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Changing Views of
Classroom Management

Objectives

Chapter 1 prepares preservice teachers to
meet Interstate New Teacher Assessment and 
Support Consortium (INTASC) standards #2 
(Student Development), #5 (Motivation and 
Management), and #9 (Reflective Practitioner) by
helping them to

n evaluate different classroom-management
approaches.

n select or create the classroom-management
model that best fits their needs.

n analyze classroom environments and interactions.

n understand the theoretical background of different
approaches to classroom management.

n reflect on personal skills and philosophy about
teaching and classroom management.

From Chapter 1 of Effective Classroom Management: Models and Strategies for Today’s Classroom, 3/e.
Carlette Jackson Hardin. Copyright © 2012 by Pearson Education. All rights reserved.

Monkey Business Images/Shutterstock
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INTRODUCTION

Ms. Salerno has only seconds to react to the situation that just occurred. She must deal with
a student who has left the classroom, a classroom in uproar, and several violations of the
school’s and her classroom rules. What she will do in the next few minutes and in the days
that follow will be determined by many factors. Marcus’s age and grade level will play a
major role in her handling of the situation. If a fellow teacher or teacher’s aide is available,
she may elect to leave the classroom to find Marcus. If she doesn’t have such assistance, she
must weigh the consequences of searching for Marcus with the cost of leaving the other stu-
dents unsupervised. How well Ms. Salerno can predict where Marcus may have gone will
influence her decision regarding whether to search for Marcus or stay with her students.
She will need to consider whether Marcus has a disability that may have contributed to his
behavior. She must be cognizant of school policies regarding such situations. She must
decide if Marcus will be punished for his cursing or for his leaving the classroom. Eventually,
she must decide what should happen to the student who poked Marcus and set the events in
motion. This incident, which occurred in less than a minute, will require Ms. Salerno to
make a multitude of decisions.

If Ms. Salerno were teaching in the first part of the twentieth century instead of
in the first part of the twenty-first century, the answer to this classroom-management
situation would be simple: Marcus and the student who poked him would be headed to
the woodshed for a spanking. In 1949, Dorothy Walter Baruch in New Ways in
Discipline suggested that the days of corporal punishment and taking students to the
woodshed were over. Many parents, teachers, and legislators lament the end of such
trips to the woodshed and suggest that teachers no longer have options when handling
classroom-management issues. Nothing could be further from the truth, however, be-
cause teachers now have more options in managing students’ behavior than in any other
period in history.

Each year hundreds of books and articles are written that provide advice on the best
way to handle situations like the one facing Ms. Salerno. Theoretically, the vast amount
of research available about the nature of students and effective classroom-management
practices makes teachers more thoughtful and less reactive in their handling of classroom
situations. Unfortunately, the research fails to provide all of the answers teachers need to
effectively manage their classrooms. Teachers like Ms. Salerno have learned that there is
no one answer to discipline or effective classroom management, and ultimately teachers are
left to do what they think is best for their students.

Changing Views of Classroom Management

Scenario

For the past week, Marcus Holmes has been going
to sleep during Ms. Salerno’s math class. Today, one
of his classmates reaches over and pokes Marcus

while he sleeps. Startled, Marcus jumps from his seat
and curses the other student. Before Ms. Salerno
can react, Marcus runs from the room.

2



Changing Views of Classroom Management

CHANGING VIEWS OF CLASSROOM MANAGEMENT

Teachers have entered a new age of classroom management. Faced with new challenges
during the first part of the twenty-first century, teachers, teacher educators, and school
administrators have searched for alternate ways to manage classrooms. Finding answers to
classroom-management situations, however, is difficult because there is disagreement
about what constitutes effective classroom-management approaches.

Some administrators and teachers think of classroom management and discipline as
being synonymous terms. Vasa (1984) describes classroom management as behaviors
related to maintenance of on-task student behaviors and the reduction of off-task or dis-
ruptive behaviors. Those educators who share his view define effective classroom manage-
ment as the process of controlling students’ behaviors.

Others take the opposite view and contend that classroom management is not discipline.
Wong (as cited in Starr, 2006) states that teachers need to think less about discipline and more
about the practices and procedures that allow students to learn and teachers to teach. Freiberg
and Lapointe (2006) expand this vision of classroom management by defining classroom
management as “the ability of teachers and students to agree upon and carry forward a com-
mon framework for social and academic interactions, by creating an ethos of effort within a
social fabric that is built over time, and ultimately leads to student self-discipline” (p. 737).
This definition of classroom management expands the view of management as influencing
every aspect of the classroom.

Managing classrooms has become more challenging as instructional methods have changed.
Annie Pickert/Pearson
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Changing Views of Classroom Management

Educators with a more student-centered approach view classroom management as a
way of preparing students for life. They focus not on controlling students’ behaviors today,
but on preparing students for the world they will live in tomorrow. Teachers and adminis-
trators who approach classroom management from this perspective define effective class-
room management as the process of creating a positive social and emotional climate in the
classroom (Morris, 1996).

How teachers and administrators define effective classroom management depends on
their focus and goals. These conflicting views are the basis for classroom models that vary
in approach and philosophy.

Classroom Management as Discipline

In the 1970s and 1980s, the emphasis of classroom management was on making the classroom
safe, establishing the rules of behavior, and maintaining discipline. For teachers, discipline
was viewed as both a noun and a verb (Hoover & Kindsvatter, 1997). As a noun, discipline
was defined as the rules established to maintain classroom order. As a verb, discipline was
defined as what teachers do to help students behave acceptably in school. Both definitions
tie discipline to misbehavior, because if there is no misbehavior, no discipline is required
(Edwards, 1999). As Doyle (1990) notes, preventing misbehavior has been the dominant
theme in classroom management, because the need for management and discipline is most
evident when students are misbehaving.

Those who viewed classroom management as discipline turned to psychological theo-
ries in counseling, mental health, and behavior modification for answers to classroom-
management problems. Most of these theories were developed outside classroom settings
and dealt with individual students rather than with groups of students (Brophy, 1983).
However, studies in behavior management were the first to show experimentally that
teacher behavior could shape and maintain student misbehavior (Freiberg, 1999). Since the
1960s, behavior management has been the most common approach to classroom manage-
ment. Schools throughout the United States quickly adopted these early models, because
they were simple to use and allowed teachers to meet the need to stop inappropriate behavior
immediately. For these same reasons, they continue to be used today.

This text contains four models that have discipline as their major focus. Although
different in approach, they share the following principles:

n The teacher is responsible for maintaining classroom control.

n Discipline comes before instruction.

n Consequences must exist for inappropriate behavior.

The four models presented are Skinner’s Behavioral Management, Canter’s Assertive
Discipline, Jones’s Positive Classroom Discipline, and Albert’s Logical Consequences.

Classroom Management as a System

In the late 1970s, teachers began to reject earlier models that focused on discipline. Many
found that earlier models did not adequately serve teachers who sought to create calm and
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Tips from the Field

In my first year of teaching, I started teaching
academics the first day of school and handled
problems as they developed. Needless to say, my
first year was a learning process. I now spend the
first week of class teaching procedures and rules.
Students are given jobs for the year, and everyone
accepts a role. I have found that if students are
kept busy and know the rules and procedures,

I rarely have distractions. Students come to my
class expecting to learn and are really surprised if
another student disrupts that process.

Grant Bell
Greenbrier Middle School
Greenbrier, Tennessee

safe learning environments for all their students (McEwan, 2000). For these teachers, class-
room management and instruction are interdependent rather than separate functions.
Therefore, effective classroom management is not seen as a few isolated techniques or
learned gimmicks, but rather as a system of management skills (Brophy, 1983; Evertson &
Harris, 1992). Kohn (1995) notes that many educators reject discipline models, because they
have found punishment and threats to be counterproductive in that they produced tempo-
rary compliance at best. Others stress that it is better to have a plan to prevent misbehavior
than to have a response plan when misbehavior occurs. Doyle (1990) stresses that the new
focus on prevention has transformed both research and theory in classroom management.

For these reasons, many teachers have come to believe that the best approach to class-
room management is one that is systematic, beginning with preparation before the school
year begins and continuing throughout the academic year. Such an approach includes
planning and conducting activities in an orderly fashion, keeping students actively engaged
in lessons and seatwork activities, and minimizing disruptions and discipline problems
(Brophy & Evertson, 1976).

Management programs that use a systematic approach provide solid instruction and
create a purposeful learning climate (Hoover & Kindsvatter, 1997). Kohn (1995) suggests
that many discipline problems are the result of the teacher asking students to do uninter-
esting, inappropriate, or unreasonable tasks. When teachers change their instructional
strategies, behaviors improve. Carolyn Evertson (as cited in Marchant & Newman, 1996)
stresses that classroom management based on control and discipline is not compatible with
building the kinds of learning communities in which students have a stake in their own
learning and their own school community. Rather, systematic approaches create a positive
social and emotional climate stemming from good interpersonal relationships between
students and teacher, as well as among students.

This text includes four models that emphasize a systematic approach to classroom
management. They include Curwin and Mendler’s Discipline with Dignity, Evertson’s
Classroom Organization and Management Program (COMP), Kohn’s Building Community,
and Marshall’s Discipline without Stress® Punishments or Rewards.
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Changing Views of Classroom Management

These models view classroom management and instruction as interwoven, with the
focus being on preventing problems rather than responding to problems. Each model em-
phasizes that effective management begins before the first child arrives for the first day
of school. Recognizing that each child is unique, the creators of these models reject one-
size-fits-all approaches to maintaining classroom control. Instead, these approaches are
based on the belief that when students’ basic needs are met, misbehavior can be avoided.

Classroom Management as Instruction

There are those who argue that classroom-management models focusing on rewards, rules,
consequences, and procedures overlook the needs of individual students. The necessity to
meet individual needs has become more critical as classrooms have become more diverse
and as students’ needs have become more intense. Wolfgang and Kelsay (1992) contend that
childhood has changed, and traditional discipline methods do not work for children who
grow up in nontraditional circumstances. Therefore, as Weinstein (1999) notes, “a major
change is occurring in our thinking about classroom management—this change can be
characterized as a shift from a paradigm that emphasized the creating and application of
rules to regulate student behavior to one that also attends to students’ need for nurturing
relationships and opportunities for self-regulation” (p. 151). Many schools are accepting
this philosophy and are replacing rule-bound discipline programs with instruction that
helps the student make ethical judgments and decisions.

These new classroom-management models focus on teaching prosocial skills to students.
Peterson (1997) stresses that the teaching of some form of conflict mediation, negotiation pro-
cedures, and conflict-resolution skills should be included in the curriculum of every classroom.
In addition, some teachers use conflict resolution as part of their classroom-management prac-
tices. Many schools have adopted schoolwide programs in which participation, support, and
resources extend beyond a single classroom. Girard (1995) found that there were approxima-
tely fifty school-based conflict-resolution programs in 1984. By 1995, the number of such pro-
grams had risen to 5,000 and continues to increase. Because the goal is for students to learn
self-discipline, these methods take longer to develop and implement but invite more risk tak-
ing on the part of the teacher. However, Curwin and Mendler (1988) feel that these models may
be more effective, because they encourage improved teaching as well as improved learning.

Many of these models advance a violence-prevention approach. As Gold and
Chamberlin (1996) note, all children who are eventually identified as juvenile delinquents
can reliably be identified by age eight. Therefore, effective violence-prevention program-
ming begins in the early grades, in which the habits of peacemaking are first being learned,
and continues throughout middle school and high school, with the hope that if violence is
learned, it can be unlearned. Remboldt (1998) states that “the key to preventing violence
lies in shaping children’s beliefs, attitudes, and behaviors before violence becomes an auto-
matic manifestation of their anger” (p. 33).

This text presents four models that have the teaching of prosocial skills as their central
focus. The models presented include Coloroso’s Inner Discipline, Positive Behavior Support,
Bodine and Crawford’s Conflict Resolution and Peer Mediation, and Gathercoal’s Judicious
Discipline. The purpose of these programs is to teach appropriate behavior and social skills,
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Table 1.1 Three Views of Classroom Management
Concepts Chapters

Classroom
Management
as Discipline

The teacher is responsible for
maintaining classroom control.

Discipline comes before instruction.
Consequences must exist for

inappropriate behavior.

Chapter 2—Behavioral Approaches
to Classroom Management

Chapter 3—Assertive Discipline
Chapter 4—Positive Classroom

Discipline
Chapter 5—Logical Consequences

Classroom
Management
as a System

Classroom management is
systematic. Management and
instruction are interwoven.

There is a focus on the building of
learning communities.

Planning is essential.

Chapter 6—Discipline with Dignity
Chapter 7—Classroom

Organization and Management
Program (COMP)

Chapter 8—Building Community
Chapter 9—Discipline without

Stress® Punishments or Rewards

Classroom
Management
as Instruction

There is a focus on teaching
prosocial skills.

The goal is to establish habits of
peacemaking.

Schoolwide programs teach skills
of conflict resolution and peer
mediation.

Teachers help students make ethical
judgments and decisions.

Chapter 10—Inner Discipline
Chapter 11— Positive Behavior

Support
Chapter 12—Conflict Resolution

and Peer Mediation 
Chapter 13—Judicious Discipline

with the focus being on helping students develop positive interactions throughout their
lifetime rather than on behavior at a particular moment. Table 1.1 presents the three views
of classroom management covered in this book, outlines their basic concepts, and lists the
chapters that discuss them.

CRITICAL INFLUENCES ON CLASSROOM MANAGEMENT

Ms. Salerno’s reaction to Marcus’s behavior in the opening scenario may also be influenced
by her own philosophy of classroom management or that of six major theorists in the field
of classroom management: Fritz Redl, William Wattenberg, Jacob Kounin, Rudolf Dreikurs,
William Glasser, and Haim Ginott. The philosophical tenets behind these theories have
withstood the test of time and continue to be applied to the modern view of classroom
management. Each focuses on psychological aspects of human behavior and the interac-
tions between students and teachers. They require teachers to review their own actions
and their contributions to the events that occur in discipline situations. Each would

Changing Views of Classroom Management
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suggest that Ms. Salerno review her contribution to Marcus’s behavior before reacting to
the current situation.

Fritz Redl and William Wattenberg

Fritz Redl and William Wattenberg were the first researchers to examine the interactions
between teachers and students and the impact of those interactions on student behavior.
Researching in the 1950s, Redl and Wattenberg suggested that group behaviors differ from
individual behaviors and that the influence of group dynamics must be considered in creat-
ing an effective classroom-management plan. Before Redl and Wattenberg, much of the
focus of classroom management had been on the individual “problem” student, not on
the interactions of a class of thirty or more students that might include several “problem”
students. Redl and Wattenberg (1959) also noted that each classroom had what they
described as “key students” who influenced the other students in the classroom. They
emphasized that it is important for classroom teachers to understand the influence of class
leaders, class clowns, and instigators in creating or destroying a positive classroom environ-
ment. Therefore, teachers were encouraged to anticipate certain behaviors, to be aware of
group interactions, and to handle problems from a group perspective.

Redl and Wattenberg (1959) identified four types of interactions that were effective
in dealing with difficult students. The first was for the teacher to provide support for self-
control. They note that much misbehavior by students is the result of a temporary lapse of
the student’s ability to apply self-control. Teachers’ behaviors that promote self-control
include giving signals to cue behavior appropriate in the situation, moving into the stu-
dent’s space, showing interest in the student’s work or opinions, or joking with the student
to reduce the student’s anxiety. In the second type of interaction, the teacher provides
situational or task assistance by helping students in getting past temporary frustrations,
restructuring or changing the activity, and using situational routines to minimize confu-
sion. The third interaction recommended by Redl and Wattenberg was for the teacher to
provide reality or value appraisal. In twenty-first-century terms this would be viewed
as a “reality check.” The goal is to help students recognize the effects of their behavior
on themselves and others. Finally, teachers apply what Redl and Wattenberg called the
pleasure-pain principle. This principle is routed in behavioral theory as students are
rewarded for appropriate behavior and provided consequences for negative behavior. Redl
and Wattenberg felt that if the first three interactions are appropriately utilized, the need
for applying the pleasure-pain principle will be reduced.

Jacob Kounin

Most experts in the field of classroom management agree that the work of Jacob Kounin
in the 1970s was pivotal and continues to influence the development of classroom-
management approaches. Kounin investigated the effects of teacher-developed classroom
procedures and activities on students’ on-task behaviors. Like Redl and Wattenberg,
Kounin designed his research to gain knowledge about group-management techniques,
emphasizing that classrooms are made up of more than one student, and to support the
idea that it is the management of group behavior that identifies a successful classroom
manager. He identified successful classroom managers as those teachers who “produced a

8



Changing Views of Classroom Management

high rate of work involvement and a low rate of deviancy in the academic setting”
(Kounin, 1970, p. 63). Therefore, his work focused on both classroom management and
lesson management. Through his research, Kounin identified the following valid man-
agement techniques:

Desists: the teacher’s actions and words used to stop misbehavior. Kounin found that
the clarity, firmness, intensity, and focus of the desist greatly influenced the behavior
of the student disciplined and the other students in the classroom.

Ripple Effect: the teacher’s method of handling misbehavior by one student, which
influences the behavior of other students in the classroom. Kounin found that the
ripple effect for high school students was related to the students’ degree of motivation
to learn the material and to their positive feelings toward the teacher.

Withitness: the teacher’s ability to know everything that is happening in the class-
room and an awareness of the verbal and nonverbal interactions of students with
the teacher and their classmates. The withitness quality was measured by the
following criteria:

n The ability to stop misbehavior before it spreads.

n The ability to stop misbehavior before it increases in seriousness.

n The ability to correct a child who is misbehaving rather than correcting the
wrong child.

n The ability to stop serious misbehavior rather than focusing on a less-serious
misbehavior (Vasa, 1984).

Overlapping: the teacher’s ability to manage two issues simultaneously. This involves
managing multiple groups or assignments. In more modern language this would be
known as multitasking.

Transition Smoothness: the teacher’s management of various activities throughout the
day. Because the teacher must initiate, sustain, and terminate many activities through-
out the day, transitions are constant. The ability to make such transitions in a smooth
and orderly fashion influences the teacher’s management effectiveness.

Tips from the Field

My drama class produced a videotape of class
rules and behavior. I assigned each group of two
or three students a different rule. The groups had
to write, practice, and perform a skit demonstrat-
ing appropriate and inappropriate behavior. My
drama students had a great time producing the

skits, and the video will be a fun way to review
the rules in all of my classes.

In Memory of
Barbara Keihle
Language Arts Teacher
Nestucca High School
Cloverdale, Oregon
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As Brophy (1999) notes, the results of Kounin’s research stressed the point that effective
classroom managers were not effective merely because they could handle disruptions when
they occurred; they were effective because they prevented disruptions from occurring in the
first place by establishing the classroom as an effective learning environment, preparing and
teaching good lessons, and monitoring students as they worked. Kounin’s research changed
the way teachers thought about classroom management by moving the focus on disciplining
students to creating and maintaining classroom environments that support learning.

