to which school administrators and teachers even attempted to exercise

o ' 'ij
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o eooiated witth carlier changes e Pirarey Lo b pobiadnes o pil consas b i
Coree b ahe ecommendationsc o Ghanner s and Fheo obher aporoacte. poybewed Qe
Cor e Hion oan he apprecioatod from Phic poer poective They sodroos rospect
v beent individualiby and tolerance for individaal v rterenees, sl b
. Co e ta o anderstand and assisl Gludents with nociol necds or probslems,
Ui o nefruction and persuasion ralher Phoan oo o wer el haman=
b uadues generally. However, They aloo rescgnize Foast o tudento oave res
G i it les alondg Wilh their rights, and that tney witl haae oo affer
Ve one nanrcen §F They peraind in failing to fulfilr Tnose fesnoh Pol = iuns,
Fhone approaches mesh nicely with the cvolving role of the reachor o g
ihili-

Gt sioeal o with particular oxportioe and specific bu boobimi bad rospon:

Piv. 1o Ltusents and their parenis, and with cortain rights as the inatruc-

Vional leaders and authority figures in the olaudsroom, Lontemporar sy beactes

Vil by cdo not want to be moralistic and authoritarion [ike thone of carlier

Ly tions, bt neither do thoey want to put vp with per sictent ctudent irres

Litity or beach o in nehools that are chaotic or dangerous.
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Thoo ve Fremey v

Pt by besth toaent e andd fos b Typivally, To an attoempl fo heli e

i e teach o, dodividual faculty members ansume Fhe responsibility to

et hineg. o che frmodinte resulda of theese aood intontions are variable,

Lot one lonag=torm ef foct o that Fhe human and financial suppart necessary

c ovel sing g ayslemitic afassroom monagement curriculum are not proviaed.

Copcamp e, i bhe Moxpoue Foomany bk and picees' program, teacher

Ao et o ions s baneroom matecerent approaches for exposure o

S pen, oo hobdea doogiven one class period ond 15 presented by

cither o0 prorinent oaamput ey holaiot or a popular classroon teacher from

IR PR R TR N

Limpus poychologints present o fow principles which they hope wili

ervice teachars

Lo townd nelpial o somet e in The future by wome of the pra

‘nothe sodien s, Classreem feachers try to shore practical examples of

hased on their exper-

fearning to manac: o o bassroom,

it i&;d‘ -.]5;’l$xfr; of

Conoe.  civen Phe Mexpose o bits and piccos™ philosophy, preservice teachers

e Ieft with the task of choosing what fits them personally. Some tfeacher

3tars heliove the preservice feacher actually will integrate the many

however, pre-

notiong into an affective system, and a fow do. Usually,

rvice feachers conclude either fhat no one knows what works, or that the
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Lot oon manaeqement . Howeyver, Toingle feckis

MWt ceone et nbne o rne Fiove

" it fined that the Lecbnique oo ned helpfol dn many qroup sitno-

Fidogie

Ciom . anes toat it i e dneffee Pive widdh mony Tndividuat. Gradugtes of

fhee "ot Tosopdiic U7 peo e (who have oot been Paught speci fie teohindgue

Vil that thew o oeee o bive fdeons about how Fhey wont bheie o stoadents to

Betives andd food, and thoy kaow a lol of Fhings not foodoo Howsver, they

Lot conciube caamnlen 0 owhat 1o do beoaatal bish on vffoctive clansraom

matggement sy rem.

PE teaching i considered parely anoart that one must learn throigh ex-

gt Beere, or B e lannroom mangement oo cons bdered an actreme ly complax and

my s berinus acbivity that cannot b booant oy Adomatically, there will be

Uit e change In the status quo. Ve belicove that it canand should be faught

;oand compatibi=-

of foe tively, however, and that trere are enough commonal itie

llfi S gLy b “i\x;,l'r'zﬂ ETRYET aliel SIS P T\f‘l“l\'i(‘;l’ thes b for ':il?‘Vf.i"“Di“q in

oo bive olassroom management cursicalam,
o ed on our roview of literature, it appears that, as a minimum,

identiftiable

coob e who infend To manage classroom, effoctively must prssess
f E L y

specific knowledge and skills. We suggest

parsonal attributes as well o

=1

fhai systematical Iy infegrated classroom manaaement content-mathod-practice

sroes be developed as a part of the loundations of Teaching sequence of fered

Ty
bl
=

by cclleqes of education. leacher educators interested in developing a com-

teacher

prehonsive treatment of classroom manacement within a

education program need to conuider:
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crpitonmen by, el gt cdenlam, thee o tie cantten b ot e les Yo on
Phee Baedn ol b reddovames Lo el bec Tve o basur ram mansgement
Phee peeviadon of opportunitic, to practioe knowledge and polated
AL e st bead e e nl

Yoo Fhe provision of opportunitics for roflocting on practico cepors-

P an they celate to principles, and adJusting manaqement beha-

vior accordingly; and

4o The provision of an opportunity fo be rosponsible for classroom
invtruction and management e a situalion stroctured for o period
of time sufficient for habituation of effective managemont tech-
ninues based on principloes,

A classroom management curriculum will have to be divided into workable

shraads of objectives, beginning with relatively easy ones, [ike preparing

. f T S S A OGS i ke
Fhe physical environment, and prococsdina through more difficult ones, like

roeinforcing desired behavior and usine: problem-solving strategies to re-
wolve conflicts,  IF may be necessary to beqgin with tutoring, microteaching,
or cmall agroup situations and work gradually toward orchestration of various

~loments inta A system to be puf into practice when re o ponsibility for a

sume,. There will need to be opportunities for practicing and

class 09

notring feadback about performince, perhaps using resources such as clinical

o

e
ol

uperrvision, structured observation, or videotape.