Rudolf Dreikurs

Working from a theoretical base in Adlerian psychology, Rudolf Dreikurs advises teachers
to interpret the goal of a student’s problem behavior and react based on an assessment
of the reasons for the behavior (Dreikurs & Loren, 1968). He stresses that every student
views the world differently and teachers cannot change student behavior until the reasons
for the behavior is understood. He also stresses that understanding the reasons for mis-
behavior must be the guiding principle for teachers as they communicate with students.

Dreikurs suggests that students who are compensating for feelings of inferiority or
lacking a secure sense of belonging in the classroom or peer group often misbehave in
order to get attention, gain power, exact revenge, or gain sympathy or special treatment by
appearing helpless. Dreikurs advises teachers to determine which of these goals the student
is trying to achieve before addressing the behavior. He believes that the students would
become willing to abandon self-defeating goals and make commitments to more produc-
tive goals once they have developed insight into their behavior and its meanings.

Dreikurs also questions the use of traditional punishment techniques by teachers,
stressing that such punishment does little to change behavior. Instead, he proposes that
teachers should impose consequences that are logically related to the misbehavior. By doing
so, students understand the connection between their behavior and the consequences
of their behavior. His model promotes communication and respect between teacher and
student and allows students to take responsibility for actions. Dreikurs’s concepts continue
to influence modern classroom-management theory. A more current version of his theory
has been adapted and appears in Chapter 5.

William Glasser

The psychiatrist William Glasser has numerous books and articles on classroom and school
management. In 1965, Glasser wrote Reality Therapy in which he challenged the widely
accepted perception of behavior as externally driven and contended that all behavior is
internally motivated. Reality therapy is driven by the following principles:

n Individuals are responsible for their own behavior. Behavior is not seen as a by-product
of society, heredity, or an individual’s past.

n Individuals can change and live more effective lives when given guidance and support.

n Individuals behave in certain ways in order to mold their environment to match their
own inner pictures of what they want.

10
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In 1969, Glasser’s Schools Without Failure outlined the application of reality therapy
to school situations. School failure, Glasser contends, is the result of students and teachers ac-
cepting the notion that behavior is externally manipulated and therefore outside the student’s
control. This results in teachers spending too much of their time trying to control and manip-
ulate students and students refusing to take responsibility for their own behaviors. However,
Glasser stresses that students will feel safe to make these choices only if school is seen as a “good
place” where all people—students, faculty, and staff—are treated with respect and caring.

This “good place” is provided in what Glasser calls a “quality school” (Glasser, 1992). In
a quality school, students satisfy four psychological needs: the need to belong, the need for
power, the need for freedom, and the need for fun. According to Glasser, teachers must
teach and manage in a way that helps students meet these four psychological needs and by
doing so, add quality to students’ lives.

Focused on helping people look at present conditions to find solutions to problems,
Glasser opposes coercion, either through reward or punishment. He calls for schools to
transform into caring places that students enjoy, and where they feel a sense of belonging.
Once teachers and schools meet these needs, he contends that students will behave appro-
priately and traditional discipline methods are unnecessary. Marvin Marshall’s model,
Discipline without Stress® Punishments or Rewards, adapts many of Glasser’s ideas and is
the focus of Chapter 9.

Haim Ginott

As an elementary teacher in Israel, Haim Ginott wanted to discipline without humiliating,
judging, hurting, or destroying the self-worth of his students. When he evaluated his own
behaviors and interactions with students, he observed:

I have come to a frightening conclusion. I am the decisive element in the classroom.
It is my personal approach that creates the climate. It is my daily mood that makes
the weather. As a teacher, I possess tremendous power to make a child’s life

Tips from the Field

Most research indicates that classroom lecturing
is the least effective method of instruction. What
has proven effective is hands-on, teacher-guided,
student-centered learning and exploration. Fur-
thermore, when people are busy, they tend to
stay focused on the tasks at hand. Therefore,
when students are actively engaged in an enjoy-
able activity that employs a variety of learning
styles, the chances of students disengaging from

learning significantly decreases, and classroom-
management problems virtually disappear.

David McKay,
9–12 English Teacher
Aberdeen High School
Aberdeen, WA
2002 Washington State
Teacher of the Year
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Teacher Traits

Personality
Personal values
Teaching style

School Environment

Age/grade level of
   students 
Students’ characteristics
   and needs
Principal style
School policy
Parental support

Knowledge and
   Experiences

Personal experiences
Knowledge of models of
   classroom management
Knowledge of research on 
   effective practices

Factors to Consider

Figure 1.1

Developing a Personal Classroom-Management Plan

miserable or joyous. I can be a tool of torture or an instrument of inspiration. I can
humiliate or humor, hurt or heal. In all situations it is my response that decides
whether a crisis will be escalated or de-escalated, and a child humanized or de-
humanized. (Ginott, 1972, p. 16)

This quote has influenced the way teachers view themselves and interact with students for
over forty years.

In 1972, Ginott wrote Teacher and Child in which he questioned traditional behavioral
approaches to classroom management and suggested that communication, not rewards and
punishments, is the key to effective classroom discipline. Ginott stresses that teachers set the
tone of the classroom through positive communication. He maintained that through caring,
supportive interactions with students, a teacher builds a community of learners. Alfie Kohn
(1995) builds on Ginott’s ideas and stresses that the ultimate goal of classroom management
should not be on simple obedience but on having students behave appropriately because they
know it’s the right thing to do, and because they can understand how their actions affect other
people. Kohn’s model, Building Community, appears in Chapter 8.

DEVELOPING A PERSONAL CLASSROOM-MANAGEMENT PLAN

McEwan (2000) notes that the issues associated with classroom management are as com-
plex as the time in which we live and as diverse as the students we teach. Different children,
and even the same children at different levels of development, require different treatment
for optimal results. Therefore, there are no easy answers to discipline problems, nor is there
one most effective classroom-management plan. Figure 1.1 describes factors that should be
considered in formulating a personal classroom-management plan.

12
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Key Terminology

Definitions for these terms appear in the glossary.

Desists
Overlapping
Ripple effect 

Transition smoothness
Withitness

Chapter Activities

Reflecting on the Material

1. Consider the situation with Marcus described at the beginning of this chapter.

a. What additional information would you want to consider in deciding how to handle
this situation?

b. What strategies could Ms. Salerno have used to prevent the situation from occurring?
c. In what ways could Ms. Salerno’s instructional strategies have created or prevented

the situation?
d. Does the motivation of the student who poked Marcus play into your decision

making?
e. How would you have handled the situation?

2. Kounin’s research identified “withitness” as a skill of effective classroom managers.
Describe a teacher you have observed who has “withitness.” How did the teacher’s 
“withitness” prevent discipline problems or help the teacher in correcting inappropriate
behavior?

Developing Artifacts for Your Portfolio

1. The research on classroom management speaks to the importance of classroom rules. List the
rules you are considering for your classroom. What is your rationale for selecting these rules?

Ultimately, the best classroom-management plan is the one developed by an individual
teacher, designed to meet the needs of his or her students. The last two chapters of this
text provide information to assist in the design of a personal system. Chapter 14 provides a
synopsis of research on classroom management and a description of the best practices
identified through this research. Chapter 15 helps the individual teacher put together all
elements of classroom management into a comprehensive program.

There is not one perfect discipline approach. Teachers must discover what works
best for themselves, their students, and their specific situations. The goal of this text is to
provide theories and research from which individual teachers can select, blend, and create
the best classroom-management plan to meet their needs.
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Developing Your Personal Philosophy of Classroom Management

1. This chapter provides several definitions of classroom management. Which definition
most closely reflects your personal definition of classroom management? Why?

2. This chapter describes classroom management as discipline, a system, and instruction.
Which of these models most closely fits your philosophy of classroom management? Why?

3. One of the most famous quotes about teaching is the statement by Ginott that begins,
“I have come to a frightening conclusion.” Review the entire quote. Do you agree or
disagree with Ginott’s statement? Why?
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Go to the Topic: Establishing Classroom Norms and Expectations in
the MyEducationLab (www.myeducationlab.com) for your course, where
you can:

n Find learning outcomes for Establishing Classroom Norms and
Expectations along with the national standards that connect to
these outcomes.

n Apply and practice your understanding of the core teaching skills
identified in the chapter with the Building Teaching Skills and 
Dispositions learning units.

n Examine challenging situations and cases presented in the IRIS
Center Resources.

n Use interactive Simulations in Classroom Management to practice
decision making and to receive expert feedback on classroom-
management choices.
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Behavioral Approaches to
Classroom Management

Objectives

Chapter 2 prepares preservice teachers to meet
INTASC standards #2 (Student Development), 
#5 (Motivation and Management), and #9 (Reflective
Practitioner) by helping them to

n use knowledge about human behavior drawn
from the research of Pavlov, Thorndike, Watson,
and Skinner to develop strategies for classroom
management.

n understand the basic principles behind a behav-
ioral approach to classroom management.

n evaluate research concerning the impact of 
reinforcement and punishment on learning and
behavior.

n evaluate the role of extrinsic rewards on students’
behaviors.

Annie Pickert/Pearson

From Chapter 2 of Effective Classroom Management: Models and Strategies for Today’s Classroom, 3/e.
Carlette Jackson Hardin. Copyright © 2012 by Pearson Education. All rights reserved.
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INTRODUCTION

Whether the result of training, good teaching skills, or logic, the approach Ms. Johnson
used is one of the oldest classroom-management techniques in existence. The practice of
providing consequences for both good and bad behaviors has been used in classrooms since
the first cave teacher taught the first cave student to make fire. It is only during the past fifty
years, however, that the process of systematically applying rewards (reinforcements) and

Behavioral Approaches to Classroom Management

Scenario

Student teacher Tennill Johnson is nervous about
her ability to control the classroom. With the per-
mission of her cooperating teacher, she develops
a plan to reward her students for good behavior.
Addressing the class, she unveils a twenty-four-
inch-square jigsaw puzzle. The puzzle features bal-
loons and confetti, and the word “Party” appears
several times on the picture. Getting the children’s
attention, she removes all the pieces of the puzzle
and places them in a basket. She explains that
each day the class can earn puzzle pieces when
they display excellent behavior. At the end of each
day, they will discuss the behavior of the class
during the day and Ms. Johnson will determine
whether they have earned a piece of the puzzle.
Placing a piece of the puzzle back on the board,
she demonstrates how the pieces will be placed
on the board. “When the puzzle is complete,” she
explains, “you will get what the puzzle says—a
party. I will provide the food and drinks, and we
will watch a video you select.”

Hands go up around the room. “Can we earn
more than one piece in a day?”

“Yes,” Ms. Johnson explains. “If I am pleased with
how you act during a certain activity, I might put an
extra piece on for that day.”

“Can we lose pieces if we are bad?”
“No, I will never remove pieces. They are your

rewards. I won’t take them back.”

Carmen raises her hand. “What about David? He
is bad all the time. He will make us lose our puzzle
pieces.”

Ms. Johnson takes a deep breath. “First, I would
never assume David will be bad, and neither should
you, Carmen.” She looked at David. “I am confident
David will help the class earn the party.” Then, look-
ing back at Carmen, she continues, “This is a class
reward, so no individual student will prevent you from
getting a puzzle piece. Now, if there are no more
questions, it is time to work on our spelling.”

When the class returns from lunch, Ms. Johnson
explains that she is very pleased with their behavior
in the lunchroom. Taking a puzzle piece, she fills in
the first piece of the puzzle. At the end of the day,
she spens a few minutes talking about the overall
behavior of the class for that day. Pleased with their
behavior, she puts another piece on the puzzle. The
second day, the students aren’t as attentive, and
Ms. Johnson has to correct several students through-
out the day. At the end of the day, she explains that
no puzzle pieces have been earned that day and that
she hopes the following day will be a better one.

Four days before the end of her teaching assign-
ment, the puzzle is complete, and the students are
rewarded with the promised party. Ms. Johnson is
also rewarded when her cooperating teacher gives
her an excellent evaluation for her student-teaching
experience.

n learn techniques for applying behavioral techniques
in the classroom.

n determine whether they will incorporate behavioral
strategies into their classrooms.

n use behavior theory to deal with problem 
behavior.
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punishment has been part of classroom-management training. This model of classroom
management is known by many terms, including behaviorism, behavioral techniques,
behavior modification, and social-learning theory. For the purpose of this chapter, the term
behavioral techniques will refer to the practices used to modify classroom behaviors, and
the term behavior modification will be used for the programs developed for individual
students.

This behavioral approach to classroom management has its roots in the work of Ivan
Pavlov (1849–1936), John Watson (1878–1958), Edward Thorndike (1874–1949), and B. F.
Skinner (1904–1990). Focusing on how organisms learn, the behavioral model is concerned
with the scientific modification of observable behaviors. Pavlov, considered the father of
classical conditioning, began the behaviorist movement with his discovery that when a
conditioned stimulus is applied with an unconditional response, the result is a conditioned
response. He is best remembered for his conditioning of dogs to salivate (unconditioned
response) at the sound of a bell (conditioned stimulus). Thus the concept that learning and
behavior can be controlled and manipulated was developed. Watson, who called himself a
behaviorist, found that learning was the process of conditioning responses through the sub-
stitution of one stimulus for another. Learning, according to Watson, could explain most
behaviors. Thorndike was one of the first researchers to apply operant conditions. He devel-
oped the concept known as the Law of Effect, which states that a rewarded behavior will be
repeated, and an unrewarded behavior will cease. Skinner developed operant conditioning
as a theory and concentrated on the observation and manipulation of behaviors. Operant
conditioning describes the relationship between behavior and environmental events and
focuses on the use of reinforcement to obtain desired behaviors (Zirpoli & Melloy, 1997).
Classroom management was never the goal of these researchers; however, their research
changed the concept of classroom management because their studies demonstrated experi-
mentally how a teacher’s behavior could shape and maintain students’ behaviors.

Step-by-Step Behavioral Approaches

To increase desired behaviors:

1. Reinforce desired behavior when it occurs.
Begin with continuous reinforcement until
behavior is established, and then move to an
intermittent schedule.

2. Shape desired behavior by reinforcing
approximations of the desired behavior
until desired behavior is achieved.

To decrease undesired behaviors:

1. Evaluate your own behavior to make sure
you are positively reinforcing desired

behavior rather than reinforcing undesired
behavior.

2. Ignore undesired behavior until extinction
occurs.

3. Apply negative reinforcement until desired
behavior occurs. When desired behavior
occurs, remove the aversive stimulus.

4. Use functional behavioral assessment to
systematically change the behavior.

5. Use punishment as a last alternative.
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In 1954, Skinner stressed that “special techniques have been designed to arrange
what are called ‘contingencies of reinforcement’—the relation which prevails between
behavior on the one hand and the consequences of that behavior on the other—with the
result that a much more effective control of behavior has been achieved” (p. 86).
Through reinforcements, Skinner suggested, the behavior of an individual—student,
spouse, employee—could be shaped almost at will. Although some behaviors required
successive stages to change behaviors, other behaviors could be changed in a single
reinforcement.

Therefore, according to behaviorists, all behaviors (good and bad, appropriate and
inappropriate) are learned and maintained by reinforcement. Behavior is conditioned by
its consequences: strengthened if followed immediately by reinforcement, weakened if not
reinforced. Drawing upon the findings of operant conditioning is the belief that the causes
of behavioral problems are not in individual personality variables or emotional well-being,
but in the interactions among the child, his or her peers, the parents, and the teacher
(Skiba, 1983). Consider the following situations:

Every day seventh-grader Jacob manages to disrupt the class to the point that he
is eventually sent to the office or to in-school suspension. Twice he has been suspended
from school. Jacob’s teacher, his principal, and his parents are confused about what to
do with Jacob and fail to understand the reasons that none of the punishments
imposed on Jacob have been effective. Unfortunately, they have not consulted with
Jacob’s bus driver. He could explain that each day Jacob gets in trouble, Jacob is greeted
with high fives from the other kids on the bus who have bets that Jacob can get more
suspensions in one year than any other student in the history of his school.

Because Timothy is always off-task, Ms. Sloan often walks by his desk and stands beside
Timothy until he returns to work. Timothy, who is being raised by his father, likes hav-
ing Ms. Sloan beside him because he thinks she smells good and reminds him of his
mom. So, as soon as Ms. Sloan walks away, Timothy puts his pencil down and stares
into space. In a few seconds, Ms. Sloan is beside him again.

Kindergartner Latisha clung to her mother’s skirt and cried when her mother
attempted to leave the room. Trying to console Latisha, her mother agreed to stay a few
minutes longer. Unfortunately, the crying became louder and stronger as weeks went
by, and now Latisha’s mother is spending most of her day in the kindergarten class-
room. She agrees with Latisha’s teacher that she needs to leave but can’t bring herself to
abandon her crying child.

Whenever Ms. Carter asks a question, Carla raises her hand. If Ms. Carter doesn’t call
on her immediately, Carla waves her hand wildly. Eventually, Ms. Carter always calls
on Carla.

Mr. Reynolds controls his tenth-grade basic science class by yelling and screaming. The
students have learned that when he is especially angry he will begin to stutter and spit.
Mr. Reynolds’s loss of control is the source of much lunchroom laughter, and eventually
most of his classes are pushing him to the point where he is constantly red faced, stutter-
ing, and spitting.

In all the situations described, behavior was modified because of reinforcement. Unfortu-
nately, the modified behavior was not always the behavior desired. In some cases, the adults
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had their behavior modified. To be used effectively in the classroom, the following basic
assumptions about behavioral theory must be understood:

n Behaviors are learned. Individuals tend to exhibit behaviors that are reinforced and
avoid behaviors that have not been previously reinforced or have been punished.

n Behaviors are stimulus specific—that is, individuals behave differently in different
environments. This is because each environment contains its own sets of cues
(antecedents) and consequences (reinforcers or punishments) for the behavior exhib-
ited. Behaviors have environmental, situational, and social roots. Therefore, teachers
should never question when parents say, “He never acts that way at home,” because it
may be the school environment that creates the behavior.

n Behaviors can be taught, changed, or modified. Because behaviors are learned, teachers
and parents can teach new behaviors and modify current behavior.

n Behavioral change should focus on the here and now. Behaviorists are not concerned
with past events; instead, they concentrate on current events within a student’s envi-
ronment, in order to identify the influences on current behaviors (Walker & Shea,
1999; Zirpoli & Melloy, 1997).

ELEMENTS OF BEHAVIOR MANAGEMENT

The relationship between behaviors and consequences represents the heart of behavior-
management strategies. Consequences are events or changes in the environment following
a behavior. There are three basic consequences of behavior:

1. Behavior followed immediately by a reward (reinforcement) will occur more frequently.

2. Behavior followed closely by a punishing consequence will occur less often.

3. Behavior will be extinguished (stopped) when it is no longer reinforced.

Landrum and Kauffman (2006) note that virtually all classroom-management applica-
tions of behavioral theory involve one or a combination of the following basic operations: pos-
itive reinforcement, negative reinforcement, extinction, presentation punishment, or removal
punishment. Reinforcement is the most powerful of these tools and is used not only to teach
new behaviors and change current behaviors but also is the foundation of Skinner’s operant
conditioning (Zirpoli & Melloy, 1997). Reinforcement leads to an increase in behavior.
Extinction is the cessation of a particular behavior resulting from a lack of reinforcement
(Colvin, 2009). Reinforcement and extinction are opposite phenomena but should not be con-
fused with punishment. Whereas extinction consists of withholding a reinforcer after a behav-
ior is displayed, punishment involves the application of negative consequences for inappropri-
ate behavior. Thus, when confronted with inappropriate behavior, a teacher has three choices:

n Rewarding appropriate behavior in order to increase the chances the desired behavior
will occur again.

n Ignoring the inappropriate behavior in hopes of extinction.

n Punishing the student for inappropriate behavior.
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Consequences of Behavior

Reinforcement involves the use of consequences to strengthen the behavior. Reinforcement
following a behavior operates on the likelihood that the desired behavior will be repeated
under the same or similar circumstances. Reinforcement can be both positive and negative,
and both positive and negative reinforcement increase behavior. Positive reinforcement is
the presentation of a reinforcer wanted by the student after the desired behavior has been
exhibited. Typically, the student will repeat this behavior in order to get another reward.
Positive reinforcement can come in many forms. Examples are

Jennifer’s high school English teacher writes a note at the bottom of the first assign-
ment that reads, “I really enjoyed your writing. I can’t wait to read your next paper.”
Jennifer is so pleased, she spends hours making sure her next paper is perfect.

Julio’s principal stops him on his way back from lunch and tells him that she is proud
of the way he helped a classmate who had dropped her lunch tray. She gives Julio
a good citizenship slip that qualifies him for a drawing for a prize at the end of the
six weeks.

Brian’s teacher places a peppermint on his desk because he is working hard on his math
problems.

Ms. Foster announces that the class will get fifteen extra minutes on the playground
because they acted so well during assembly.

Mr. Bader’s principal names him Teacher of the Month because of his work with the
debate club. Along with the title comes free lunch in the cafeteria for a month.

Tips from the Field

For the past four years I’ve taught grades seven
through twelve and GED English in an alternative
school. I found the following strategies effective
with this group of students.

1. Give students respect. Most young men hate
the words “boy” and “son.” Call them by
their names, or even better, call them Mr. X
(last name).

2. Tell the truth as you see it. Make sure they
understand that the truth is a form of respect.

3. Teach what a sincere, honest apology is and
when it is acceptable. Be sure to offer one

every time you mess up, and do it in public
before the wronged student.

4. Train students how to handle themselves
when a principal, security officer, or teacher is
upset with them (this is a wonderful skill and
helps at-risk students to get out of trouble).

5. Defend, congratulate, and apologize to
students in public. Counsel, irritate, and
castigate in private.

Marjory W. Thrash,
East Central Alternative School
Union, Mississippi
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Unfortunately, positive reinforcement does not always have the desired effect. Walker and Shea
(1999) stress that reinforcement is most effective in maintaining or increasing a behavior when

n reinforcement is given only if the student exhibits the desired behavior. If students are
rewarded when they haven’t earned the reward, there is little chance of getting the
desired behavior in the future.

n reinforcement is individualized for a particular child. Some reinforcements are more
effective with some children than others. By asking the student and testing different
reinforcers, teachers can generate a reinforcement menu. Brian, in the example given
earlier, would not find the peppermint rewarding if he hated peppermint candy.

n the desired behavior is reinforced immediately after it is exhibited. As the interval between
the behavior and reinforcement increases, the relative effectiveness of the reinforcer
decreases. Initially, an effective reinforcement program reinforces immediately after the
desired behavior. Later, the time between the behavior and reinforcement can be increased.

n verbal praise is combined with the reinforcement. It is important to remind the child
of the connection between the desired behavior and the reinforcement.

n the target behavior is reinforced each time it is exhibited. When the target behavior
becomes routine for the student, it can be reinforced intermittently. However, if all
reinforcement ceases, the behavior may end as well.

n the reinforcement is given by someone the child loves, likes, or respects.

Negative reinforcement also strengthens the behavior. In fact, the term negative rein-
forcement refers to the same effect observed with positive reinforcement: A behavior is
strengthened and is more likely to reoccur. Unlike positive reinforcement, however, it in-
volves the removal of an aversive stimulus following a desired behavior. There are two key-
words or phrases in this definition. The first is removal; rather than presenting something
to the student, as in positive reinforcement, something aversive is removed. The second key
phrase is desired behavior. In negative reinforcement, the aversive stimulus continues
until the desired behavior is achieved. Because there is relief when the aversive stimulus is
removed, the student is rewarded, and the likelihood increases that the desired behavior
will occur again. There are fewer examples of negative reinforcement in the classroom
because most teachers prefer to avoid introducing aversive stimuli into the learning envi-
ronment. Examples of negative reinforcement include the following:

When Ms. Evans’s class becomes too loud, she blows a whistle until the noise level drops.
The students find the sound of the whistle aversive and stop talking so Ms. Evans will
stop blowing the whistle.

Simone and Dana like to whisper to each other during class. When Mr. Morris notices
that they are whispering, he stands behind the girls until they stop whispering and
return to their work.

Because the class is too loud as they line up for lunch, Ms. Harris tells the class that they
will not go to lunch until their work is put away and they are quietly in line. The stu-
dents remain in the classroom until all work is put away and every student is standing
quietly in line.
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Because negative reinforcement requires the use of aversive stimuli, teachers must be
careful in its application. If in the earlier example Ms. Harris had kept the students in
the classroom throughout the lunch period and the children had had no lunch that day,
she would have found that using effective negative reinforcement practices resulted in her
having to deal with angry parents and administrators.

It is important to remember that negative reinforcement is not punishment. The main
difference between the two is that reinforcement strengthens behavior, whereas punishment
suppresses behavior (Morris, 1996). For example, if Ms. Smith tells Michael he has to miss
recess because he failed to complete his work, Ms. Smith has punished Michael. Ms. Smith
has no guarantee that Michael will now finish his work. In fact, Michael may reason
that because he already missed recess, there is no need for him to finish his work. On the
other hand, if Ms. Smith tells Michael that he must miss recess (something Michael finds
aversive) until he has finished his work (the desired behavior), Michael will realize he must
finish the assigned work before he can have recess. It may take Michael five minutes to
finish, and he can then join his classmates on the playground, or it may mean that Michael
misses several days of recess until he completes the assigned work.

Punishment is the application of an unpleasant stimulus or the withdrawal of a pleas-
ant reward in an attempt to weaken a response. It differs from negative reinforcement in
that the student may never display the desired behavior. Punishment comes in many forms
and typically falls into two categories. The first type is presentation punishment, which in-
volves the presentation of an aversive stimulus in order to decrease inappropriate behavior.
A few examples follow:

The lunchroom monitor at the school cafeteria tells Ms. Henderson that her class left
the tables messy when they finished eating. Ms. Henderson returned the class to the
cafeteria where they had to clean all the tables.

Grandpa tells Phillip that when he was a boy, he was whipped for sassing the teacher.

Ms. Nelson’s principal feels that Ms. Nelson mishandled a situation with a parent and
placed a letter of reprimand in her file.

The second type of punishment is removal punishment. In removal punishment, a
pleasant stimulus or the eligibility to receive a positive reinforcement is taken away.
Following are several examples:

Two of Adams High School’s best football players are caught cutting class so they can
go to lunch at the local McDonald’s. Both the coach and the principal agree that, as
punishment for skipping class, they should not be allowed to play in the next game.

Ms. Richards allows her students thirty minutes of computer time each week. During
that time they can play computer games or search the Internet. Daniel loses his time
because he shot a rubber band at a fellow student.

Each day, Ms. Smith’s students wear two clothespin bumble bees (the school mascot)
clipped to their clothes. One reads, “I’m a busy bee.” The other reads, “I will always bee
a good citizen.” Students who are still wearing the pins at the end of the day get to pick
a prize from the treasure box. When students misbehave, they must remove a pin and
place it in a box. Students who lose both pins lose the opportunity to receive a prize.
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Detention, in-school suspension, and time-out are examples of removal punishments,
because they prevent students from receiving positive stimuli from their classmates (Eggen &
Kauchak, 2001). As Alberto and Troutman (2002) explain, time-out is a shortened term for
time-out from positive reinforcement. During time-out, students are denied the opportunity
to earn reinforcement, such as participation in an activity. There are three types of time-out:

1. nonseclusionary: The student remains in the classroom but must be completely silent
or is required to put his or her head on the desk.

2. exclusionary: A disruptive child is removed from the immediate instructional area to
another part of the room.

3. seclusionary: The disruptive student is removed from the classroom (Smith & 
Misra, 1992).

Skinner (1968) cautioned against the use of punishment; he stressed that the main
lesson learned from punishment is how to avoid or escape punishment in the future. As
Skinner explained, children do not learn to tie their shoestrings by being punished when
they cannot. In addition, Biehler and Snowman (1990) stress that the results of punish-
ment are neither predictable nor dependable for the following reasons:

n Mild punishment does not eliminate undesirable behaviors permanently. To be effec-
tive, punishment must be much more harsh than desired when working with children.

n Punished behaviors may continue when the punishers are not present.

Desired behavior, such as raising one’s hand, will be repeated if reinforced.
Annie Pickert/Pearson
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n The punishment itself may be reinforcing. Sometimes the attention given to the
student is rewarding, and the behavior will increase rather than decrease.

n The punishment may produce undesirable emotional side effects such as fear, trauma,
or hatred of school.

n Punishers model a type of behavior that they would find unacceptable if exhibited by
the student who is punished. If the teacher’s goal is to produce students who are not
aggressive and who can settle differences in a peaceful manner, the teacher must not
demonstrate behavior that is counter to this goal.

When reinforcement is no longer forthcoming, a response becomes less and less fre-
quent. This process of ending undesired behaviors by withholding reinforcement is known
as extinction. Teachers can use extinction to stop undesired behavior by ignoring behavior.
For example, had the teacher in the example given earlier in this chapter ignored Carla’s
waving hand and refused to call on Carla unless she was holding up her hand in an appro-
priate manner, Carla’s hand waving would have stopped. Unfortunately, desired behaviors
can also be extinguished if they are never rewarded. If Carla’s classmate Joe is never called
on, even though he is holding up his hand and waiting quietly to be called on, he will soon
stop behaving appropriately and begin the hand waving that seems to work for Carla.

Extinction is also useful when the behavior is one that the teacher wishes to discourage
but does not consider punishable. For example, if Chris often uses baby talk when he is
tired, ignoring the behavior would be a more appropriate way of handling the situation
than punishing Chris for his baby talk.

Extinction does not occur quickly and will take longer when there has been a long
history of reinforcement. Although there is no simple relation between the number of
reinforced and nonreinforced responses necessary for extinction, disruptive behavior can
be extinguished if it is ignored. Unfortunately, the teacher is not the only person in the
classroom, and misbehavior may still be maintained by peer attention or other elements
outside the teacher’s control. If Chris’s parents think his baby talk is sweet and reinforce
the behavior at home, it will be difficult for the teacher to stop the behavior. Figure 2.1
gives additional examples of positive reinforcement, negative reinforcement, punishment,
and extinction.

Traditionally, behavioral techniques have relied on a teacher, parent, or therapist
to apply the reinforcement or punishment. The focus has been on the external control of
behavior. Contemporary behaviorists are including techniques such as self-reinforcement,
self-reprimands, self-instruction, and self-evaluation. These interventions place heavy
emphasis on self-regulation and little or no external reinforcement, so they overlap consid-
erably with strategies that promote personal responsibility for behavior (Brophy, 2006).

Schedules of Reinforcement

A schedule of reinforcement is essential when a teacher uses reinforcement as part of the
discipline plan. A reinforcement schedule refers to the frequency or timing of the deliv-
ery of reinforcement. Reinforcement schedules are important in developing positive
behavior patterns. Reinforcement may occur on a continuous or intermittent schedule.
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When children are reinforced every time they respond, a continuous schedule is being
used. A continuous schedule is important until an association is made between the desired
behavior and the reinforcement.

When a child is reinforced after some occurrences of the desired behavior, but not each
time, an intermittent schedule is being used. There are two types of intermittent schedules.
Interval schedules of reinforcement distribute reinforcement based on time. For example,
if after five minutes of seat work by the students a teacher moves through the room and places
a reward (gold star, candy, or token) on the student’s desk, the teacher would be rewarding the
students on an interval schedule. A ratio schedule of reinforcement is based on the number
of responses rather than the passage of time. If the teacher in the earlier example moved
throughout the room placing the reward on the desk of students who have successfully com-
pleted five questions, the teacher would be using a ratio schedule. Both interval and ratio
schedules can be given on a fixed schedule. In a fixed schedule, students know when the re-
ward will occur because it is predictable. Report cards are based on a fixed-interval schedule
because students know exactly when grades will be given. Of course, some students would
argue that the issuing of report cards is not reinforcement but punishment!

The last type of reinforcement is a variable schedule, in which the giving of the reward
is varied so that no patterns can be established. A variable-interval schedule would be one
in which students do not know how much time must pass before they will be rewarded. In
a variable-ratio schedule, the reward may come after the student has completed five prob-
lems or it may not come until the student has completed twenty questions (Zirpoli &
Melloy, 1997). The unpredictability of the schedule keeps the student focused and on-task.
Figure 2.2 provides an illustration of the types of schedules of reinforcement.

Positive
Reinforcement
Receiving 
something after
desired behavior
is exhibited

Negative
Reinforcement

Removing 
aversive stimulus
when desired
behavior is
exhibited

Punishment

Event that decreases
likelihood of behavior 
being repeated

Reinforcement

Event that increases
likelihood of behavior 
being repeated

Extinction

Elimination of behavior 
as a result of ignoring or
lack of reinforcement

Consequences of Behavior

Presentation
Punishment

Receiving 
aversive stimulus
that decreases
likelihood of 
inappropriate 
behavior

Removal
Punishment

Removing or 
disallowing 
reinforcement that 
decreases likelihood
of inappropriate
behavior

Figure 2.1

Elements of Behavior Management
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Types of Reinforcement

One of the criticisms of behavioral strategies is the emphasis on extrinsic reward, because
many people believe that children should behave in appropriate ways just for the intrinsic
value of the behavior. Kazdin (1975) suggests that with extrinsic reinforcers, “there is no
‘real’ change in the behavior of the person who is reinforced. The person is just being
‘bought’ or ‘bribed’ to perform a particular behavior” (p. 49). Advocates of behavioral
strategies counter by suggesting that extrinsic reinforcement is the primary reason for all
behavior and that those who criticize behavior-modification techniques are being extrinsi-
cally rewarded for their criticism!

There are two categories of extrinsic reinforcers: primary (unconditioned) and sec-
ondary (conditioned). Primary reinforcements satisfy the biological needs or drives of a
student, and their reinforcing value does not have to be explained (Kazdin, 1975). They in-
clude such things as food, water, and sleep. However, primary reinforcers may not be rein-
forcing in all situations. A student who has just had a nap will not find sleep reinforcing.
Because primary reinforcers are essential to the well-being of students, many would argue
they should not be given or withheld as part of classroom management.

The reinforcements used most often in the classroom are secondary reinforcements.
Not reinforcing in themselves, secondary reinforcements get their power from the signif-
icance attached to them by students. A secondary reinforcement can be in the form of a
tangible object, approval or attention from another, or being allowed to participate in a pre-
ferred activity. A tangible reinforcer can be any object coveted by the student, such as money,
certificates, stickers, pencils, games, and personal items. The type of tangible reinforcers

Fixed Ratio

Reinforcement that
occurs after a set
number of responses

Variable Ratio

Reinforcement that
occurs after an
unpredictable number
of responses

Ratio

Reinforcement that
occurs after a number of
responses

Interval

Reinforcement that
occurs after the passage
of time

Fixed Interval

Reinforcement that 
occurs after a set period 
of time

Variable Interval

Reinforcement that 
occurs after an 
unpredictable period 
of time

Intermittent Schedules of Reinforcement

Figure 2.2

Schedules of Reinforcement
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Tips from the Field

At the beginning of each school year, I present
my students with an expected classroom behav-
ior contract. The contract lists all the classroom
rules along with the sequence of consequences
if the rules are broken. The contract also includes
rewards that the student and class can earn if
the expected behavior is maintained. The con-
tract has a place for the student and parent to
sign. The contracts are filed in each student’s

notebook for the remainder of the year. I have
found this technique to be an effective classroom-
management tool.

Jason E. Hughes
9–12 Agri-Science Teacher
St. Marys High School
St. Marys, West Virginia
2005 West Virginia Teacher of the Year

selected is important because what will work for young children (stickers, trinkets, toys)
may have little reinforcing value for middle school students or high school students. In
many classrooms, tangible reinforcements are earned through the collections of tokens. A
token reinforcer has no intrinsic reinforcing properties; its value is based on the tangible
object or desired activity for which it can be exchanged. Through tokens, students receive
immediate reinforcement in the form of a check, chip, or voucher that can be traded for re-
inforcement at a future date. The use of token economy and other forms of tangible rein-
forcers have been studied extensively in their relation to student behavior and have been
found to modify student behavior (Skiba, 1983). However, as Colvin (2009) stresses, a
token economy will not work if the child is too young to understand the exchange value or
if the child has a zero token balance at the exchange period.

Social reinforcers are the behaviors of other people (teachers, parents, peers, and ad-
ministrators) that increase desired behaviors. They include compliments, praise, facial ex-
pressions, physical contact, and attention. Skiba (1983) notes that for social reinforcers to
be effective they must be given only when the desired behavior is exhibited, they must vary,
and they must be spontaneous. The advantages of using social reinforcers are that they are
easy to use, inexpensive, readily available, and do not interrupt the flow of instruction.

Activity reinforcers offer rewards by allowing the student to participate in preferred
activities and are another natural and easily dispensable reward for desirable behavior.
Appropriate activity reinforcers include extra time on the computer, leadership roles
in class activities or sports, and eligibility to operate audiovisual equipment. David
Premack’s (1959) extensive research on the concept revealed that participation in pre-
ferred activities can be used to reinforce participation in less-desired activities. This
concept is known as the Premack Principle. Activity reinforcers carry many of the same
advantages as social reinforcers. Because they must often be delayed and not presented
immediately to the student, however, the delay in timing may mean that a student does
not understand the connection between behavior and activity. This is especially true for
young children.
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Tips from the Field

The Good Behavior Game (Barrish, Saunders, &
Wold, 1969) can be used to manage classroom
behaviors by rewarding students for displaying
appropriate on-task behaviors. The game is useful
when students are expected to work quietly or
during independent seat work. The class is divided
into two teams and a point is given for any inap-
propriate behavior displayed by one of its mem-
bers. The team with the fewest points at the game’s
conclusion wins a group reward. Rewards can be
allowing the winning team to line up for lunch

first, leave the classroom first when the period has
ended, or to have time at the end of the week for a
fun, educationally related activity. It is important
that the game be scheduled for a maximum of one
to two hours a day so as not to overdo the effec-
tiveness of the game and allow students to have
some time to relax, socialize, and “be kids.”

Jim Wright
School Psychologist
Syracuse, New York

WORKING WITH INDIVIDUAL STUDENTS

When behaviorists began researching the connection between behavior and reinforcement,
the research focused on individuals rather than on groups of people. Behavioral strategies
are most effective with individuals. Two strategies, shaping and behavior modification, are
especially useful in helping teachers to change the behavior of individual students.