Just as children learning to count may need their fingers, and studen

t2achers learning to plan leassons may initially have to write out each de-

lassroom management may need

8]
N

[

tail, student teachers learning techniques of

to begin with practice of "overly" spoecific techniques. For example, the
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o and "you™ messages discussed Ly Cordon are explicabile only with rofer-

Do al o piinoip e of o b resotutions s Dlearly, b Tuoormes

Copman o owi e These general principt -, and not the prosence of the pros
aenn Y and ahvenee of the pronoun Myon, ' that makes a Teacher message
deropeiate or afrective. However, when first learning to apply These

sary to think and act

general o principles, many students wo I find it necoc

In terme of TP omesgan

Similarly, novices may have to memorize Glasser

f nis suggested dialogue when fearning fo use his methods, may have to follow

Gverly specific algorithms in learning to be specific when they praise or

ts in

v
il

|74

heckl |

b

eftective when they reinforce, or may have to use c'aborate
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 (ckill practice) emphasis
in teaching classroommanagement, bul also use of these devices
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, Th@ugh*fQI, and skillful classroom

manager who avoids thoughtless trial and error as the major means o

—

4%}

L

—+

P

iz
]

lishing management systems.

We will now turn our discussion to the selection of classroom manage=

ment content, methods, practi -eflection, and teaching experiences, and

[
T
-
b

their implications for tfeacher education.

v or "crutches. "

Examples to Illustrate some of our points will be drawn from the Towards

Excel lence in Elementary Education (EEE) Program at Michigan State University.

This is a three-year teacher preparation program developed with a focus on
the: inteqration of content, methods, and practice.

Q ‘1(]4
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Pt fiedd coporivme for Phron oy, Loch weak o mombier o f The FLE hafd

Colinie professor)y works in the e bd with The BRI Clgnent Tor ol aeant one
fie eyl
fE bypical role of Phe wuniversily uperyioot {olvaor vine sludend
Foachors i, b fove hours o o) b been entbarged through ety e lop=

gon oy bhe MSU-LEE staff and hos been chanaged 1o the clinia |

Fole. Crinie professors qoet to know each LEF sludent well, obusorving

Oh o ctudent S oto 1T hours o term and spending many additional hours in
srrivaie conferences with him/her.  Within the CEC pregram, the clinie pro-
foosor io seen as a critical Link in helping EEE students transfer learned
concepts and skills to the classroom setting. In addilion, ir the area of

classroom management (and all other aspects of fteaching) clinic professors

do-ument behaviors, provide continued field instruction, personal support,
mode s, and evalas Five fecdback, all of which are consistent with prograii
qoals ond objectives.  One of the primary tasks for clinic professors is to
slan cooperatively wirh LED students, using docuranted  sessmenl dota, ob-
juctive., strategies, and evaluation procedures, for thelr growth in feaching.
Humerous observation forms for documenting behaviur have buoen Jove loped

cooperatively by content, methods, and field personnel. (The role ana train-

ing of The oiinic profecsor wi'l be discussed in another paper.)

The EEE program staff has explored ways of ceveloping and implemen=-
ting @ classroom management curriculum as a part of a systematic teacher

E classroom management curriculum is one of the

m

preparation program.  The E

most comprehensive found in teacher education programs today.
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P et ot ben pzalbab e e T bivee harcroom peeagemen booan beoor gond o e |

Pete e Mg jor cotodgonring,

1 1

oremnal at b dbale Sguad T e o the per onad b b b b e

o Manadgament of o traction;

5.0 Management of groups;
Lo Mansgement of individiual behavior problems Pypicaliy fouad o iy oo

individual behaviar problems resul ting from maing Preamin .

) f

) Manadgament o

Jqualiti

peare ol charactoriztics necessary for teachers who will be af foctive

oo om managers, discussed In section two of this paper, include a

coptul disposition, friendlines:s, emotional maturity, sinceritly, and frust-
Thege characterictics all desaribe good mental health and poroonal
riigstment. Inoaddition, qualitics such as remaining calm in a criais,

ressonding through active listening without becoming authoritarian or de-

cribao

feriive, and maintaining o no-lose problem-solving orientation dec

"ego stranoth' which appearz to be necessary if g

A.—"
o
ﬁl‘
]
i

Five olar

peitesn deoaoing to beoar momanacer .
At this time, it i impossible to select students for teacher pre-

qual ities because adequate techniques

nove not been developed.  However, almost all teacher preparation proarams
crowvide emough sypervised experiences over long enough periods of tine thot

it i posyible to systematicalily collect data on each preservice teacher

for- cortification decisions,

[

E
=
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e programs are currently us
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Con o e poe b oo e ey bbb o iy ins oo which i

et Lo e i B Teanning object bvers o prodided Jor coza i b,
P1ode e dble b bl Time For P lorpersonal communicat ion atd probbonr

Copeiner o bT to e taught, practiced, aed evaluated . ool of Feache

4 parabion programs. Tt fosl Towinieg wamp e ares dawn Feom Fhe PEL prrogram,
Thee conceplual framewark adop fed by the FEC presgam o Jedaraing aboo

s il values and intoarpoersonal communicat ion and problom=olving Rkl

Lo laliad to the role of the feacher arud the foaching Si tuaiion iy Tl o =

gl Demands of Toaching (Hondersoen, 19742) . formal instrucliion, practice

apnlicalion, amd ovaluation oecur during the Firot year of the Thioe=syear pros-

cam. During the last two years, Continuced field avaluations of pecific

il intearated communication and prob lemesol ving skills are syaloematically

compreted on reqular basin. Commnnical Ton and problem=solving skill diota

Phaas e goend in coonjunction wilh ol doeumented bohavior pallorns and

informat jon about their consequences in counseling LET participantr.

This might mean counseling them into other programs or carcers, although us-

dally PF means designing special individual experiences within thes £OE pro=

gram.  When it is determined that documented patterns of behavior are in-

torftaring with succ

stul classroam parformince, additional instruction and

rejatad finld assiqgnments are provided,

For oxample, FEE students who are nonassertive in managing their

v
T

Jassrooms participate in assertivencss training courses. A course designed
to relate specifically fo classroom management 15 arganized if enough

students require the help. 1f not enough students require help, +hose who

available in the local area. At

15

noed it enroll in one of the many course
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C el thad an TEE tadent poseocwen anappropriates Fechn fque

Pocegend by o e ome i b bions Bt ot ol Lor vsamplo,
' Co b e s hi Ddrens appropr bate posi foasdbar b o opeel fic
S R by ode it e where Jhi i peepronsi ble for 1Y or
' 1w ek n sty e b e beachiing pecponaibilities incrcane,
I N A Y et te T g i bt ion Tk thia, The clin-
T FETANETINT i helend Do thea Pdendb iy The Fochimigue and Phee
Pl b ion . appoptiate fon i e e b an b jective wou ld be

Pt sin g e 0l berminagl behaviogs Coppropr fotely public or pri-
ot e i b, i e porsi Pive Toerdbacks o pratue, riiven to
Db ronp D G e lovemd b bioags or condi Honts (when taaching
Lot vr Teoan 190, and (0 viterio for suecessful improvement (seen
Coe Ui in cne afternoon by the supercicor during short, unscheduled
i ewervations ). A Strategy for helping the student to begin to usc
Copiate behavior hobilually ond become independent of fhe supervisor
G e oy lnation procedures would alwo beoplanned.,
Ctever b, of supervision, concepioal frameworks, and related
Clonal e=per fences teacher educators select, thery must provide
Ctonities for proscrvice teachers o gain both figurative and operative
et o weample, preservice Teachors need to ber able to name, de-

sk fadee et ki L e an tonte and in simulation settings,

gt tion, they need to be able to use the same knowledge and skills
P thonghtful, appropriate, and consistent manner in actual classroom
Ptic .. Thin iw necessary if the prescervice teachers are to be indepen-

ot and reoponsible for evaluating the effects of their commun ication

froor teaching behaviors) and determining whether changes are veelod.

“nagement of instruction. One major aspect ot preventive classroc

roaaement i thoughtful and thorough planning for instructic

Q 1 b
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- In teaching preservice teachers to plan for effective management of
instruction, the EEE program has built upon two generfc conceptual frameworks
and one objectives-based management system (Duffy & Sherman 1977). One

génuric framework, The Task Demands of Teaching, is embodied in a document

sntitled Education ZQQ:VVThg_Iﬁﬁivigualrand the School (Henderson

1974b) and the second is a model for creating, maintaining, and restoring a
~laasroom atmosphere conducive to ‘learning (Henderson, 1969). The objectives=

Lysad management system is used in the area of reading (Duffy, Sherman, &

L

Hnuh|éf, 1977).

The Task Demands of Teaching conceptual framework provides the pre-
Lervice teachar with a view of feaching which inc¢ludes a process model for
instructional design (planning), as well as instruction. In the processes

of planning and instruction, the preservice teacher systematically completes

tusks which contribute to preventive classroom management.

The Task Demands of Teaching framework provides a means for preservice

teachers to make sense of the numeréus and complex tasks teachers perform,
ihe classes of behavion t+hat teachers engage in, regardless of subject
matter, grade level, or age of child taught, include: (1) assessment =-

the diagnostic phase of teaching which emphasizes the identification of learner
needs and instructional possibilities; (7Y goal setting-- the prescriptive
otse of teaching which emphasizes the specification of goals and objectives
to meot the learners' identified immediate and long-range out-of-school
neods, as well as properly wrquenced cognitive and affective needs;

(4 ctrategiess= the treatment phase of teaching which emphasizes the
CLntification of strategies that can be implemented for goal and objoc=
Vive attainment and subsequent need s.tisfaction; and (4) evaluation -

{he phase of feaching which focuses on examination of resul s (Henderson

Solanier, 1974b).