Shaping is used to teach new behaviors and skills and refers to the reinforcement of
successive approximations of a terminal behavior. For example, if a child were learning the
alphabet, one would not wait until the child could recite the entire alphabet before rein-
forcing the child. Instead, parents and teachers clap their hands when a young child man-
ages to remember the first few letters. As the child becomes more confident, the reward is
withheld until more letters are recited. Eventually, reinforcement (cheers, hugs, smiley
faces, or applause) is withheld until the entire alphabet is recited. Just as rewarding approx-
imate behaviors can work with learning the alphabet, it can also work as a child learns new
behaviors. If Min Lee has never managed to spend an hour in class without leaving her seat,
it may be necessary for the teacher to praise Min Lee when she has managed to remain in
her seat for ten minutes. Later, the reinforcement should be withheld until Min Lee can stay
in her seat for a longer period of time. Eventually, through shaping, Min Lee’s behavior
should match that of her classmates.

Behavior modification involves systematically applying behavioral principles in an
effort to change specific behaviors in an individual. Eggen and Kauchak (2001) note that
because the term behavior modification may have a negative connotation, the term applied
behavior analysis is often used instead. Both terms refer to a systematic approach to
changing behaviors in positive ways through the application of behavioral principles, with
strict reliance on the frequent, repeated assessment of observable and measurable behavior
and the goal of establishing a functional relationship between dependent and independent
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variables (Landrum & Kauffman, 2006). The goal of applied behavior analysis is to make
long-term changes in the behavior of students. The initial goal is to change the immediate
behavior with the ultimate goal of maintaining the change after the program is terminated.

STRATEGIES FOR DEALING WITH DIFFICULT STUDENTS

Constantly dealing with difficult students can be the bane of the teacher’s life. Students with
problem behaviors disrupt instruction, prevent classmates from learning, contribute to
teacher burnout, and cause tension for everyone in the classroom. It is for these reasons that
there are countless discussions occurring in teacher chat rooms with teachers asking for assis-
tance in dealing with such students. Colvin (2009) points out that most teachers are seeking a
“silver bullet” that will instantly solve the problem. However, Colvin stresses that there are no
silver bullets and to understand and rectify problem behavior, a detailed assessment of the
behavior is necessary. This assessment is known as a functional behavioral assessment. The
good news is that research shows that interventions based on functional behavior assessments
are more likely to be effective in changing behaviors than interventions developed without the
use of a functional behavioral assessment (Scheuermann & Hall, 2008).

In its 1997 reauthorization of the Individuals with Disabilities Education Act (IDEA),
the U.S. Congress demanded that educators conduct a functional behavioral assessment for
all students served under the act (Landrum & Kauffman, 2006). Clearly, such an assessment
can also be used by classroom teachers to improve the behavior of students with chronic,
disruptive behaviors in general classrooms.

Wheeler and Richey (2005) describe functional behavior assessment as a “multistep
process that is designed to identify causal factors associated with challenging behaviors and to
generate plausible hypotheses about the functions of problem behaviors and also to develop
possible interventions aimed at replacing such behaviors” (p. 174). A functional behavioral as-
sessment is designed to gather information about all factors that may contribute to a problem
behavior. The ultimate goal is to develop hypotheses for a student’s inappropriate behavior and
interventions to change this behavior. If the interventions are not effective, then the process
begins again with the collection of additional data followed by a new hypothesis. Formats for
the functional behavioral assessment vary but traditionally determine the following:

n What is the specific behavior that must be changed? It is this behavior that is targeted
for observation, measurement, or modification. This requires careful analysis of the
behavior through rating scales, interview, and observations (Robinson & Ricord
Griesemer, 2006). A baseline rate of the current behavior is determined and becomes
the standard against which the success of interventions will be judged and allows for
goal setting by the teacher and the student.

n What are the setting events for the inappropriate behaviors? Setting events may have
occurred the day before or much earlier or in a different context (Colvin, 2009). Set-
ting events might be issues at home, illness or health concerns, conflicts with friends,
academic failure, or problems in the classroom. For example, if six-year-old Franklin
begins to display acting out behavior after his father is deployed to Afghanistan, the
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interventions required may involve counseling rather than specific teacher-directed
interventions.

n What are the events or actions that tend to trigger undesired behaviors? This is often
called the antecedents for behavior (Scheuermann & Hall, 2008). Through this
analysis, the teacher identifies the triggers that precede a behavior and influence
the probability of misbehaviors. When teachers can control these triggers, they can
minimize disruptive behaviors in the classroom. Because of the increased under-
standing of the triggers for the behavior through the functional behaviorial assess-
ment, teachers reduce the likelihood of inadvertently reinforcing behavior problems
(Robinson & Ricord Griesemer, 2006). When such an assessment was conducted to
determine why seventh-grader Audrey became sick at the beginning of fourth
period, it was found that her teacher had announced that the students would have
daily pop quizzes until their grades improved. The anxiety over the pop quizzes was
the cause of Audrey’s stomachaches. When the threat of the pop quiz was removed,
Audrey’s health improved.

n How is the student being rewarded for the current behavior? Wheeler and Richey
(2005) maintain that all behavior is purposeful, including challenging behavior,
and the inappropriate behavior may be rewarded through tangible reinforcements,
attention from teachers and peers, sensory reinforcement, and escape. Therefore, the
reinforcements established for appropriate behavior must exceed the reward the
student receives for continuing the inappropriate behavior.

n Once the functional behavior assessment is complete, the stage is set for developing a
hypothesis and an intervention plan (Colvin, 2009). Interventions can include chang-
ing setting events, triggers, or rewards. In some cases, behavioral contracts are devel-
oped that focus on increasing desirable behavior and decreasing problem behavior.
The behavioral contract is an agreement between the student and teacher stating 
if the student exhibits compliant or cooperative behavior at a predetermined rate,
then the student will be provided privileges or reinforcers. Contracts can also specify
that the student will lose privileges when unacceptable behavior occurs. The case 
study of David at the end of this chapter is an example of how behavior was changed
through a behavioral contract.

Scheuermann and Hall (2008) note that a functional behavior assessment is a process,
not a single event. If the interventions do not produce the desired results, then the process
will have to be repeated and new hypotheses and interventions developed.

STRENGTHS AND WEAKNESSES 
OF THE BEHAVIORAL MODEL

Behavioral strategies are widely used in schools. In many cases, teachers are not aware that
they are using researched methods, because the techniques seem a natural way of interact-
ing with students, and advocates for behavior strategies would argue that this naturalness is
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precisely the strength of programs using a behavioral approach. Other strengths include the
following:

n Behavioral strategies work. A hundred years of research have shown that behaviors
can be taught, changed, modified, or corrected. Doyle (1990) stresses that the tech-
niques derived from laboratory studies of contingencies of reinforcement have been
researched extensively and advocated widely in discipline strategies. Controlled stud-
ies, often in special settings, have indicated that behavior-analysis techniques are
remarkably successful.

n The use of behavioral strategies forces the teacher to be more aware of what is going
on in the classroom. In many cases, the teacher becomes a more objective and precise
observer of student behavior (Whitman & Whitman, 1971).

n A behavioral program increases the likelihood that the teacher will be consistent in
treatment of students. It gives teachers a systematic plan for dealing with discipline
problems.

n Behavior-management strategies provide all children a chance to be “good.” For many
students with behavioral disabilities, this may be their first opportunity to receive
consistent reinforcement (Whitman & Whitman, 1971).

Critics of behavioral strategies cite philosophical and practical reasons for their objec-
tions to its use. Many find such programs to be manipulative and controlling and that the
techniques used are more appropriate for use with animals than children (Landrum &
Kauffman, 2006). Others think behavioral strategies teach children to work for rewards
rather than for the intrinsic satisfaction that comes with doing a good job. Following are
other weaknesses that have been cited:

n The concept of ignoring undesirable behavior while praising desired behaviors is
impractical for individual classroom teachers who lack the assistance of independent
observers and support personnel and who work with large groups of students.

n Teachers are less likely to examine their own teaching methods or other classroom
factors as possible causes of students’ unproductive behavior. Savage (1999) suggests
that teachers using behavioral strategies are less likely to blame classroom problems on
poor teaching methods, poor interpersonal skills, or inappropriate exercise of teacher
authority. They may also not recognize that the student’s behavior is an attempt to
cope with boredom, anxiety, or anger.

n Behavioral strategies can be harmful if used by insensitive and unethical teachers and
administrators. The result may be a hatred of school.

n Teaching children to avoid certain behaviors because they will be punished is not the
same as teaching that the behaviors are wrong, immoral, or unethical. Kohn (1996)
suggests that rewards only manipulate students; they do nothing to help children
become kind or caring adults.

n One student’s reward may be another student’s punishment. In a classroom of twenty
to thirty students, it is difficult to find rewards that will appeal to every student.
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BEHAVIORAL MANAGEMENT IN THE CLASSROOM

Scenario
Third-grade teacher Amy Collins is puzzled by David Brower’s behavior. Every few
minutes, David is out of his seat, going to the tissue box, the trash can, or to the
pencil sharpener. Ms. Collins has told the students that they do not need to request
permission to do these things, but only David abuses the privilege.

Sometimes, David will stand beside his desk, rummaging through his books 
and belongings, and at other times, he just stands at his desk, lost in thought. When
Ms. Collins tells David to return to his seat, he quickly does so and never complains.
David’s constant roaming is becoming a problem for both Ms. Collins and the other
students, who are distracted by his behavior and who feel that they, too, should be
allowed to roam about the classroom constantly. During the past week, she punished
David for his excessive out-of-seat behavior by giving him extra work and not allow-
ing him to have recess; neither had any impact.

Ms. Collins talked to David’s second-grade teacher about his behavior, but 
Ms. Smith couldn’t remember David being a problem in her classroom. Ms. Smith
suggested that Ms. Collins’s expectations were too high. Concerned that she was
making too much of David’s misbehavior, Ms. Collins asked the school guidance
counselor to observe her class and give her suggestions. The guidance counselor
was amazed that during the two hours she observed the classroom, David was out 
of his seat twenty-seven times. The average number of times the other students left
their seats during that same time period was three.

Working with the guidance counselor and David’s mother, Ms. Collins devel-
oped a plan to shape David’s behavior. Ms. Brower told Ms. Collins that David 
had been begging for a new pair of skates for several weeks. They decided 
that they would allow David to work for the skates by changing his out-of-seat
behavior.

After school, David, his mother, the guidance counselor, and Ms. Collins met to
talk about David’s misbehavior. When Ms. Collins told David that he was out of his
seat forty-three times the day before, David agreed that this seemed excessive.
When asked why he thought he was out of his seat so often, David merely shrugged.
Ms. Collins asked David if he was willing to work on staying in his seat more, and he
quickly answered “yes.”

Together, a plan was developed. With forty-three as a baseline, they agreed that
for the next week, David would be out of his seat no more than thirty-five times a
day. Each day Ms. Collins would send home a note telling how many times David
had left his seat. Each day he met his goal, he would earn a point toward acquiring
his skates. When he earned thirty points, he would receive the skates. They also
agreed that they would reduce the times he could be out of his seat once David 
had earned five points. This reduction would continue until he was out of seat no
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more than ten times a day, the average number of times his classmates were out 
of their seats during a day.

The first day, David exceeded his goal and left his seat only thirty times. 
He was pleased with the note sent to his parents by Ms. Collins. Unfortunately, 
the second day, he forgot and did not meet his goal. After a few days, however,
David’s parents were receiving positive notes most days. It took seven weeks 
for David to meet his goal and to earn his skates. During that time, David 
became aware of his behavior and never returned to constant classroom 
roaming.

Key Terminology

Definitions for these terms appear in the glossary.

Behavioral Approaches to Classroom Management

Positive reinforcement
Premack Principle
Presentation punishment 
Primary reinforcements
Punishment
Ratio schedule of reinforcement
Reinforcement
Removal punishment
Seclusionary time-out
Secondary reinforcements 
Shaping
Social reinforcers
Token reinforcer
Variable schedule of reinforcement

Activity reinforcer
Applied behavior analysis
Behavior modification
Behavioral techniques
Consequences
Continuous schedule of reinforcement
Exclusionary time-out
Extinction
Functional behavioral assessment
Intermittent schedule of reinforcement
Interval schedule of reinforcement
Law of Effect
Negative reinforcement
Nonseclusionary time-out

Summary

Behavioral approaches to classroom management have their roots in the work of Pavlov
(1849–1936), Watson (1878–1958), Thorndike (1874–1949), and Skinner (1904–1990).
Based on the concept known as the Law of Effect, the premise is that rewarded behaviors
will be repeated, and unrewarded behaviors will cease. Therefore, according to behaviorists,
all behaviors—good and bad, appropriate and inappropriate—are learned and maintained
by reinforcement. Therefore, the systematic application of reinforcement is the basis
of behavioral techniques and is the foundation of many of the classroom models presented
in this text.
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Chapter Activities

Reflecting on the Theory

1. Eleventh-grade history teacher Chris Bilyeu is having a problem with his fifth-period
class. At the beginning of the semester, a few students were tardy for class. He thought
it best to ignore the students and to continue with his lectures. Now, almost half the
students in his fifth-period class are tardy, and many are five to ten minutes late for
class.

How would you handle this situation? How can the behavioral approaches presented in
this chapter be used to resolve this problem?

2. In the scenario provided at the end of this chapter, Ms. Collins was successful in changing
David’s behavior. Consider the following:

a. If the shaping activity had not worked with David, what might have been some of
the reasons?

b. Would you be comfortable using this method? Why or why not?
c. What are the drawbacks to this method?

3. Give a classroom example of each of the following:

Positive reinforcement Negative reinforcement
Removal punishment Ratio reinforcement
Variable reinforcement Interval reinforcement
Extinction Fixed reinforcement

4. What is meant by a token economy? How is a token economy used in the classroom?

5. Are there types of students or students of certain grade levels who might not respond to
behavior-management techniques? Explain why.

Developing Artifacts for Your Portfolio

1. In the chapter-opening scenario, Ms. Johnson designed a reward plan for her class.
Design your own plan for rewarding individual students and for rewarding the entire 
class. How will you reward your students for appropriate behavior?

Developing Your Personal Philosophy 
of Classroom Management

1. One of the criticisms of behavioral strategies is the emphasis on extrinsic rewards.
Do you think there is too much emphasis on extrinsic rewards in classrooms 
today?

2. Would you be comfortable using a behavioral approach to classroom management in 
your classroom? Why or why not? Are there some strategies that you will definitely 
incorporate into your classroom-management plan?
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Go to the Topic: Managing Problem Behaviors in the MyEducationLab
(www.myeducationlab.com) for your course, where you can:

n Find learning outcomes for Managing Problem Behaviors along
with the national standards that connect to these outcomes.

n Apply and practice your understanding of the core teaching skills
identified in the chapter with the Building Teaching Skills and 
Dispositions learning units.

n Examine challenging situations and cases presented in the IRIS 
Center Resources.

n Use interactive Simulations in Classroom Management to practice
decision making and to receive expert feedback on classroom-
management choices.
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Assertive Discipline

Objectives

Chapter 3 prepares preservice teachers to meet
INTASC standards #5 (Motivation and Management),
#9 (Reflective Practitioner), and #10 (School and
Community) by helping them to

■ understand the basic principles behind Assertive
Discipline.

■ evaluate the rights of teachers and the rights of
students.

■ determine the role of administrators and parents
in supporting rule enforcement.

■ determine the appropriate consequences for
misbehavior.

■ establish appropriate reward systems for individual
students and for classwide recognition.

■ learn techniques for the effective use of Assertive
Discipline in the classroom.

■ use the principles of Assertive Discipline to deal
with problem behavior.

From Chapter 3 of Effective Classroom Management: Models and Strategies for Today’s Classroom, 3/e.
Carlette Jackson Hardin. Copyright © 2012 by Pearson Education. All rights reserved.

Annie Pickert/Pearson
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Scenario

Preservice teacher Helen Garcia has been assigned
to observe fifth-grade teacher Marilyn Conner. During
her first day of observation, Helen is intrigued by
Ms. Conner’s discipline plan and thinks it is one
she would like to use. At the front of the classroom
is a large poster outlining Ms. Conner’s rules and
consequences.

The Rules for Ms. Conner’s Class

■ Come to class prepared.
■ Stay on-task during instruction.
■ No speaking out of turn.
■ Keep hands, feet, and objects to yourself.
■ No teasing or bullying.

The Consequences for Misbehavior

First Offense: Receive a warning.
Second Offense: Lose ten minutes of

recess/playtime.
Third Offense: Lose fifteen minutes of

recess/playtime plus write
in behavior journal.

Fourth Offense: Teacher will call parents.
Fifth Offense: Be referred to the principal.

On a whiteboard beside the list of rules and con-
sequences are twenty-four magnetic name tags with
the name of each student in the class written on a
plate. These name tags are lined up along one edge
of the board. Across the top of the board are the
words First Offense, Second Offense, Third Offense,
Fourth Offense, and Fifth Offense. Unfortunately,
before Helen can ask Ms. Conner how she uses the
name tags, class begins.

During the first few minutes of class, Jonathan
raises his hand and tells Ms. Conner that he has
forgotten his pencil. Without stopping her instruction,
Ms. Conner points to the whiteboard and the box of
sharpened pencils on a table below the board. With-
out discussion, Jonathan places his magnetic name
tag under the category First Offense and takes a
pencil. Jonathan goes back to work, and Ms. Conner
continues her instruction.

All goes well until midmorning when Ms. Conner
notices two girls passing a note. As she takes the

note from the girls, she points to the whiteboard, and
both girls move their name tags to the First Offense
category.

Later in the day, Ms. Conner notices Jonathan
drawing rather than doing his assignment. Ms. Conner
tells him to move his name tag to the Second Offense
category. Later, when the class goes to the play-
ground, Jonathan has to stay in the library and finish
his assignment. When ten minutes has passed, he is
allowed to join his classmates.

During the remainder of the day, two other
students receive warnings, but no student goes
beyond the Second Offense category. Helen also
notices that the entire class is reinforced for good
behavior. When the music teacher compliments 
the students on their good behavior during class, 
Ms. Conner tells the class they have earned a mar-
ble. All the students applaud as the marble drops
into a jar among what appears to be hundreds of
other marbles.

By the end of the day, Helen is eager to find
out about the marble jar and the magnetic plates
on the board. “Would you mind telling me about your
classroom-management plan? I thought it really
worked well.”

“Well, it is certainly nothing new,” Ms. Conner
explains as she straightens the desks. “I first saw this
procedure when I did my student teaching. My coop-
erating teacher said she had learned the method at
a conference on classroom management. However,
I’ve changed a few things about how I manage
behavior. She had the students write their names
on the board and then put a check behind their name
for each infraction of the rules. I found the magnetic
name tags at an office supply store, and they work
well. Other teachers in this school are doing varia-
tions of this same concept. For example, Ms. Frazier,
next door, still has students write their names on the
board, and Mr. Rader keeps a clipboard for each day
with the students’ names and makes checks in it. I
don’t like that method as well, because he has to tell
the student that they are getting a check.”