1oy



The mode! for creating, maintaining, and restoring provides a structure
which helps the preservice teacher master and infegra#é effective class-
room management principles. Each cafegary has been organized to include
indicators of principles of creating, maintaining, or restoring an effective
l2arning environment (see figure).

Henderson (1969) describes creating techniques as "techniques teachers
use fo get Thé 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 planning,

(2) knowledge of the typical social and academic behavior of students, and

" Some of these tech-

(3) knowledge of and ability to use creating fechniques.

niques are: using successful attention-getting devices, establishing pro-

cedures for orderly pupil movement, having activities planned for unforeseen

time and schedule problems, and explaining the rationale for rutes. (see

the obsarvation form on the following page).
The category of creating includes items which relate to many of the

proventive notions discussed earlier in this paper. For example, included

in this category are preparation of instructional procedures, space, equip-

s of content for stage of in-
tollectual development, achievement level, and interest; feedback; and ex-

plaining rationales for behavior.

The second category includes "maintaining! techniques. Henderson

(1507 Jdefines these as "techniques which are also used when the classroom

i tunctioning well, but visible clues are present in the situation which
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106 Examples of Items from

DATE

Observation Instrument

Management & Instructional Tasks

Lanier, Putnam & Barnas

OL SCRIPTION OF CLASSRCOM SITUATION:

CREATING:

. Prepares space, equipment, supplies, materials for instruction

2. Efficiently distributes and collects materials . . . « + « «

5. Provides for orderly pupil movement. . . . « « & v 0 s e 0w x e e

1. Deacribes desired behavior and why . . . . C e e e e e

4. Lescribes attention getting devices for chlldren and +eacher5;

v. Doscribes purpose and rationale for the lesson (communicates

) objuctives). « « o« + a s e s e s e s e =

/. Preosents content ThaT is ghallenglng and pleaaanf to students --
(not too easy or not too difficult). . . . . P

4. tresents activities that are pleasant to sfudeﬂfs -= (na* f@@ easy
or not too difficult, and interesting) (Experience, socializationk

COMMENTS

MATHTAINING:

1. Redirects with task involvement. . . « o . & v v v« 0 v o 000 e
7. Purposefully ignores minor inattention . . . : .
7. hgduLAJ frustration through task assistance.

1. H s non-verbal signal interference. . . . . . e s s e e s s

. u|f14 instructional techniques, materials, eTc as part of lesson

b Fruvudea r@ﬂ structive actlvity in face of unforeseen time problems
Removes stractions . . . - .. . . . :

s, Usues prox:mlfy relationship Eanfrél e e e e e e s

9. h(lnigxre;frewards desired behavior. . . . e e e e e s s

[0, utiiizes successful attention-getting devlce; fe e s

N RIS Y TR
v, viaLal desist fechniques:
ol calls name + « « &+ = = e . ;
b requegf_ end of nnapproprlafe behavnor e e e e e e e s
directs or suggests appropriate behavior . . . . .« . . . 0.
I. gives rationale for behavior change. ;
. rpons boundaries for permissible behavior . o v o v o
4. Conditional promises, (1f you do this, then. . . )
A, Threats, warning . o« s 0 v 0 v s . .
ittysical restraint oo .
fFunichmaent e e s s e

Figure.
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sugqgost that ftrouble will soon occur unless you act. The maintaining tech=
niques, therefore, are meant to extinguish the signs of potential dicorder
before disruption occurs." When preservice teachers use these techniques,

they are anticipating on the basis of what they are seeirg as well as what

fhey know about children, learning, and school situations, and what might

be needed for control purp%S'Sg Henderson points out that keys to effective

e of tuchniques of this type include: "(1) awareness of what Pofen+|a|

problems look |ike,(2) skills in perception -- 'the eyes-in-the-back-of-
Frho-head' type, and(3) knowledge of and an ability to use maintaining
fechnigques. "

The maintaining category includes items which require the preservice

teacher to first observe student behavior cues and decide whether or not a

e is necessary. |f a response is necessary, the preservice

n.ﬂ‘
L

teacher respon:
teacher then must decide what response is appropriate. Next the preservice
feacher responds, prolonging the interaction enough to communicate interest
1nd to evaluate whether the response was effective or whether another
response i3 needed.

In effect, the "maintaining'" category provides the preservice teacher
with quidelines for learning "withitness" and "overlapping." Examples

'+ maintaining techniques are redirecting pupil attention, reducing pupil

irustration, and applying non-verbal desist techniques.

ot

The function of "ywuloring' techniques is described by Henderson as
rostoring order and/or efficiency once it has been lost." She states that,
"o mattor how competent and clever you are with creating and maintaining
whilitien, students are human beings and rules and requlations will be
hroken == things will go wrong (especially if you allow your students any
frocdom at all)." The speed and ease with which preservice teachers return

Fhe room to orderliness, however, depend on their ability o use effective
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and constructive resf@rihg techniques. This usually requires; "(1) the abillty
to keep your 'cool', that is, adequate amounts of self-control and patience;
(2) asvertive (not aggressive) behavior; and(3) knowledge of and facility
in fhe use of restoring acts." (Henderson, 1969) Examples of these tech-
nigques include relocation, deprivation of desired ac*ivifies, verbal and
aon=ve-bal desist techniques, FEE{FUQTUfing, and punishment.

‘ne items in the restoring category acknowledge that even effective
classroom manaders Eave times when things fall epart. This category pro-
vides quidelines for getting disruptive behavior stopped quickly. Once
the behavior is sfapped,‘ThQ T;agher needs to F@-ngabli%h a constructive
environment. Thus, "creating," both with the group and with the offenders,
i3 nccessary at these times,

Extensive use of the creating, maintaining, and;resforing framework
by EEE Qreservice teachers in classroom settings indicates that the
tachniques néT only help in solving clagséaam problems, but of greater
importance, help the preservice teacher focus on preventive acts.

Use of the creating, maintaining, restoring field observation form helps
in identifying the primary mode of management used by a preservice Teacher.
ty haviﬁg 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
newds attention. For example, a record which shows all management behavior
in the creating and rostoring categories indicates need for work on using
maintaining techniques during instruction.

when a record based on two or three observations within a weck or a
wook and a half indicates that an unwanted pattern 1s being established,

the olinic professor and LLE student plan a program for bringing aboul «
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v in teaching behavior,  The first step in program planning would be to

I termine why the student is not performing the desired behavior. DLepending

S e ther the tack of performance s tied to lack of knowledae (c.q., doesn't

dternative behaviors or related principles), lack of basic skill

LLontt ante toorodirect student without scalding o nageing), or

fo b ot preregquisite skill (e.q., scanning an entire classroaom and processinn

Coation s oproredaisite 1o maintaining responses), The sludent and

Fii proteseor ddentify what coch person will do to help the Student chanpe.
Sr ecamplon, an FLE stadent who determines o neod Lo inereose mnin;
Ly ccehavionr michl e dnvolved i sirotegies such an oboorvine ot
fooy hers, reviewing wri fren materials, and/or receiving assistance, from the
fiie profescor, Hf the clinic profecsor i providing assistance, - /he might
v sbrategy such as Cﬂdéhiﬂg! for ~xample, while Thu:EEE ctudent s
Feonning, the clinic professor would tell the student to look at certain
Crildren, to wail, o stop wailing, to scan the room, o to chanae activities,
Lo i bion to coaching, ofher field strategies are being developed and field
foodtodd by the LEE program clinic protessors,
Ot areng with whiéh we have not dealt i objoctives=hase | management
ferecs andd thedir dmplications for clasaroom management.  One purpose, among -
v other o, of objectives=baaced monagement systems i to provide s truction to
d1 todent. which is adjusted to theic individual needs and lovels of pro=
This tequires smal bogroops and one=op=one instruction, oo that Tarae
Cod e af end Tdren frequent by masd mointain on=task behavior without feacher
Lo g upervision,  The patential tor disroptive student behovior here iy
T Pt by, bl OV have dTdentiiied [H'il'lt I'(\IN‘»

G oproeparing independent activiticos, safoety values, physical seflbing,

ot ter o, and oo d=heaping thal will dacibitale managgement andey Pt

Q l,l‘i
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citeumstances,
As has been pointed out previously, the success of any model or
v
technique cen be determined only by the achievement of larger goals for
chitdren., Cood appropriate management of instruction makcs a major con-
frivution to preventive classroom management generaliy. The urgency to

to select models for instruc-

L

Joveiap g managument curriculum might tempt u
tiontl management and incorporate them into preparation programs. However,
Al or rote benavioral implenentation of any model would probably have

tew fong term ef fects on teachers or children. Continued development,

v umentation, and evaluation of preparation methods and affective and cogni-
rive outcomos is needed if fé?éhéf educators are to have adequate data for
aoer i making management uurr;d%lum decisions,

—

Management of groups. The notion of managing instruction needs to in-

o

~lude the idea that it occurs in a situation which involves a group. Many

i

ed as group manage-

clements of clasaroom management are traditionally classif
rent techniques (for example , providing individualized instruction while
maintaining task orientation for the entire class, managing the transi-

ficor o0 moving an entire class to the gym, or maintaining everyone's atren-

Pion Jduring a group discussion).  Also, skills such as "withitness," "over-

Paaping," and the other skills strossed by Kounin (1970) fall into this
anodo the skills stressed by Good and Brophy (1977, 1978).  In addi-
Fion, Glasser, Gordon, and others provide ideas worth considering for inte-
daticn into the components of a classroom management curriculum which deal
0 th managerent ol groups,

A noteworthy rocoent addiflﬂn‘fa this arca is Stanford's (1977) volume
an develaping ef fectlve classroom groups through group dynamics techniques,

The principles of affoctive group development discussed o this book pro=

Q l F
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vide The preservice fteacher with an organizational structure for learning
cstudying) about a class as a group.  This conceptual framework, if inte-
grated info a classroom managemen™ curriculum, should provide preservice
teachers with a useful organizer for learning how to establish cooperative

and of fe st ive qroups.,

Management of individual behavior problems typically found in classroom

wettings. Approaching behavior problems from a "restoring" (punishment or dis

ciirtan) focus has limited value. When such a focus is taken with nre-
service teachers, they tend to become auTh@ﬁiTéﬁians@ﬁiénTed, They focus
on controlling after the fact rather then on prevention, problem solving,
and student responsibility and growth.