“Will Jonathan start tomorrow with his name in
the Second Offense category, or does he begin
fresh?”
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INTRODUCTION

Although Ms. Conner may not know the origin or name of her discipline plan, she is actu-
ally using the basic concepts of a classroom-management program, Assertive Discipline,
developed by Lee and Marlene Canter in the early 1970s. Since that time, Assertive Disci-
pline has become as common to classrooms as chalk and pencils. This model or variations
of this model are used throughout the United States. Kizlik (2009) notes that Assertive Dis-
cipline is the most widely used discipline plan in schools.

Unlike the discipline models developed outside the classroom in the 1950s and
1960s, Assertive Discipline was developed to solve the problems of actual teachers. Lee
and Marlene Canter realized that many of the problems found in classrooms were based
on the failure of teachers to be assertive in having their needs met, resulting in many
teachers feeling overwhelmed and powerless. Using theories and principles from as-
sertiveness training and behavior modification, the Canters developed Assertive
Discipline, which allows teachers to meet their needs by systematically applying behav-
ioral strategies to classroom situations.

In 1989, Canter noted that he and his staff had trained 750,000 teachers. Since that
time hundreds of thousands have read the numerous books published by Canter and
Associates, attended workshops, and watched videos on the principles of Assertive
Discipline. Through these means, teachers have been introduced to the following basic
principles of Assertive Discipline:

■ Teachers have the right to teach and to expect students to behave.

■ Teachers must develop consistent and firm rules.

■ Teachers must identify consequences to be used when students choose to
misbehave.

■ Teachers must provide positive consequences for appropriate student behavior.

■ Teachers must create classroom plans to provide negative and positive consequences
for behavior.

■ Teachers must seek and expect support from parents and administrators.

Assertive Discipline

“No, I move the plates back after each day.
Everyone starts with a clean slate each day. How-
ever, I do keep a daily record of what happened.
Let me show you.” Ms. Conner retrieves a note-
book that contains record sheets for each student.
“Each sheet contains a record for a month. I will
record the problems that Jonathan had today. If I
need to contact his parents, I can tell them about
his behavior over a period of time. This notebook

ensures that I have an accurate record of each stu-
dent’s behavior.”

Helen looks at her watch and realizes that she is
keeping Ms. Conner. “I didn’t mean to keep you so
long. This has been a great day for me; I really learned
a lot. I hope you won’t mind if I steal a few ideas.”

“Not at all; that’s what good teachers do. And
you’re welcome to come back anytime. You were a
big help today.”

41



Unlike much of educational literature that focuses on the needs of students, Canter
and Canter (1976, 1992) emphasize the wants, needs, and rights of the teacher. Canter and
Canter stress that teachers have the right to

■ establish classroom structure, rules, procedures, and routines that clearly define the
limits of acceptable and unacceptable student behavior.

■ determine and request appropriate behavior from students, so that the teacher’s needs can
be met while encouraging the positive social and educational development of the child.

■ ask for assistance and support from parents and the school administration.

■ teach students to consistently follow rules and directions throughout the school day
and school year.

Although the Canters did not overlook the rights of children, the emphasis of such
rights centered around supporting the teacher’s ability to control the classroom. According
to Canter and Canter (1976, 1992), students’ rights include

■ the right to know the behavior expected of them by the teacher.

■ the right to have firm and consistent limits established, so that they can eliminate
inappropriate self-disruptive behaviors.

■ the right to have consistent encouragement, so that they will be motivated to interact
appropriately.

■ the right to know the consequences of inappropriate behavior.

■ the right to be taught acceptable and responsible behavior.

Step-by-Step Assertive Discipline

To use Assertive Discipline in your classroom,
you will need to do the following things:

1. Practice assertive responses to classroom
conflict.

2. Establish classroom rules.

3. Establish a Hierarchy of Consequences for
when rules are broken.

4. Determine a system for recording violations
of the rules.

5. Establish a reward system for individual
students and for the class as a whole.

6. Acquire support for your discipline plan
from your school administrator.

7. Share plan with parents and secure support.

Assertive Discipline

THE TEACHER VOICE

Canter (2010) notes that effective teachers have developed a strong teacher voice that
demands students’ attention and respect. The tenor, volume, and quality of the teacher’s
voice set the tone of the classroom and ultimately impact each student’s self-esteem and
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success. Canter identifies three basic response styles used by teachers when interacting with
students: nonassertive, hostile, and assertive. The nonassertive and hostile styles are reactive
in nature; the assertive style is proactive in nature.

Nonassertive teachers fail to make their needs or wants known and allow students
to take advantage of them. Nonassertive teachers appear wishy-washy, which confuses
students because they do not know what to expect. Nonassertive teachers threaten, but stu-
dents know there will be no follow-through. Therefore, aggressive students run the class,
and less aggressive students are frustrated, because their rights are constantly violated.
Nonassertive teachers feel frustrated and have a good deal of inner hostility toward the
students. They burn out quickly and either leave the teaching profession or suffer a career
filled with unhappiness.

Hostile teachers respond in a manner that disregards the needs and feelings of students
and, in many cases, violates students’ rights. Their responses to students are negative, conde-
scending, sarcastic, or hostile. Too often they make unprofessional comments about a student
in front of the student, the student’s peers, and other teachers. When behavior must be correct-
ed, the consequences are overly severe or physical. Hostile teachers describe the classroom as a
battleground, and when they win, which they often do, they do so because students are afraid.

Assertive teachers clearly and firmly express their needs. They have positive expecta-
tions of students, and this is reflected in their words and actions. Because they say what
they mean and mean what they say, students know the limits in the classroom. When they
must respond to inappropriate behavior, they are consistent and fair. Because students are
not required to play guessing games with the teacher, and because they consider the teacher
as fair, the teacher is respected and the teacher’s expectations are met.

Consider the following responses by teacher Michael Collins:

Mr. Collins teaches eleventh-grade world history, and his fourth-period class is a chal-
lenge because students go to lunch midway through the class. After lunch, Mr. Collins
struggles to regain the students’ attention and his momentum. Today, when Mr. Collins
returns to the classroom after lunch, four girls are sitting on the tops of their desks

Tips from the Field

Consistency and structure are two management
tools to use. On day one, rules and consequences
must be discussed and revisited daily, and some-
times multidaily, for the first few days of school.
You’ll find that you have to review them during
the year as well (as the need arises). Students
need to have boundaries, and some will push
the limit. Stand with firm but fair hands and
remind them of the rules. Always ask them if

they have made the right choice and what they
could have done differently in order to have
made the right choice.

Kim Russell
Seventh-Grade Teacher
Vidor Junior High
Vidor, Texas
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engaged in an animated conversation about the events that took place at the ballgame
the evening before. Vivian, a cheerleader, has the girls mesmerized with her account of
postgame romance. Standing in the front of the class, Mr. Collins says,“Ladies, it is time
to begin.”

Vivian, giving Mr. Collins her most charming smile, says, “Can’t you wait just a
minute? I’m almost finished.”

Mr. Collins, the nonassertive teacher, responds, “Well, how much longer will 
you be?”

Mr. Collins, the hostile teacher, responds, “Don’t try your beauty-queen charm on
me. I don’t care how cute you are, it won’t work on me. Now get your butt in your seat
and your book on your desk.”

Mr. Collins, the assertive teacher, responds, “You can finish after class. Now,
I believe we were discussing the rise of Communism before we left for lunch.”

Assertive Discipline

THE ASSERTIVE DISCIPLINE PLAN

Canter (2010) stresses that planning is essential to good teaching and to good discipline.
Without a plan, teachers will have to choose an appropriate consequence at the moment
of misbehavior. In the stress of the moment, the teacher may be unfair and inconsistent
and may respond differently to students from different socioeconomic, ethnic, or racial
backgrounds (Canter, 1989). Planning assures that students’ rights are protected and that all
students are treated fairly and consistently.

An effective plan must be in place the first day of class. To help guide a teacher in
developing an individual classroom discipline plan, the following questions should be
addressed:

■ What behaviors does the teacher want students to eliminate or display?

■ What negative consequences will be appropriate for the students?

■ What positive consequences will be appropriate for the students?

■ How can appropriate and inappropriate behaviors be tracked?

STEPS IN DEVELOPING THE PLAN

The first step in development of the discipline plan is to seek approval from the administra-
tion and to plan for notification of parents. This is critical because the application of conse-
quences will require the support of both the school’s administration and the students’
parents. Without their support, the plan will fail. Many teachers are hesitant to involve
administrators and parents because, according to Canter (2010), there is a myth that a com-
petent teacher will not need such assistance. He stresses, to the contrary, that no teacher is
capable of working with each and every student without support.
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The second step is the establishment of classroom rules. Canter and Canter (1992) give
the following guidelines for rule development:

■ Rules must be observable. Whether a student has observed or violated a rule should
not be debatable. Rules such as “Be nice” or “Always do your best” are too open for inter-
pretation to be enforced.

■ Rules should be enforceable throughout the day. A rule such as “Students will not
carry on conversations during work time” is inappropriate when the teacher divides the
students into groups with instructions to work together. Rules that apply only during
certain situations will confuse students and be ineffective.

■ Rules should be age appropriate. A rule such as “All cell phones are forbidden”
would be as inappropriate for first-graders as “Only 12-inch voices in the hallways” is for
twelfth-graders.

■ Rules should cover typical discipline situations. If the teacher plans to punish
students for being tardy, “Come to class on time” must be one of the rules.

■ Rules must teach appropriate classroom behavior. A rule such as “Don’t hit, kick,
or touch anyone else with your hands, your feet, or any other object” is designed to teach
younger children appropriate school behavior.

Assertive Discipline is often referred to by teachers as the “Marble in the Jar” plan.
When the model was first introduced, Canter (1979) suggested that teachers drop a marble
in a large jar whenever the class demonstrated good behavior. When the jar is full, the class
could be rewarded by a party, extra free time, a movie, or a field trip. This focus on provid-
ing positive reinforcement is the third step in developing a discipline plan. Canter and
Canter (1992) stress that such reinforcement is needed when one realizes that 90 percent of
teachers’ comments to students regarding their behavior are negative. Positive reinforce-
ment is important because it creates a more productive classroom environment, reduces
the frequency of problem behaviors, and maximizes the teacher’s influence over students.

The discipline plan should include both individual and classwide recognition.
Individual recognition can be done in a variety of ways. Praising students is the easiest and
most fundamental way to positively recognize appropriate behavior. Positive notes or
phone calls to parents should be a regular part of the reinforcement plan. Other reinforce-
ments can include special privileges (computer time, being the classroom assistant, home-
work passes), awards, certificates, or tangible items.

Canter (2010) also recommends classwide recognition and states that such recognition
(1) works well because of peer pressure, (2) is effective when working on a specific prob-
lem, and (3) should be implemented as needed rather than all year long. With classwide
recognition, the class works together to earn points for a classwide reward. In addition to
collecting marbles in a jar, classes can earn points on the board, collect letters to a special
word, or bank play money as a way to earn the reward.

The fourth step in the discipline plan is to provide consequences for those students
who choose to disobey the rules of the class. When this happens, Canter and Canter
(1976, 1992) emphasize that the teacher must be prepared to deal with misbehavior
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calmly and quickly. If the teacher has planned ahead, there will be a clear course of
action to follow. This will prevent a knee-jerk reaction to situations and allow the
teacher to be consistent in the treatment of students. The effective use of consequences
includes selecting appropriate consequences, developing a hierarchy of consequences
based on the number of times rules are broken, and devising a tracking system for
recording behaviors.

Canter and Canter give the following guidelines for selecting consequences:

■ There should be no more than five consequences.

■ Consequences must be something the students dislike, but they must never be 
physically or psychologically harmful. Canter and Canter never advocate corporal
punishment.

■ Consequences do not have to be severe to be effective. For 70 percent of students,
a simple warning is sufficient. For another 20 percent who may need more than a
warning, the consequences the teacher chooses do not have to be severe to be effective.
Canter and Canter (1992) estimate that only 10 percent of students will cause real
problems, and consequences should not be designed for this group. Instead, the
Severity Clause (explained later) should be used with this population of students.

■ Negative consequences should be applied every time a student chooses to behave
inappropriately.

A consequence might be time-out, which is isolation from the other students. This iso-
lation can occur in or out of the classroom. For secondary students, being required to stay
after class and miss crucial time with their peers is an effective consequence. Having stu-
dents write in a behavior journal is an often-used and especially effective consequence

Assertive Discipline

Tips from the Field

As part of our character education program,
we have been working with students to develop
responsibility and citizenship. As we teach our
students that they are part of our school commu-
nity, we also teach them that they have a respon-
sibility to their fellow citizens. We have developed
a Golden Can (a small trash can painted gold)
that is presented to a classroom, individual, or
group to acknowledge their efforts in taking
responsibility toward the care and cleaning of
their classroom and area. Sometimes there might
be a treat, like a small sucker or some stickers, in

the can. Sometimes it is just the honor of being
announced on the intercom that motivates the
students. But whatever the motivation, it made a
big difference in the appearance of our building.
Our students are taking responsibility for the
care of their building and learning valuable
lessons about citizenship while doing it.

Doug McBride
Guidance Counselor
Stewart Elementary School
Washington, Iowa
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because it helps students focus on what they did and what they could have done different-
ly. In a behavior journal, students write accounts of their misbehavior, the reasons they
broke the rules, and what they should have done instead. Finally, the removal of a favored
activity (recess, computer time) is an effective consequence. If the student’s inappropriate
behavior continues or escalates, parents or the principal must become involved. According
to the Canters, the consequences need not be severe to be effective; their value lies in stu-
dents knowing that they will occur each time a rule is broken.

Consequences should be applied through a discipline hierarchy. The hierarchy should
begin with a warning, and with each infraction of a class or school rule, the consequences
escalate. By the fourth infraction, parents should be contacted. If the misbehavior contin-
ues, the student should be sent to the principal.

For the hierarchy to work, teachers must have a system for keeping track of student
misbehavior. In 1976, the Canters suggested that the first time a rule is broken, the stu-
dent’s name is written on the board. This constitutes a warning. When a rule is broken
for a second time, or if a different rule is broken, a check is placed behind the student’s
name, and the consequence for a second offense is applied. If misbehavior continues,
consequences are applied for each check mark earned. This continues until the student is
required to go to the principal. The use of names and checks on the chalkboard was con-
sidered to be essential to Assertive Discipline. Canter and Canter originally used the
check method to eliminate the need to stop the lesson and issue verbal reprimands.
However, some parents and teachers considered this method humiliating to students.
Canter (2010) now suggests using a clipboard, classroom-management log, or color-
coded cards to track behavior. Regardless of the method used, Canter stresses that each
day students should begin with a clean slate, and misbehaviors are not to be carried over
from the day before.

Tips from the Field

I have green, yellow, and red discipline cards on a
chart for each student. At the beginning of the
day each student has a green card showing on the
chart. If a child is disruptive, he or she is told 
to pull their green card as a warning and their
yellow card is exposed. After the yellow card is
pulled, the child is given a five-minute time-out.
After the red card is pulled, the child is given a
ten-minute time-out. If the behavior continues,
the child is sent to the school reflection room to
talk to the educational assistant about how he or

she can better handle a situation. Once a reflec-
tion sheet is satisfactorily completed, the child
may return to class. Few students have to pull
more than their green card before remembering
to stay on-task.

Lolita Cox
Sixth-Grade Teacher
Museum Magnet Elementary School
St. Paul, Minnesota
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Table 3.1 Sample Classroom Discipline Plan

Ms. Jackson’s Third-Grade Classroom-Management Plan

Classroom Rules

Do not talk while the teacher is talking, while other students are contributing, or during tests
or quizzes.

Walk quietly and orderly in the hallways.
Don’t hit, kick, or touch anyone else with your hands, feet, or other objects.
Bring all needed materials to class.
Don’t bring food or drink in the classroom unless given special permission to do so.

Consequences of Breaking Classroom Rules

First Time to Break a Rule: Warning
Second Time to Break a Rule: Five minutes in Quiet Corner writing in behavior journal
Third Time to Break a Rule: Ten Minutes in Quiet Corner writing in behavior journal
Fourth Time to Break a Rule: Fifteen Minutes in Quiet Corner and parents are called
Fifth Time to Break a Rule: Sent to principal

Severity Clause: Sent to principal

Positive Recognitions

Individual Rewards Class Rewards

Notes and phone calls to parents Points toward party or special field trip
“No homework” passes 
Certificates of citizenship

Because classrooms will have a small percentage of students for which warnings and
progression of consequences will not be effective, the fifth step in your discipline plan
should be a Severity Plan. In cases of severe misbehavior that places students or the teacher
in danger or prevents instruction from taking place, the student should not receive a warn-
ing or progress through the hierarchy. Instead, severe misbehavior requires immediate
removal from the classroom and assistance from the school’s administration. A sample
discipline plan appears in Table 3.1.

A MORE MODERN VERSION OF ASSERTIVE DISCIPLINE

Canter (1989) has expressed concern that both advocates and critics of Assertive Discipline
have made its principles sound simplistic and overfocused on providing negative conse-
quences. In Assertive Discipline: Positive Behavior Management for Today’s Classroom, pub-
lished in 2010, Canter maintains the basic elements of his original model but incorporates
elements from recent research in redesigning his focus.
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Realizing that children cannot obey rules they do not understand, Canter now encour-
ages teachers to teach the rules and procedures at the beginning of the year. Canter suggests
that teachers must focus on what he calls the “4th R”—responsible behavior. He asserts that
responsible behavior can be taught in the same manner as any academic subject and that a
curriculum to teach responsible behavior should begin the first day of class.

Canter’s basic philosophy is that students are making a choice when they disobey or
disrupt the class. In later versions of his theory, he acknowledges that for some students,
misbehavior is not a choice. This change is acknowledgment of the inability of some chil-
dren to follow rules because of emotional, mental, or behavioral disorders.

Whether the teacher is teaching history, math, literature, or personal responsibility, a
critical part of any lesson plan engages the students. When students are engaged, off-task
behavior is diminished and all students have the opportunity to learn. One way to engage
students is through class discussion. However, questioning during class discussion can in-
crease rather than prevent discipline problems unless the teacher understands the strategies
for effcctive questioning. Table 3.2 provides Canter’s strategies for engaging students in
class discussions.

The solution to many discipline problems begins with
establishing a positive relationship with students.

iofoto/Shutterstock
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STRATEGIES FOR DEALING WITH DIFFICULT STUDENTS

Canter and Canter (1993) state that the disruptive behavior of just one student can prevent
the teacher from teaching and the entire class from learning. Difficult students, as defined
by Canter (2010) are those who engage in disruptive, off-task behavior with great intensity
and frequency. These students refuse to comply after all steps in the classroom-management
plan have been put in place. The solution to working with difficult students, according to
Canter, begins with establishing a positive relationship with students. Canter (2010) notes
that “when students test you, they are sending up a red flag that you need to immediately
put some work into building a more positive relationship with them” (p. 78). Canter states
that research clearly shows that establishing a positive relationship with students can reduce
disruptive behavior by up to 50 percent. Canter provides the following suggestions for
establishing trust:

■ Know your students. Although teachers need to know about the academic ability
of each student, they must also know about the things going on in the student’s life
outside the classroom. One way to learn this information is through a questionnaire
given to students at the beginning of the year.