The ideas of Gordon, Glasser, Good and Brophy, Krumboitz and
krumboltz, Drickurs, Redl, and others provide techniques which can be incor-
porated into a systematic probiem-solving orientation. |t is possible for
toacher educafafﬁ to develop preparation experiences which provide instruc=
fion {from which presorvice feachers gain a constructive outlock on helping
children fearn to be responsible for their behavior. This will not be a
simple task,

The difficulty Is not in the orqganization and administration necessary
for adequate instruction and for practice experionces for preservice
teachaors. Instead, it ffes in the unintended outcomes which may occur
due to the interaction of certain teacher characteristics and the inherent
charactariatics of a given technique.  Preserviee teachors who are non-
gasertive will allaw children fo make decisions  inappropriately and will

nol communicate thalir own needs: Al aggraessive preservice teacher will acl

11y

ERIC

Aruitoxt provided by Eic:



in hostile and punitive ways. Teachers who are insecure will predetermine

the outcomes of classroom meetings or confllict resolution sessions and

vill manipulate to get their own way. In cach of fhese examples, the -
) result will be the antithesis of the intended outcomes of responsible

and independent student behavior = and collaborative problem solving.

This problem pre%éﬂfs a moral dilemma to teacher educators who are

responsible for the develépmen* 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 fto preservice
teachers whose peliefs,LVaiussg and purposes are appropriate?

The dllemma is even more apparent when methods such as Glassér's
10-step approach to dealing with discipline problems are considered. Inherent
witiin this approach are powerful assertive skills and the need to maintain
attention to a student from initiation of a step fo its conclusion. Taken
out of the context of Glasser's philosophical assumptions, a simple exftra-
polated interpretation of the 10-step process could provide an authori-

tarion person with a means to become destructively powerful.

Social-emotional education is an area which teacher educators could

7,

find useful in the development of a classroom management curriculum. The
concepts originally developed in the area of social emotional education
by Henderson (1974a) and expanded and reported by Barnes and Samuelson (1977) as
part of theMSU/ Lansing School District Tenth Cycle Teacher Corps project

appear to have potential for developing individual student respect and re-
sponsibility behaviors.

The strategies developed by the Teacher Corps staff and classroom

teachers were designed to: (1) build positive self concepts, (2) build
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{y

=

"feel ina word'" vocabularies and the constructive expression of emotion,

(3) encourage the exhibition of helping behaviors and the expression of ap-

tration/anger in the c¢lassroom. The program which was developed used the
"natural classroom environment to teach children survival skills needed to
function in society, includ}ﬂg expression of one's emotions constructively,
being responsible, mfkiné growth=producing Chaiéeg; and coping with problems."
(Rarnes, et al., 1977). Teachers working in this project reported that

rhey observed an iégrease in constructive behaviors and a reduction in
behaviors which caused management problems for teachers. Thus, they pre-
vented discipline problems in ways which allowed students to be responsible
for tTheir 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 managem&hf‘cufriculum developers to provide documentation and

ovaluation data for use in curriculum revision decisions.

Management of behavior problems of students returning fo classrooms

due to mainstreaming. How can a preparation program help preservice teachers

prepare for mainstreaming? This is an area which is of much concern to
both teacher educators and preservice teachers, yet there is less information
avatlable about classrgom management problems related to mainstreaming than

any of the others we have discussed.

11§
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Most observers bzl ieve that teacher educators must consider the manage-
ment probiems anticipated by classroom teachers due to mainstreaming, when
selecting content for a management curriculum. However, another polnt 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

]
p
il

room from a special program. There is no current iiterafture on which fo base
curriculum development decisions in this area; we have included the topic
here in order to call attention to it, and in order fto be complete.

can be seen from our brief discussion, the selection and

ummary. A

iy

[¥al
2
|

sequencing of content for a systematic management curriculum will not be easy.
However, it can and should be done. As teacher education programs integrate
systematic management curricula into their course offerings, it will become
{mparfanf to evaluate the short-and long-term effects of the university
instruction and related field opportunities Qﬁxfeacheré and children,

As in numerous other areas of the teacher education curricufum, simu-
lated practice withcut opportunities for application of classroom management
knowledge and skills wili not be sufficient. We will now turn afttention to
the types of practice and application experiences needed in a teacher pre-
paration program dealing with classroom management.

Practice in a Controlled Environment

U!fimafely, effective classroom management techniques are learned through
actual practice. However, many of the needed behaviors (c.g., "withitness "
no-lose conf!izf resolution) are complex techniques in themseives. Thus, one
of the essential parts of a comprehensive classroom management curriculum

within a preparation program must be opportunities for controlled practice

of sets of complex management behaviors. These sets must be specific

nnough to be wall defvined as learning objectives, but not so molecular
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that controlled practice of them results in isclated, nonadapfive behavior
that does not cumulate in effective integration.
There are two types of controlled practice experience, each with a

di fferent purpose. The first makes use of experiences with adults, acting

45 adulfs. It is important for preservice teachers to experience the con-

sequences of techniques (e.g., no-lose problem solving or active listening) from
rhe perspective of both the participant and the teacher roles. Untilvthey exper-
iance the value of various techniques to themselves, they are not likely to use
fhern in the teaching situation. Also, lack of skill will interfere with appli-

cation of the techniqueg in teaching situations. Thus, the purpose of the

first controlled practice setting is to provide a positive personal exper—

jence upon which the preservice teacher can reflect about feelings as a

participant and teacher. Secondly, this Se¥%ing provides for practice of

behaviors which may L2 new in themselves or at leasT apélied in 2 new

sitfuation, | » .
Early controlled practice experiences should not have correct ap;

nlication of technique as the primary objective. This is appropriate for later -

experfenCesi Instead, the preservice feacher should identify personal

conflicts between beliefs about the role of the teacher and the purpose

of the technique being studied. For example, preservice teachers who belleve

that it is the function of the teacher to qgfermine rules for the class-

room without student input will have problems implementing any collaborative

prablem solving techniques. While they may appear to go through the steps,

they carry a hidden agenda which is communicaled to the students. Because

ther children understand that solutions are, in fact, the teacher's, child-

ren may not cooperate in keeping agreements. Unless attention is called to

be [1efs and values, the preservice teacher may assume that the method is

inadequate rather than recognize a conflict in personal values. Likewlsa,

Q slé?é]
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as mentioned previously, it is possible to teach techniques (e.g., Glasser's
10 steps) which can be used iﬁﬁppﬁ@pﬁia#e]y as a way to gain more feachef
power rather than solve prsbiémsi

In this first type of controlled practice setting, it is possible
for the teacher educator to develop simulated experiences based on the real
classroom¥eonf licts and problems of preservice teachers being ins*ructed.
This strategy incorporates the ideas of beginning instruction with somatihing
that is familiar to %he learner, fy{ng the new concepts and or skills to fhis
personal knowledge.

The secéﬂd type of controlled setting occurs in the schools and, at
least initially, under the supervision of the teacher educator. In this
setting, preservice teachers work with groups of 5 to 15 children (depending
on PfEViQUEIEKPEFiéﬂie); 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 these situations, preservice
teachers have the experience of applying the techniques being studied
while they are not responsible.for ail the variables teachers must deal with
in a classroom. The short-term purposes of this éxperiance are two.

First, it provides the preservice teacher with an opportunity to try hands-
on techniques with school children. Second, the preservice teacher has a>
current, concrete EKPEFfenié from which reflection and further study can
proceed.

The longer range purpose is to help the prescrvice teacher identify

the difference between acting (rotely going through steps) and interacting
(processing children's responses to determine appropriate teacher action).
Thus, in the second setting, it is important for the teacher educator to

attend to the cognitive and effective interactions of student and teacher.

ERIC Leg




117

Processing of the EXDEFiEﬂ;e then can focus on helping the preseﬁviée teacher
“identify the difference in consequences to children and themselves and dif-
ferencegvin their teacher behavio@bwheﬂ they were interacting veréus rotely
quing fthrough a technique. |

| The processing of controlled practice experiences is a critical factor
in helping students use app%@priafe management techniques habitually.
Hawever, in these times of decreasing student ;redif hours and col lege
budiyets based on credit hour generation, it may be difficult To get enough
supervision personnel to provide these experiences. Unfortunately, pro-
viding practice experiences without adequate supervision has proven to be

worthless in the past.

fleflection

One danger in developing a comprehensive classroom management component
within a preparation program is the tendency fo Trylfa cram everything into
it., This =an be worse than doing nothing. Anxiety levels will be raised
nunproductively, a&d self-confidence may be reduced if the preservice teacher
views effective classroom management as too complex to learn.

Therefore, it is important for the teacher educator to complete the
ty.h4 of: (1) analyzing the classroom management task,(2) synthesizing the
bost available literature, (3) developing instructional STréfegiezjt4) identi-
iy ing field>expéri3ﬂges which will allow teachers to practice constructive
management techniques, and(®) identifying human intervention field fechni;
quaes which will help Teaéhers gain expertise. While attending to those
tasks, it must be kept in mind that significant long-term changes in
behavior will not occur without appropriate time for reflection on exp =
ien;a; and habituation through practice.

The planning of appropriate amounts of time to allow for reflection

will facilitate value and behavior awareness and, when finally appropriate,

122




bohowvior adjustment.  Thus, o major tack of The tescher oducator will be fo
coben b and sequence critical chunks of materials which ore most appropri ate ly
loarned in university and school room seftings and are cril ical lo proven-

tive classroom management,

Fomusl be poted af Ihis time that the roles of the clinic professaor
duvinor, supetvisor, and/or cooperating bteacher arc addibiens | {actors
critical to the success and qrowth of the preservice teachur. A discussion

o e o ey i boayond the

pe of thic paper, however,

N

for Integrafion of Classroom Manadgenent Knowledge and Sklils

Within a teacher preparation program, the teaching experiences pro=
sidd for preservice teachers need to be structured in ways which allaw for
4 eontinuous increase in classroom responsibility. In planning these

nuperiences, two things must be kept in mind. One ls that ftoo much practice
i- entrol led settings can be counterproductive, due to lack of opportunities

to 1ransfer knowledge and skifls to the more complex ¢lassroom s ituation.