Table 3.2 Effective Questioning Techniques

■ Direct Question to the Entire Class—When specific students are called upon, all other
students feel they no longer have to listen. Directing the question to the entire class
keeps all students focused.

■ Use Wait Time—Research shows that waiting a few seconds allows students to collect
their thoughts and encourages more students to answer.

■ Don’t Allow Students to Shout Out Responses—Students must learn to wait until they
are called upon. Aggressive students will dominate the class, and shy or quiet students
will never have a turn to respond if students are allowed to shout out answers.

■ Have Students Check Each Other—Once students have answered, ask by a show of
hands if fellow students think the answer is correct. Ask those who vote in minority to
explain why they think the answer is incorrect.

■ Randomly Call on Students—One method is to pull names from a jar. This prevents the
teacher from calling on only one gender, calling on only students from the center of the
room, or calling on only students who are high achievers.

■ Provide an Opportunity for All Students to Answer—One technique is to provide
students with individual whiteboards on which they write their answers. The teacher can
visually scan the room to see how many students understand the material. A more
modern version of this method is through the use of electronic clickers.

Source: Cantor (2010).
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■ Contact students and parents before school begins. This contact is twofold. One, it lets
the students know they are welcome in your classroom. Two, it provides an introduc-
tion to parents so that if they need to be contacted later concerning a discipline issue,
a positive relationship has been established.

■ Attend extracurricular activities. It is important that students see teachers at concerts,
plays, and sporting events. This opens the lines of communication by allowing teach-
ers and students to discuss these events. Contact students after a difficult day. This
goes a long way in reestablishing a relationship that is strained.

Students must understand that regardless of how the teacher feels about them personally,
students will be held accountable for the choices they are making. Therefore, consequences
for inappropriate behavior must be consistently applied. Canter and Canter (1993) stress that
the goal of these consequences is to stop unacceptable behavior and to help the student make
better choices.

Because consequences that have been established for the entire class have not worked,
a separate plan should be put in place for difficult students. This individualized plan
should be made during a one-on-one meeting between the teacher and student. The plan
should identify specific behaviors that must be changed. A separate listing of rewards and
consequences should be developed for these students. Once established, individual man-
agement plans should be shared with parents so they can support the teacher in carrying
out the plan.

Canter and Canter (1993) note that when difficult students are being held to limits,
confrontations will occur. Too often, they then become argumentative, critical, angry, and
verbally abusive. Although it is tempting to respond to the student in the same manner, the
teacher must remain calm and work to diffuse the situation.

Difficult students cannot be allowed to take over the classroom and prevent others
from learning. When the behavior of the student becomes disruptive to the learning
process, they must be given a choice—to comply with the instructions of the teacher or
to leave the classroom. At this point the support of the administration is critical.
Because some students will refuse to leave the classroom and go to the principal’s office,
a plan for how students will be removed from the classroom must be prepared with the
school administration. The plan should follow all policies of the school and the school
district.

Eventually, the disruptive student will return to the teacher’s classroom. When this
occurs, it is important that the student is treated as a valued member of the classroom and
the process of establishing trust begin again.

STRENGTHS AND WEAKNESSES OF ASSERTIVE DISCIPLINE

In the thirty years since the introduction of Assertive Discipline, the model has received
both criticism and praise. The major strength of Assertive Discipline is its simplicity. This
simplicity has been especially helpful for beginning teachers. Once the plan has been
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developed and approved by the administration, teachers are not required to make choices
about how to react to student behaviors; they know how they will react to discipline situa-
tions. This prevents teachers from responding emotionally or being inconsistent in their
responses. Fundamental to the model is the notion that teachers treat all students alike,
applying the same standards and expectations for success to all students. Following are
other strengths of Assertive Discipline:

■ Research has shown its effectiveness. In 1989, Canter noted that the results of
research on Assertive Discipline have consistently shown that teachers dramatically
improve student behavior when they use Assertive Discipline. However, Emmer and
Aussiker (1990) reviewed research on the effectiveness of Assertive Discipline and
found that its use in the classroom had little or no influence on student behavior
and attitudes.

■ Assertive Discipline addresses student behavior rather than student character. When
rules are broken, the teacher provides a consequence without making value judgments
about the motivation or character of the student.

■ The plan requires the support and involvement of administrators and parents. By
presenting the discipline plan to parents and administrators before the first day of
implementation, teachers are confident they will have their support.

■ Assertive Discipline has evolved since it was first developed in 1976. Marzano (2003)
states that these changes have been substantive. They have transformed Assertive
Discipline into a program that employs a balance of negative and positive consequences
as opposed to a focus on rule obedience and the application of consequences. Brophy
(2006) agrees that Assertive Discipline has been revised to have less emphasis on
reinforcement and more on clarifying the rationales for rules and supporting
student self-regulation.

There is as much criticism of Assertive Discipline as there is praise. Weaknesses of the
program include

■ Some suggest that the principles of Assertive Discipline may be counterproductive.
For example, McEwan (2000) quoted one student who suggested, “All students in class
got to misbehave once, have their names written on the board, and then settle down,
so no one faced consequences” (p. 155). Another concern is that students start with a
clean slate each day. Some teachers complain that the names of the same students are
written on the board day after day, with no real change in their behaviors from one
day to the next. Some students may actually find the consequences for misbehavior
rewarding, resulting in an increase in inappropriate behavior. These students see hav-
ing their name on the board, check marks, or turned cards as a status symbol. One
middle school teacher remarked that many of her students enjoyed the recognition of
having their names on the board. As she put it, “For some of my students, having your
name written on the board is a good thing. They like the chalk, but for them, spray
paint would be even better.”

Assertive Discipline
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■ Covaleskie (1992) expressed the opinion of many when he said, “A discipline program
cannot be judged merely by asking whether it does a job of keeping children out of
trouble in school; being a good person is more than that” (p. 174). He fears that pro-
grams such as Assertive Discipline fail to teach students to be truthful or teach them
the reasons why they shouldn’t lie. Instead, Covaleskie suggests that the lesson learned
is to not get caught lying.

■ Assertive Discipline establishes an authoritarian environment in which 
students have virtually no rights and are mere recipients of the teacher’s 
demands (Queen, Blackwelder, & Mallen, 1997). Kohn (1996) agrees and 
suggests that Assertive Discipline clearly places the blame for the discipline 
situation on the shoulders of the students: “The problem always rests with the 
child who doesn’t do what he is asked, never with what he has been asked 
to do” (p. 13).

■ Assertive Discipline may only stop behavior for a short time and may not translate to
other situations or areas. A rule such as “Don’t talk when others are talking” may be
viewed as a rule for the classroom, but not for the auditorium, gym, library, or other
classes. Curwin and Mendler (1988) express concerns about such a focus on rules:
“When rules are not developed from principles, students learn, for example, to be in
their seats when the bell rings without understanding the importance of responsible
work habits” (p. 68). Therefore, the effectiveness of Assertive Discipline would depend
on the goals of the teacher. Assertive Discipline may meet the teacher’s goal to change
behavior for a moment in class but would not meet the goal of changing behavior for
a lifetime.

■ There is no attempt to find the cause of misbehavior. Bromfield (2006) contends
that Assertive Discipline treats the symptoms, but not the causes of behavior,
because it makes no attempt to identify or treat the underlying causes of
behavior. She stresses that child abuse, drug abuse, malnourishment, rejection,
insecurity, loneliness, and emotional distress—all possible causes of misbehavior—
do matter and in many instances can be treated by caring, competent teachers.
According to Bromfield, if the cause of behavior is not discovered, the behavior 
will persist. The only question is where, when, and to what extent the behavior will
be displayed.

■ There is limited opportunity for teacher discretion. It offers only one response
when rules are violated and does not account for motivation or reason (Curwin &
Mendler, 1988).

Assertive Discipline’s success may be the cause of some of its failures. As Canter (1989)
notes, Assertive Discipline has become a generic term. Many teachers and administrators
have been trained by individuals who did not use or stress all the principles of Assertive
Discipline. Unfortunately, according to Canter, not everyone follows the plan as originally
intended.
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ASSERTIVE DISCIPLINE IN THE CLASSROOM

Scenario
When June Wong was hired as principal of Henderson Elementary School, she
pledged to have the best disciplined school in the system. After attending a work-
shop on Assertive Discipline, she spent the summer developing a discipline plan for
her school. Before the school year began, she called a meeting of all the teachers in
order to explain the plan. Her plan included

■ schoolwide rules for nonclassroom situations.

■ individual classroom rules to be established by each teacher.

■ individual classroom consequences for a rule infraction.

■ individual and classroom rewards.

■ a schoolwide award system.

■ notification of parents of the classroom teacher’s rules and of the schoolwide
discipline policies.

The Schoolwide Rules Ms. Wong Established

■ Walk in single file on the yellow line through the hallways.

■ No talking in the hallways unless addressed by an adult.

■ Use 12-inch voices in the cafeteria.

■ Follow all directions from the teachers during drills and alarms.

■ Don’t tease or bully classmates.

Consequences for Infractions of the Rules

First Offense: Warning.

Second Offense: Ten minutes in detention and writing in behavior journal.

Third Offense: Twenty minutes in detention and writing in behavior journal.

Fourth Offense: Thirty minutes in detention and call to parents.

Fifth Offense: Sent to principal.

Any adult employee of the school could apply a consequence. The adult applying
the consequence was to inform the classroom teacher of the schoolwide rule infrac-
tion. In addition to the schoolwide rules, each teacher was instructed to establish an
individual class list of rules and consequences.
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To reward students for good behavior, an afternoon of games and fun was
planned for the last day of each six-week period. Throughout the six weeks, students
could earn “Fun Bucks” for good behavior. Any adult employee could reward a stu-
dent for good behavior with Fun Bucks. Students demonstrating excellent behavior
could receive Fun Bucks from the cafeteria monitor, the custodian, or the school
secretary. A student demonstrating good citizenship by helping a fellow student
could be awarded with Fun Bucks by the classroom teacher, the custodian, the
librarian, or the bus driver. Teachers could also reward students demonstrating good
classroom behavior with Fun Bucks.

Students who were in detention during the six-week period were not allowed to
participate in the reward afternoon. Instead, they were required to go to one classroom
and continue with their schoolwork. Those allowed to participate could play games,
buy prizes with their Fun Bucks, and win door prizes donated by local businesses.

On the day of the first reward afternoon, Ms. Wong realized she had a problem.
First, there were more students who had to remain in the classrooms than were
allowed to participate in the reward afternoon. In fact, in some classrooms, no
students were allowed to participate. Second, one teacher had rewarded her students
constantly, and her students had earned more Fun Bucks than all the other students
combined.

The next day, Ms. Wong called the faculty together to discuss and refine the 
discipline plan. First, they agreed that students would have to be in detention twice
during the six weeks to lose their chance to participate in the reward afternoon. They
also discussed and agreed about what behavior was worthy of a reward.

By the end of the second six-week period, Ms. Wong is pleased with her
discipline plan. The second reward afternoon is a huge success, with 80 percent of
the students in the school participating. When students are in the hall, they quietly
walk in a straight line. When she visits classrooms, she finds students on-task and
well behaved. The cafeteria is a quiet place with few disturbances. After walking
through the building, Ms. Wong returns to the office and tells the school secretary,
“The building is so quiet, I almost forget there are children in the building. I’m very
pleased by what we have accomplished.”

Summary

The most widely accepted classroom-management model throughout the 1970s and 1980s
was clearly Lee and Marlene Canter’s Assertive Discipline. This model, or variations of this
model, are still used in schools throughout the United States. Using theories and principles
from assertiveness training and behavior modification, Assertive Discipline has as its premise
the right of the teacher to define and enforce standards for student behavior in the classroom.
Assertive Discipline is a series of actions that are directed at clearly specifying expectations for
student behavior.
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Chapter Activities

Reflecting on the Theory

1. Eighth-grade teacher Natalie Cansler is having a problem with one of her students, Cary
Kirby. Cary arrives each day without the required materials. Some days he forgets his
pencil; other days it is his textbooks. Each day, he requests that he be allowed to return to
his locker for some forgotten item. Ms. Cansler feels she is in a no-win situation. If she
allows Cary to return to his locker, he loses valuable instructional time. If she refuses, he
spends the hour unable to do his work. How could the principles of Assertive Discipline
be used to change Cary’s behavior?

2. In the scenario at the beginning of the chapter, Ms. Conner punished Jonathan for 
not having a pencil but then allowed him to select a pencil from a box of sharpened 
pencils. Did allowing Jonathan to take a pencil encourage Jonathan to forget his 
pencil in the future? Would you have given Jonathan a pencil or made him do 
without? Why?

3. Think of a teacher you consider “assertive.” What are the behaviors that this teacher
displays?

4. Are there types of students or students of certain grade levels who might not respond to
Assertive Discipline techniques? Explain your reasoning.

5. The end of the chapter describes the discipline at Henderson Elementary School. Would
you be comfortable working in a school that has adopted a plan such as Henderson
Elementary School? Why or why not?

Developing Artifacts for Your Portfolio

1. Canter and Canter suggest that teachers predetermine the consequences for rule violation.
What consequences will you have for inappropriate behavior? Will you establish a discipline
hierarchy? Why?

Developing Your Personal Philosophy of Classroom Management

1. Would you be comfortable using Assertive Discipline as your classroom-management
approach? Why or why not? Are there some strategies from Assertive Discipline that
you will definitely incorporate into your classroom-management plan? Why?

Key Terminology

Hostile teachers
Nonassertive teachers
Severity plan

Definitions for these terms appear in the glossary.

Assertive Discipline
Assertive teachers
Discipline hierarchy
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Resources for Further Study

Further information about Assertive Discipline and resources for its use in the classroom can be
found by contacting

Solution Tree Press
Bloomington, IN
800-733-6786
812-336-7700
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Go to the Topic: Establishing Classroom Norms and Expectations in
the MyEducationLab (www.myeducationlab.com) for your course, where
you can:

■ Find learning outcomes for Establishing Classroom Norms and
Expectations along with the national standards that connect to
these outcomes.

■ Apply and practice your understanding of the core teaching skills
identified in the chapter with the Building Teaching Skills and 
Dispositions learning units.

■ Examine challenging situations and cases presented in the IRIS
Center Resources.

■ Use interactive Simulations in Classroom Management to practice
decision making and to receive expert feedback on classroom-
management choices.

Marzano, R. J. (2003). Classroom management that works: Research-based strategies for every
teacher. Alexandria, VA: Association for Supervision and Curriculum Development.

McEwan, B. (2000). The art of classroom management. Upper Saddle River, NJ: Merrill/
Prentice Hall.

Queen, J. A., Blackwelder, B. B., & Mallen L. P. (1997). Responsible classroom management for
teachers and students. Upper Saddle River, NJ: Merrill/Prentice Hall.
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Positive Classroom
Discipline

Objectives

Chapter 4 prepares preservice teachers to meet
INTASC standards #5 (Motivation and Management),
#6 (Communication), and #9 (Reflective Practitioner)
by helping them to

n understand the basic principles behind Positive
Classroom Discipline.

n understand the impact of nonverbal communica-
tion in setting limits in the classroom.

n learn techniques for the effective use of Positive
Classroom Discipline in the classroom.

n evaluate classroom seating arrangements in
maintaining appropriate classroom control.

n evaluate the relationship between instruction and
classroom management.

n use the principles of Positive Classroom Discipline
to deal with problem behavior.

From Chapter 4 of Effective Classroom Management: Models and Strategies for Today’s Classroom, 3/e.
Carlette Jackson Hardin. Copyright © 2012 by Pearson Education. All rights reserved.

Bob Daemmrich Photography
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INTRODUCTION

The three teachers described in the preceding paragraphs have two things in common. First,
each is using negative reinforcement to manage their classroom. In each case, the teacher is
using something the students find aversive (receiving the look, being in a student’s space,
losing time for preferred activities) until the students return to their work. In addition,
these three teachers are using techniques that are the basis of Fredric Jones’s Positive Class-
room Discipline approach.

Fredric Jones (2007b) began investigating effective classroom-management tech-
niques in the early 1970s. After spending thousands of hours observing both effective
and ineffective classroom managers, Jones (1987) found that instruction can occur only

Positive Classroom Discipline

Scenario

Juan Morales is whispering to his friend Dion when
he realizes the class has become unusually quiet.
Turning toward the front of the class, he sees that 
Mr. McAdams has stopped talking and is giving him
“The Look.” “The Look” is famous throughout Miller
High School, and Mr. McAdams has perfected the
ability to stare so intently that students immediately
stop whatever they are doing. Unable to maintain eye
contact with Mr. McAdams, Juan picks up his pencil
and turns his attention to the work on his desk. When
Mr. McAdams is confident that Juan has turned in his
seat and is now focused on the assigned work, he
leans over to help another student.

As veteran sixth-grade teacher James Evans’s
class takes turns reading the chapter from their his-
tory text, two girls in the back of the room pass a
note. As Doug reads the next paragraph, Mr. Evans
moves to the back of the room and stands directly in
front of the girls. He stands there until both girls turn
to face him and begin to read silently from their book.
When Doug reaches the end of the paragraph, he
says, “Thank you, Doug.” Then, putting his finger on
the spot where she should begin reading, he motions
for one of the note-passing girls to read the next
paragraph. As she reads, he moves away from the
girls and takes his position behind another student
who needs a reminder to stay on-task.

Each week, the students in Marian Boyd’s fifth-
grade class can earn time for what Ms. Boyd calls

the PAT (Preferred Activity Time). On Monday, 
Ms. Boyd announces that on Friday the class will
have a PAT if they earn thirty minutes of free time
during the week. After much discussion, the class
decides they want to play their favorite review game
as their PAT. Excited, they start to work, hoping to
earn their PAT. During the afternoon, Ms. Boyd
gives the students two minutes to put up their
dictionaries, get out their math homework, and
sharpen their pencils. When the two minutes is
over, Ms. Boyd takes out a stopwatch and keeps
track of the additional time it takes for everyone to
get back in their seats and to be ready for math.
She then subtracts the extra minutes it took to
complete the task from the time allowed for Friday’s
PAT. The next day, Ms. Boyd gives the students five
minutes to go to the bathroom as they return from
lunch. When two girls take an additional two min-
utes, this time is subtracted for the PAT. Later in 
the week, Jamell is reading a comic book instead 
of finishing his seatwork. Without saying a word, 
Ms. Boyd takes out the stopwatch and starts track-
ing the time that Jamell is wasting. When several of
the students notice what is happening, they tell
Jamell to put the comic book away and to get back
to work. At the end of the week, the class has
twenty-five minutes left for their PAT and happily
spends the time playing their favorite review game.
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in a well-controlled classroom and that teachers with poor classroom control can lose
up to 50 percent of instructional time. In cases in which teachers must choose to dis-
cipline or to continue with instruction, Jones stresses that they must always choose to
discipline.