The second is that, if put into a complex setting where it is necessary

te, ™Lurvive," most éﬁQSFFVIEG teachers will. When placed in a setting

which is too complex to handle effectively, their power to think about

what an effective classroom manager does aﬂﬂrfhéﬁ to behave accordingly is
reduced to acting out a sterotyped teacher managemenf\ﬁglg or rotely going
through previously learned steps. Preservice teachers do dévé!@é a classroom
management .mode when placed in situations for which they srea not pre-

paied. However, the methods used to survive aire Typically based on how they ex=

perienced schooling, their habitual survival strafegies, and the behavior

£ inservice teacher models, rather than on appiication of educational

o)

principles.
123
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Unee praservice teachers have been appropriately prepared and are ready
Peocnter e final stages of proservice Preparalion, it is imporiant that
Phey teach in a situation where They take on as many classroom responsibi-
Fities as possible, Most preparation proqrams' culminating teacHing experience,

ladend Faaching (unfortunately, cometimoes the only classroom experienc ce), oc-

cursoin the classroom of an inse rvice teacher. Frequent!y and unfortunately,
i faculty who were responsible for the earlier program preparation are not

very difficult, then,

irivolved in this culminating teaching experience. |t is
lo nstablish purposes and goals for the experience which are consistent

with the previous preparation. In these Sif%ﬂTiOﬁE, evaluation and super
vition are either Jacking or conducted by g?hers who know |ittle of the
fireservice teacher's previous preparation,

At other times, people responsible for supervision do have knowledge
wf fhe preparation program, but they also have a different set of beliefs
about teacher preparation and, specifically, classtoom management, At a
Fime which is critical to the proservice teacher's growth ang ability to
act .in a fh@ughffu!-maﬁﬂéﬁ, Littie or inappropriate help is provided. The
net result is that preservice teachers keep "order™ any way they can, to
sarvive.  During an experience |ike this, many preservice teachers honestly
think thaft They will manage their own classrooms in the future as they were
fauaht in their previous coursework. However, the legitimate time for
thoughtful practice is lost, and many are never able to find the support
necessary to change from a Tﬁaqifﬁanaf; authoritarian model.

In addifion to adequate amounts of Pal responsibility, +the culminating

" w

lassroom experience can provide a number of ofhgr supports to thoughtful

practice of classroom management methods based on educational principles. The

I

2lemants necessary include: (1) chances not 4o be saved when Th|ﬁ@f aren't

going well, (2) @ppDr+Uﬁ|%Ies to reflect on student and teacher affI@n;
&) (‘ flé?g
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nd to determine why things are or arc not working, (3) resoutce peop e

(coupurating feacher, principal, univarsity supervisors) with whom to

dinloque, (4) continuous opportunities fo ova luate one's own practices and
qrowth, and (9) opportunities to plan, instru b, evaluate, and conference with

oarents and chi Vdren.

We have Jiscussed some of The many things which must be consi dered

in rhe dev.lopment of a comprehensive classroon management curiiculurm.

U\

There o reason to bilieve that thor rough training of this kind will suc-

cend in developing the important skills involved in classroom management.

i

=

LAY
r

JHill, it is worth noting once again that skills alone are not enough;

ealth and, in particular, €go strength., Indi-

-

demands general mental

viduals who are hostile, sadistic, sarcastic, defensive, prone to taking

tLdent misbehavior perseonally and holding grudges, or SO authoritarian that

+udent assertiveness Or individuality are nof likely

m\
ﬂ‘[

0

they cannot tolerate
to form productive teacher-student relationships or to establish credibitity
i respect.  They might succeed in obtaining qrudging compliance through

IR

persistent application of technical skills, but at a cost in student atfi-

tudes ftoward them and everything ass ciated with them.
These considerations imply +hat teacher preparation prograns should

inelude mechanisms to identify such individuals and keep them out of the

classroom unless they improve their own personal adjustments. Individuals

L

1L
i
[»]

with seriousiy inappropriate atiitude

oF il ncurotic problems may

(Kl

require genéral psychotherapy. Individuals whose problems in classroom
management are confined mostly to their own inhibitidns when acting as

authority figures may only reguire enrol lment in assertiveness training’

erlc | 125
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PARSTTASTI Calong with an emphae i on robee 8-y andd procties o prabirem solvinn
Foohniques).
ln conclusion, uverd though we wete disappointesd with the Limitod body

¢

i cmpirical roeusearch on classroom manadgement, our gueral b impression (5

cotimistic.  The rescarch will be augmented by larae studins prescently in
Lroans and by sy cteebio evaluabions af some of tho noewer problem=solvinn
teczhniques.  More generally, the advice offered in virious sources of Thoory
wom management 15 mostly complemuntary or mutual by

about clas

and  1deas
ceinforcing.,  There is wide agreement on matters taken up by dirterent writors,
cupecially on qeneral ideas such ac the importance aof a positive and preven=
Five approach. Most disaqreements are confined to questions about the merits

Therefore, it iz possible to develop a systema-

of overy speci

to classroom

Fie and internally consi

Meina -ating material

gqament by intec

for curriculum and instruction in feacher cducation. We hope this

paper has been a useful step foward this end.

Q : ) B
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