Jones (1979) suggests that the major discipline problem in the classroom is not hos-
tile defiance by a few students. According to Jones, the greatest discipline problem is the
massive amount of time wasted by the majority of students. Jones found that in the aver-
age classroom, 80 percent of all disruptions are nothing more than students talking to
their neighbors. Students wandering around the room cause another 15 percent of dis-
ruptions. Most of the remaining problems are minor disruptions, such as pencil tapping,
note passing, or playing with an object. These disruptions are not severe and seem in-
significant. However, it is hard enough to manage one child who is misbehaving, but when
there are two misbehaving students, the drain on the teacher’s skill and energy are
squared. If there is a third child involved, this skill and energy drain is cubed.
Simultaneously teaching and maintaining order in a class of twenty requires tremendous
skill and energy. The lack of either skill or energy will result in a stressed teacher and a
tremendous loss of instructional time.

By using proximity control, negative reinforcement, incentives, and good body lan-
guage, Jones proposes that classroom control can be maintained and that learning can
occur. Jones’s theories are grounded in behavioral theory and classroom research at all
grade levels. Jones (2007b) stresses that to control student behavior, an effective behavior-
management program must systematically strengthen desired behavior while weakening
inappropriate behavior. Strengthening desired behaviors must go hand in hand with elimi-
nating undesired behavior. Too often, teachers focus on eliminating undesired behavior
without having a plan to increase the desired behavior. Without a plan to increase desired
behavior, however, whatever replaces inappropriate behavior is left to chance and may
actually be another discipline problem. To obtain or strengthen desired behaviors, Jones
advocates the use of positive and negative reinforcement. To stop inappropriate behavior,
Jones uses a backup system that is punitive in nature.

In Jones’s model, the enforcement of classroom standards and the development
of cooperative behavior are combined, in order to maximize learning and minimize
disruptions. Jones (2007b) stresses that an effective classroom-management system 
must be

n positive and affirm the student.

n economical. Jones uses the term cheap to describe systems that are practical and sim-
ple, require little paperwork, and are easy to use. Cheap systems are designed to reduce
the teacher’s workload.

n self-eliminating. An effective system will eventually become unneeded, because stu-
dents will be trained to act appropriately. If the plan does not become self-eliminating,
then it is either the wrong plan or is self-perpetuating. Self-perpetuating plans have
built-in flaws; they actually reinforce unwanted behavior and feed the problem.

n low key, supportive, and almost invisible.
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Positive Classroom Discipline focuses on the management of group behavior. The
model consists of four main components:

1. Classroom structure

2. Limit Setting

3. Responsibility Training

4. Backup systems

CLASSROOM STRUCTURE

Jones (2007b) considers classroom structure the centerpiece of classroom management.
Preparing the structure of the classroom is a proactive step that prevents the majority of class-
room disruptions. Issues to consider in providing structure include arranging the furniture and
creating classroom rules and procedures. Consider the following example.

At the end of the first six weeks, Heather Drapper asked her husband to meet in her
classroom so they could rearrange the furniture. “I need to move my desk,” she
explained. “I want no more than eight feet between me and the student sitting farthest
from the front of the room.” Together they moved her desk and rearranged the stu-
dents’ desks. When they had finished, Heather walked to each desk. She stood in front
of each desk and then moved around to stand behind the desk. Satisfied that she could
be in any student’s space in a matter of seconds, she rewarded her hardworking
husband by taking him out to dinner.

In her short time in the classroom, Ms. Drapper had learned that one of the easiest
ways to prevent discipline problems is location, location, and location. Most teachers rec-
ognize that the students who are closest to the teacher are the best behaved. To maintain
appropriate control, teachers must constantly work the crowd by moving throughout the
classroom and being at every desk. This method of classroom control is sometimes thought
of as “management by walking around” or proximity control.

To use Positive Classroom Discipline in your class-
room, you will need to do the following things:

1. Arrange your classroom for maximum
proximity control.

2. Establish rules for your classroom.

3. Employ Limit Setting by using nonverbal
methods to control behavior.

4. Provide backups for when Limit Setting is
ineffective.

5. Train students to have responsibly for them-
selves and others through Responsibility
Training.

6. Provide Preferred Activity Time (PAT) as
reward for group behavior.

7. Use Omission Training for individual stu-
dents who will not comply with classroom
standards.

Step-by-Step Positive Classroom Discipline
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The classroom arrangement should allow for maximum teacher mobility, physical prox-
imity to students, and the moment-to-moment accountability of students. There must be
walkways so that teachers can reach each student quickly. The best possible room arrangement
is one that puts the least distance and fewest barriers between the teacher and any student in
the classroom. See Figure 4.1 for examples of effective and ineffective classroom arrangements.

Teacher Desk

Traditional Classroom with 
Limited Walkways

Teacher Desk

Jones′s Model with Multiple 
Walkways

Figure 4.1

Effective and Ineffective Classroom Arrangements

63



Positive Classroom Discipline

The main problem in most classrooms is the furniture arrangement. With the tradi-
tional arrangement of the desk in the front of the room, the distance from the chalkboard
to the students in the front row can be anywhere from eight to thirteen feet. By moving the
desk to a corner or to the back of the room, students are moved forward and closer to the
area of instruction. Creating walkways between, in front of, and behind desks promotes
easier access between students and teacher. Like Ms. Drapper, teachers should measure the
time it takes to get to each student.

The location of overheads and teacher centers with computers and monitors creates
additional problems. Because of the need for this equipment to be centrally located for
maximum viewing by all students, they are typically placed at the front of the classroom. In
some cases, teachers become trapped behind a table of electronic equipment. Jones (2007b)
suggests that teachers move out and allow students to operate the equipment. Being the
“overhead/computer operator” is rewarding to the student selected for the task, and it
allows the teacher to work the crowd in the back of the room.

One of the most proactive things a teacher can do to structure the classroom is to es-
tablish classroom rules and procedures. Jones (2007b) describes general rules as those deal-
ing with broad classes of behavior and that are best stated in positive rather than negative
languages. He stresses that effective classroom rules are (a) limited in number, usually no
more than five to eight; (b) enforceable quickly and consistently; (c) simple and clear; and
(d) posted for all to see.

Procedures and routines are the techniques for doing the predictable things that occur
normally throughout a school day. Jones (2007a) states that procedures must be taught as
thoroughly as any other lesson and the lessons should include rehearsal and repetition to
mastery. Most of the first two weeks of the term should be spent teaching procedures and
routines. In the following example, Bridget Campbell’s third-grade class has an effective
routine for the beginning of each day.

When I started using PowerPoint in my class-
room, I quickly realized that using the computer
trapped me in one location and eliminated my
ability to control behavior through proximity
control. I have eliminated this problem by
assigning a “clicker” each day. The student
selected sits by the computer and clicks the
mouse when directed to do so. This allows me to
move around the room as needed. The student is

awarded for the job by being provided a printed
copy of the notes. I never fail to have volunteers
to be the clicker.

Michael Mosley
Seventh-Grade Social
Studies Teacher
Kenwood Middle School
Clarksville, Tennessee

Tips from the Field
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As Bridget Campbell arranges the materials she will use throughout the day, her
students begin to arrive. Taking a second to greet each student, Ms. Campbell answers
individual questions and checks to make sure the pencil jar is full of sharpened
pencils. As the students enter, they pull a card from an envelope on which their name
is written. These envelopes are part of a large display on the bulletin board next to the
door. They then place the card in one of two boxes, one marked “buying lunch” and
the other marked “bringing lunch from home.” The students know that they are then
to put away their coats and backpacks and go immediately to their desks. Once
seated, students are to place their homework on the right-hand corner and to begin
working on the daily review. While the students work on the daily review,
Ms. Campbell checks attendance by seeing whose card is still in its envelope. She then
counts the cards in the “buying lunch” box and e-mails both the attendance and
lunch reports to the office. When finished, she walks by each desk, checking to see
whether homework has been completed. In just a few minutes, the class begins as 
Ms. Campbell discusses the daily review.

LIMIT SETTING

“Rules define limits, but they do not establish limits” (Jones, 1987, p. 81). The establishment
of rules is only the beginning of effective classroom management. To create limits in the
classroom, Jones proposes a method, Limit Setting, through which teachers systematically
teach students that they mean business. Through the teacher’s interpersonal power, physical
presence, and emotional tone, the message is sent to the students that the teacher’s rules are
for real. Limit Setting, according to Jones, goes beyond telling the class the rules: It is train-
ing them to follow the rules.

Limit Setting is rule enforcement. It is consistently disallowing infractions of the
basic classroom rules. However, Jones (2007b) asserts that Limit Setting is done with
the body, not the mouth. Jones (2007b) stresses that body language is the all-important
medium through which teachers convey assertiveness and states that “body language
allows the teacher to use finesse to protect students from embarrassment while dealing
effectively with goofing off ” (p. 35). In Limit Setting, the teacher is assertive but never
aggressive, because the object of Limit Setting is to calm the students and to get them
back on-task.

Jones’s research (1979) shows that the training of students through Limit Setting tech-
niques eliminates 70 to 95 percent of the disruptions in the regular classroom. Limit Setting
begins with the following six steps.

Step One: Eyes in the Back of Your Head Step one requires the “withitness” described
by Kounin (1970). The teacher must be aware of everything that is going on in the class-
room at all times. The teacher must catch disruptions as soon as they begin and respond
immediately. Disruptions such as talking to one’s neighbor are fun and self-rewarding.
Ignoring the behavior will not make it go away, because the student may be rewarded for
misbehaving by the student’s peers.
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Step Two: Terminate Instruction The teacher must immediately terminate 
instruction to deal with the disruptive behavior. If the teacher does not, Jones stresses,
students will have learned that the teacher places greater importance on instruction
than on discipline. If the teacher does not take action, the amount of inappropriate
behavior will continue until the teacher is forced to stop instruction.

Step Three: Turn, Look, and Say the Student’s Name The turn is the teacher’s
emotional response to inappropriate behavior. Before turning, the teacher should take
a relaxing breath. Being calm, Jones stresses, is the key to effective Limit Setting. To
appear calm and relaxed, hands should remain down by the side and the jaw should 
be slack. Waving hands show frustration, and the mouth will show distress if it is not
slack. Face the student squarely, and say his or her name in a firm tone. Look the
student in the eye and maintain unwavering eye contact.

Has the disruptive behavior stopped and has the student returned to work?
The teacher should look at the student’s knees and feet to determine compliance.
According to Jones, the knees and feet tell the entire story. If they are facing the
front of the room, the teacher can assume the inappropriate behavior has been
stopped. If the feet and knees are not turned squarely in the chair, the teacher has
only achieved pseudocompliance. Unless the student has turned squarely in the
desk, the student plans to return to what he or she was doing as soon as the
teacher’s back is turned. Other pseudocompliance techniques include pretending 
to read or to write.

Step Four: Walk to the Edge of the Student’s Desk If the student does not turn
around square in his or her seat, Jones advises the teacher to move toward the student
at a deliberate pace until the teacher’s leg is touching the edge of the desk. In a relaxed,
calm manner, the teacher makes eye contact. Jones stresses that the teacher should
remain at the edge of the desk until the student turns squarely in the desk. When the
student returns to work, the teacher should watch for a few minutes, thank the stu-
dent, and then move away.

I believe in the power of “The Look.” In my class,
the students have an expression that goes, “When
the eyebrows go up, it’s going to get rough.” For-
tunately, each class tells the students in the next
class this expression. Therefore, whenever students
misbehave, all that is necessary for me to do is to
arch my eyebrows and the students immediately

stop whatever they are doing. “The Look” is a cri-
tical skill in classroom management.

Larry Bader
Fifth-Grade Teacher
Putman County Elementary School
Eatonton, Georgia

Tips from the Field
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Step Five: Prompt If the student did not return to work after the teacher stood at
the student’s desk for several minutes, the teacher should lean over at the waist until
his or her weight is on one palm. Getting eyeball to eyeball with the student, the stu-
dent should be given a prompt—a message that tells the student what to do next. The
prompt might be moving work around in front of the student, pointing to the work to
be done, or verbally telling the student to turn around and to begin to work. Once the
student has complied, the teacher should thank the student and then move away.

Step Six: Palms If the student does not comply during Step Five, the teacher should
lean slowly across the desk and place both palms flat on the far side of the desk on
either side of the student. The teacher should remain eyeball to eyeball with the stu-
dent until the student complies. When the student complies, the teacher thanks the
student and moves away.

If the student backtalks during Limit Setting or if two students are involved, the fol-
lowing steps are added to the process:

Step Seven: Camping Out in Front If the student has been backtalking during this
encounter, Jones stresses that Step Six should be continued and the teacher should
“camp out” until the student complies. Jones (2007b) describes the golden rule of
dealing with backtalk as “doing nothing”—“waiting out” the student. When the stu-
dent stops talking, the teacher should give a prompt, wait until the student complies,
and then move away. Jones stresses that the teacher should never move out until confi-
dent that the student has begun to work.

Step Eight: Camping Out from Behind If backtalk involves more than one student,
camping out in back may be more effective. The teacher should use the wide walkways
and move around the desks to stand directly between the students. Leaning on the
table of the first student, as described in Step Five, blocks the view of the second stu-
dent. The teacher should totally ignore the second student and establish eye contact
with the first student. Then the teacher should wait until the first student is back on
target. Only when the first student is working is it time to focus on the second student.

Why does Limit Setting work? It works because students want the teacher out of their
space. In order to have the teacher move away, almost all students stop the inappropriate
behavior and return to their work. It works because Limit Setting uses behavioral research
that shows that negative reinforcement increases desired behavior.

Jones (1987) stresses that Limit Setting shouldn’t be necessary throughout the year.
During what he calls the acquisition phase (when the students are first learning the class-
room rules), the teacher may need to use Limit Setting several times a day. But Jones prom-
ises that once students realize that the teacher intends to enforce the rules and is consistent
in this enforcement, Limit Setting will be needed less and less.

There are limitations to Limit Setting and Jones (1987, 2001) acknowledges that it will
not work in all situations. Jones provides the following limitations of Limit Setting:

n If the teacher cannot be calm and shows anger and frustration, the effectiveness of
Limit Setting is weakened. Calm is strength in Limit Setting.
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n If the teacher has a poor relationship with the students, they may not return to work as
a challenge to the teacher’s authority. For Limit Setting to be effective, students have to
trust that the teacher will move away when they return to work.

n If the teacher moves away too quickly, students may learn that only pseudocompliance
is needed to get the teacher out of their space.

n If the teacher is trapped behind a desk or teacher center, the ability to move quickly to
a student will be lessened. Students then know they have time to get back on-task
before the teacher can reach them.

n If the lesson is boring or the students have been sitting too long, the interruption cre-
ated by a Limit Setting episode may be rewarding. Students may then encourage each
other to be off-task, just to break the monotony of the class.

n If the teacher is not aware of what is going on around the classroom, much behavior
that could be solved by Limit Setting will be ignored. Inappropriate behavior will
increase because students will realize that no one is watching.

n If the entire class is off-task, standing by one desk will do little to solve the situation.

n If the student is agitated or physically aggressive, moving into the student’s space may
be viewed as a threat. Teachers need to know their students well enough to read when
Limit Setting will work and when it will not.

I use PAT with all my classes, but it’s important
to adapt how you use it to each group of kids.
How the classes spend their PAT time (and even
how they gain time) is often not the same
because of how different the dynamic of each
period is. It takes me a month or more to figure
out exactly what method fits each class, so if
something doesn’t work, I don’t scrap PAT al-
together; I simply try something else until I get 
it right. For instance, my regular and Pre-AP
classes chose much different ways of spending
their PAT this past year. My regular kids often
chose “Heads-Up Seven-Up” or something simi-
lar. However, my advanced kids loved to play a
game called “The Professor.” I choose five stu-
dents to come to the front of the class, and they
become the one brain of the professor. A student

in the audience asks the professor a question (it
can be academic or plain silly), and the “profes-
sor” must answer by each saying one word. The
sentence is complete when the last student gives
an end punctuation. For example, if someone
asked, “What’s the capital of Texas?” the “profes-
sor” would answer like this: student #1—“The,”
student #2—“capital,” student #3—“of,” student
#4—“Texas,” student #5—“is,” student #1—
“Austin,” student #2—“period.” This becomes
quite funny when the kids can’t figure out what
word should come next.

Stephanie Gilbert
Seventh-Grade Language Arts
McAdams Jr. High
Dickinson, Texas

Tips from the Field
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RESPONSIBILITY TRAINING

Classroom management is, as the name implies, management of the class. To be effective,
rewards or incentives must be a group system rather than a collection of individual incen-
tive systems (Jones, 2007b). To generate consistently good behavior from all class members,
Jones proposes that teachers devise a complex, formal incentive system that utilizes 
(1) bonuses and (2) penalties. Essential are (1) group rewards and (2) group accountability.
Responsibility Training is such a group incentive program, in which the philosophy is
“One for all and all for one.” The heart of Responsibility Training is the accountability
students have for and to each other. Responsibility Training takes the teacher out of the
enforcer, or nagging parent, role.

Basic to Responsibility Training are incentives. Incentives are used to increase pro-
ductivity and to encourage students to follow classroom rules. In the first decade of the
twenty-first century, however, there has been criticism of incentives and rewards because
these teaching tools have been viewed as bribes. Jones (2007b) notes that a proactive incen-
tive system (such as Responsibility Training) is an exchange that is established in advance
and is, therefore, not a bribe. It is planned as a normal part of the day. However, a reactive
system is established in the heat of the moment and should be considered a bribe.

Jones stresses that a teacher’s nonverbal behavior sends a clear message to students and
prevents many misbehaviors from escalating. Lisa F. Young/Shutterstock
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Incentive systems can be simple or complex. A simple incentive system provides a rein-
forcer in exchange for a specified behavior. Jones (1979) notes that incentive systems must
have three parts: a task, a reward, and a system of accountability. One of Jones’s (2007b)
favorite incentive programs is what he calls Grandmama’s Rule. Just as Grandmama told her
grandchildren that they had to finish their dinner before they could have dessert, in
Responsibility Training students are told that they must complete a required task in order to
earn Preferred Activity Time (PAT). Grandmama’s Rule is the juxtaposition of two activities:
(a) the things students have to do and (b) the things the students want to do.

Preferred activities can be any educational activity students like to do. Jones (2001)
suggests that these activities be readily available, easy to use, represent a reasonable amount
of prep time for the teacher, and serve an educational purpose. PATs can be whatever activ-
ities students like and might include centers, games, and videos.

The success of PATs depends on students working together to earn the PAT. The group
earns time for the PAT when every member of the class is productive, and the group loses
time when any member of the class is off-task. Jones (2007b) suggests that in most class-
rooms, the peer group reinforces deviant behavior. With Responsibility Training, the
teacher uses the power of the peer group to control class behavior.

For more than twenty years, Jones has trained teachers to successfully use Respon-
sibility Training to change student behavior. In the majority of classrooms, the system
works well. Nevertheless, he has found that in some classes a clique in the class will
reinforce their own deviant behavior and are immune to peer pressure. Moreover, Jones
stresses that the PATs must change often because reinforcement satiation is the eternal
enemy of any incentive system.

BACKUP SYSTEM

Although Jones (1987, 2001) proposes that most inappropriate behavior will be stopped
through Limit Setting and Responsibility Training, a few students will force the use of nega-
tive sanctions. Jones’s Backup System is a systematic, hierarchic organization of negative
sanctions. He suggests the use of the Backup System when there is an obnoxious incident or
a repeat disruptor who does not respond to Limit Setting or Responsibility Training.

The Backup System is composed of three levels: small backup responses, medium
backup responses, and large backup responses. Table 4.1 provides examples of conse-
quences at each level. As students work up the levels, the consequences become more severe
and more professional assistance is involved.

Small backup responses are the first line of defense in the classroom. They are done
privately, and in many cases the other students have no knowledge that they are being
administered. Small backup responses are communications rather than sanctions. The
objectives of the small backup system are (a) to inform students that they are entering the
Backup System and (b) to invite students to return to their work.

Medium backup responses are more public. They can include being sent to time-out
or having the student’s name placed on the board. Medium responses are more punitive
than corrective.
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Large backup responses require help from outside the classroom and the involvement
of at least two professionals. Sending students to the office, assigning detention, and sus-
pending a student are the most common examples.

Corporal punishment is never advocated by Jones. Jones (1987) states that of all the
discipline techniques in existence, corporal punishment has the fewest assets and the great-
est number of liabilities.

SUMMARY OF THE FOUR-STEP MODEL

Jones (2007b) proposes a four-component model that includes Classroom Structure, Limit
Setting, Responsibility Training, and Backup Systems. He suggests that teachers be proac-
tive by establishing classroom limits through classroom rules and procedures. When these
rules and procedures are challenged, Limit Setting is the first line of defense against typical
disruptions in the classroom. Still, Limit Setting is mild social punishment and, as such, is
incomplete. A reward system must be established to promote desired behavior. Responsibility
Training provides balance by establishing such a reward system. In cases in which the first
three components do not stop inappropriate behavior, Backup Systems must be in place.
Jones (1987) cautions teachers, however, to extract as much management as possible from
Classroom Structure, Limit Setting, and Responsibility Training before moving to punitive
backup responses.

STRATEGIES FOR DEALING WITH DIFFICULT STUDENTS

Jones (2007b) suggests that one of the oldest myths in education is that the solution to deal-
ing with difficult students lies in the principal’s office. Instead, he stresses, the solution lies
in the classroom with the classroom teacher. According to Jones, the answer to dealing with

Table 4.1 Examples of Responses in Jones’s Backup System

Small Backup Responses Medium Backup Responses Large Backup Responses

Private—Between Student Public Within the Classroom Public and Requires Two 
and Teacher Professionals

Speaking privately to student Assigning time-out in classroom Sending student to the office
Catching the student’s eye Assigning time-out in Sending student to in-school 

colleague’s room suspension
Putting finger to lips Warning student publicly Requiring student to attend 

Saturday school
Pulling parent’s address card Sending student to the hall Calling police

Holding conference with parent Giving detention
Requiring student to stay Expelling student

after school
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difficult students is consistency. If the teacher has been consistent in following the steps out-
lined in Limit Setting, then small disruptions do not grow into big disruptions. When the
teacher is consistent, smaller and smaller consequences are required to manage behavior.
When the teacher is inconsistent, larger and larger consequences will be needed to govern
misbehavior.

The types of disruptions caused by difficult students usually revolve around inappro-
priate interactions with fellow students or the teacher. In some situations, an individual
student’s behavior will cause the entire class to lose a reward, resulting in anger by fellow stu-
dents. When that occurs, Jones (2007b) suggests that the teacher remove the student from
Responsibility Training and use Omission Training to change the student’s behavior.
Omission Training is the name given to an incentive program system that rewards the
omission, or avoidance, of unwanted behavior. In Omission Training, the teacher rewards
the individual student for behaving appropriately for a certain period of time. To increase the
likelihood of success, the class is also rewarded when the student is on-task. Therefore,
the student has an opportunity to become a class hero and be accepted by the class, and the
class helps the student learn new behavior.

The establishment of an Omission Training program requires that the teacher perform
the following:

n Remove the defiant student from Responsibility Training so the class is no longer
being punished for the student’s inappropriate behavior.

n Talk to the student in a nonpublic place about the student’s behavior.

n Establish an individual reward program for the student.

n Announce to the class that the student is now on an individual program. However,
when the student earns time or a reward, the reward is shared with the entire class.

n Withdraw the student from Omission Training as the student learns appropriate
behavior and is more accepted by the group.

The second type of unacceptable behavior comes from the student’s interaction with
the teacher. In many cases the student will respond to demands by the teacher in a negative
way through inappropriate language or behavior. Jones (2007b) recommends that when
confronted with a belligerent student, the teacher should do nothing. If the teacher
responds with anger or harsh words, the student has succeeded. Therefore, when in doubt,
do nothing.

Jones (2007b) stresses that the teacher’s waiting and remaining silent does not mean
that punitive action will not occur. Waiting simply gives the teacher time to think before
acting and maintain professionalism. Depending upon the teacher’s calmness and skill, a
crisis can have a constructive end (Jones, 2008). Once the student has calmed, then the
teacher should have a conversation with the student outside the presence of peers. Many
times, all that is necessary for future disruptions to be avoided is what Jones calls a clinical
conversation. After the conversation, however, the teacher may still feel it is necessary to use
one of the large backups described in Table 4.1. These consequences occur outside the
classroom in either the principal’s office or in the juvenile justice system.
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FREDISMS

Since Jones wrote his first book in 1987, teachers have to come to appreciate what Jones has to
say about classroom management as much as they appreciate his classroom-management
system. His quotes have become famous and are called “Fredisms.” Below are some of the
favorite Fredisms.

It takes one fool to backtalk. It takes two fools to make a conversation out of it (Jones,
2007b, p. 224).

If the technology of discipline management could be likened to an animal, then
corporal punishment would surely be its ass end (Jones, 1987, p. 344).

Almost every form of classroom disruption is its own reward. Being self-reinforcing,
disruptions are self-perpetuating (Jones, 1987, p. 33).

Every student in your class has a Ph.D. in teacher management (Jones,
1987, p. 34).

Discipline management is an indoor sport. Basketball players know how to fake
and poker players know how to bluff. Students know how to do both at the same time
(Jones, 2001, p. 193).

Goofing off is its own reward. Goofing off is always the easy, pleasurable alterna-
tive to being on the ball (Jones, 1987, p. 241).

The most widespread management procedure in real classrooms is nag, nag, nag
(Jones, 2007b, p. 7).

A roomful of students will always have more tricks up their sleeves than you will
have in your bag of tricks. Bag of tricks represents to me the antithesis of a modern
profession with an empirically based technology of professional practice (Jones, 1
987, p. 320).

STRENGTHS AND WEAKNESSES OF POSITIVE 
CLASSROOM DISCIPLINE

Perhaps Jones’s Positive Classroom Discipline’s greatest strength lies in the fact that it is
grounded in behavioral research. As stated in Chapter 2, behavioral theory is backed by a
hundred years of research that shows that a student’s behavior can be changed by reward
and punishment.

An additional strength is that Jones specifies a set of steps or activities to follow when
dealing with discipline problems. This provides a structure for the actions of teachers.
Jones (1987) stresses that “knowing how to” in addition to “knowing about” is critical for
teacher success in controlling a classroom.

Morris (1996) suggests that an additional strength is that Jones encourages teachers,
administrators, and parents to work together to combat discipline problems.
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There are, however, numerous weaknesses in the Jones discipline plan. Here are some
of these weaknesses:

n Middle and high school students may become aggressive in response to the “in your
face” approach. This approach may force a confrontation that neither the teacher nor
the student wants.

n Student independence is not encouraged. Jones’s model is one of absolute teacher
control, with few student choices (Morris, 1996). Such absolute control can be seen in
Jones’s definition of Responsibility Training. “Responsibility training is an advanced
type of time incentive that gets almost any student to do almost anything you want her
or him to do when you want it done to your standards as a result of having asked only
once” (Jones, 1987, p. 160).

n The use of students to keep fellow classmates in line can create problems rather than
solve them. Resentment and revenge may be the result.

n Jones’s insistence that instruction should be stopped when discipline problems arise
may actually create problems in some classrooms. Some students may encourage each
other to disrupt the class just so instruction will cease.

POSITIVE CLASSROOM DISCIPLINE IN THE CLASSROOM

Scenario
While part of the class works on math-review problems, fifth-grade teacher Janie
Jandrokovic asks several students who are struggling with their vocabulary words to
move to the computers so they can work on their words. As she helps a student load
the software, she notices Zack passing a CD to Garrett. Stopping what she is doing,
Ms. Jandrokovic turns to face the two boys. Caught, Garrett shoves the CD under his
desk and pretends to work on his math. Upset that Garrett has kept his CD, Zack
shoves him and says, “Give it back.”

Garrett motions to let Zack know that Ms. Jandrokovic is watching, hoping that
Zack will leave him alone and return to work. Unfortunately, Zack is more concerned
about his CD than he is with his teacher. “I said give it back,” he repeats.

Ms. Jandrokovic walks to the boys and moving behind Garrett and Zack, she
stands between the boys. She leans down and sticks out her hand, indicating to
Garrett that he is to place the CD in her hand. Seeing this, Zack exclaims, “Hey, you
can’t take that; it’s mine. You give it back.”

Ignoring Zack, Ms. Jandrokovic continues to lean down between the two boys,
blocking Zack from view. Once she has been given the CD, she motions for Garrett to
begin his math problems. The entire time she is dealing with Garrett, Zack keeps up a
continuous stream of backtalk. “I want my CD back. Just because you can’t afford
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CDs for your own children doesn’t mean you should take mine. You wait until I tell 
my dad. It’s not right to take my things.”

Ms. Jandrokovic ignores Zack until Garrett has been at work for a few 
minutes. Placing her hand on Garrett’s shoulder, she says, “Thank you, 
Garrett.” Then turning to Zack, she leans one arm on his desk and makes 
eye contact.

“You just wait until my folks hear that you stole my CD. Boy, are you going 
to be in trouble. You can’t take my things,” Zack continues. Realizing that 
Ms. Jandrokovic isn’t going to argue back and plans to continue staring at him, 
he gives up and picks up his pencil.

Ms. Jandrokovic continues to stand by Zack’s desk until he quits arguing and
works three math problems. She then thanks Zack for getting back to work and
returns to the computer station to finish loading the software.

When the class returns from gym a few hours later, Ms. Jandrokovic pulls Zack
aside. When all the students have entered the classroom, Ms. Jandrokovic tells Zack, 
“I called your mother while you were in gym to tell her about the CD. She is coming 
to school this afternoon so the three of us can discuss your behavior. You are to stay
in class this afternoon, and your mother will meet with us as soon as school is
dismissed.”

Summary

Fredric Jones’s discipline model, Positive Classroom Management, proposes that instruction
can occur only in a well-controlled classroom. Therefore, he advocates that discipline must
occur before instruction can begin. By using proximity control, negative reinforcement,
incentives, and good body language, Jones proposes that classroom control can be main-
tained and learning can occur. Jones’s theories are grounded in behavioral theory and
classroom research at all grade levels. Positive Classroom Discipline consists of four main
components: Classroom Structure, Limit Setting, Responsibility Training, and Backup
Systems.

Key Terminology

Definitions for these terms appear in the glossary.

Acquisition phase
Backup System
Grandmama’s Rule
Limit Setting
Omission Training

Positive Classroom Discipline
Preferred Activity Time (PAT)
Proximity control
Responsibility Training
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Chapter Activities

Reflecting on the Theory

1. Fifth-grade teacher Angela Pruitt is dealing with one of the most common classroom prob-
lems: talkative students. Three girls constantly disrupt the class by talking. Ms. Pruitt has
moved the girls so that they sit apart from each other, but they still manage to waste time
talking, passing notes, and giggling over something one of them has said. How would
Fredric Jones tell Ms. Pruitt to handle this situation?

2. Both Canter and Jones give suggestions for rule formation. How are the approaches similar?
How do they differ?

3. What are the similarities and differences in Jones’s approach to the techniques described in
the chapter on behaviorism (Chapter 2)?

4. Do you agree with the way that Ms. Jandrokovic handled the situation with Zack and
Garrett? What would you have done differently?

Developing Artifacts for Your Portfolio

1. Jones believes that classroom arrangement is important to the success of class-
room management. Analyze a classroom in which you have observed for the 
following:

a. teacher mobility
b. physical proximity to students
c. moment-to-moment accountability of students
d. walkways and aisles
e. barriers between the teacher and any student in the classroom.

Developing Your Personal Philosophy of 
Classroom Management

1. Jones’s model has been called an “in your face” approach. Are there types of students or
students of certain grade levels who might not respond to Jones’s techniques? Would you
be comfortable using this approach? Why?

2. Jones suggests that instruction should be terminated when discipline is needed, and if the
teacher must choose between discipline and instruction, discipline should come first. Do
you agree or disagree? Why?

3. With Jones’s approach, the group earns time for the PAT when every member of the class is
productive, and the group loses time when any member of the class is off-task. Do you
agree with this philosophy? Why?

76



Positive Classroom Discipline

Resources for Further Study

Further information about Positive Classroom Discipline and resources for its use in the class-
room can be found by contacting

Fredric H. Jones & Associates, Inc.
103 Quarry Lane
Santa Cruz, CA 95060
(831) 425-8222
(831) 426-8222
http://www.fredjones.com
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Go to the Topics: Organizing Your Classroom and Supplies and
Communication Skills in the MyEducationLab (www.myeducationlab.com)
for your course, where you can:

n Find learning outcomes for Organizing Your Classroom and
Supplies and Communication Skills along with the national
standards that connect to these outcomes.

n Examine challenging situations and cases presented in the IRIS
Center Resources.
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Objectives

Chapter 6 prepares preservice teachers to meet
INTASC standards #4 (Instructional Strategies), 
#5 (Motivation and Management), and #9 (Reflective
Practitioner) by helping them to

■ understand the basic principles behind Discipline
with Dignity.

■ maintain student dignity while dealing with
discipline situations.

■ learn a systematic approach to classroom
management.

■ evaluate the needs of teachers and students.

■ evaluate the impact of teaching style and
strategies on discipline.

■ determine the appropriate consequences for
misbehavior.

From Chapter 6 of Effective Classroom Management: Models and Strategies for Today’s Classroom, 3/e.
Carlette Jackson Hardin. Copyright © 2012 by Pearson Education. All rights reserved.

Bob Daemmrich Photography
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INTRODUCTION

Emily Caldarelli is not alone in her concern that when it comes to discipline, children are
treated as if they are cookie-cutter cutouts. For over twenty years, Allen Mendler and
Richard Curwin have stressed that a “one size fits all” policy for classroom management is
ineffective and inherently unfair. After writing their first book The Discipline Book, in 1980,
Curwin and Mendler gained national recognition with the publication of Discipline with

Discipline with Dignity

■ prevent situations requiring discipline from
occurring.

■ learn strategies for dealing with students with the
potential for violence and aggression.

■ use the principles of Discipline with Dignity to deal
with problem behavior.

Scenario

A heated debate is going on at West Creek Elemen-
tary School. For over a week, a committee charged
with establishing a schoolwide discipline plan has
been meeting, and each day, the meeting has ended
with more disagreement than agreement. The principal
of West Creek directed the group to establish a list of
rules and consequences that will be used consistently
by each teacher in the school. Unfortunately, the disci-
pline committee has discovered that few teachers
agree as to what the rules should be and what the
consequences should be if the rules are broken.

“All right,” says Heather Jarman, chair of the com-
mittee, “I think we have finally agreed on our first rule,
‘All homework will be due the day after it is assigned.’”

Leaning back in his chair, Drew Austin asks,
“Then are we also going to have a rule that all teach-
ers have to return the graded homework the day after
it is turned in?”

Frustrated after a week of chairing a committee
that appears to be accomplishing nothing, Heather
snaps back, “No, Drew. Our job is not to make rules
for the teachers. Our job is to make rules for our
students, and I could use your help in getting this
accomplished. Now, what should be the conse-
quence for not having homework?”

Adopting a more serious tone, Drew suggests,
“Homework not turned in on time will receive a grade
of zero.”

Veteran teacher Shelby Gibson sighs. “I have stu-
dents who never do their homework. They are already

getting a zero and could care less. I don’t think giving
zeros will motivate these students. We need to take
away something they want—like recess.”

“Okay, I will revise my suggestion. The conse-
quence for missing homework should be that stu-
dents not having homework will miss recess to
complete the work.”

First-year teacher Emily Caldarelli speaks up. 
“So if I understand what we are saying, all students
should have the same consequence. If I have two
children who come without their homework, they
should both miss recess. What if one is a child who
never does his homework and the other is a child
who didn’t do his homework for the first time
because of some emergency? Should they be
punished in the same way?”

“Why, yes, of course they should both miss
recess. They broke a rule. Didn’t you understand 
our charge? Mr. Evans wants consistent rules and
consequences for all classes and all students. You
can’t treat children differently.”

Shaking her head in disbelief, Emily counters,
“But I treat children differently every day. I have
children for whom I adapt instruction because they
have a learning disability. I try to adapt to different
learning styles. In fact, I’m evaluated on how well I
individualize instruction! Yet when it comes to disci-
pline, I’m told I should treat children as if they are
made by cookie cutters. What we are doing doesn’t
seem right.”
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Dignity in 1988. While staying current by constantly updating their research and adapting
their books to meet the changing needs of students and teachers, Curwin and Mendler have
remained true to their belief that effective discipline comes from the heart and soul of an
individual teacher and should not be a generic “one size fits all” program.

Several principles are central to the theory behind Discipline with Dignity (Curwin &
Mendler, 1988a). The most fundamental of these principles is the idea that everyone in the
school setting is to be treated with dignity. This means that students are treated with the same
dignity that is granted teachers, administrators, and staff. Curwin and Mendler propose that
effective discipline can occur only when decisions for managing student behavior are based on
a schoolwide core value system that maintains the dignity of each student in all situations.

Central to treating individuals with dignity is the creation of a school environment in
which the needs of both students and teachers are met. Curwin and Mendler (1980) state
that the needs of students and teachers fall into one of four sets of needs:

1. Personal identity, which can be met through a positive self-image.

2. Connectedness, which can be met through a sense of positive affiliation with others.

3. Power, which can be met by having a sense of control over one’s own life.

4. Achievement, which can be met by being enabled to achieve academically.

Discipline problems develop within the classroom when the needs of an individual
student, a group of students, or the teacher are not fulfilled. Curwin and Mendler (1980)
stress that discipline problems do not occur in a vacuum; they are part of a total classroom
environment and can be prevented when the classroom is an environment in which both
individual and group needs can be met with minimum conflict.

In many cases, Curwin and Mendler (1988a) argue that a discipline problem is a
means of conveying to the teacher that something is wrong in the classroom. They suggest
that when discipline problems occur, teachers should look at their own role in creating the
problem. It may be that the problem is the result of how the teacher interacts with students
or the way in which the teacher conducts the class. Many teachers create minor discipline
irritations, such as out-of-seat behavior, foot stomping, pencil tapping, and talking, by
ignoring the attention span of students or by failing to vary the way information is pre-
sented. In Discipline with Dignity, teachers are encouraged to look at their own actions as
critically as they look at those of their students.

Curwin and Mendler (1980) view classroom management as a process that evolves in
an individual classroom, based on the needs of a specific teacher and his or her students.
They do not support one system of classroom management or advocate a particular ap-
proach but rather provide a framework within which teachers can develop their own style
of classroom management by helping them to recognize and accept feelings, to develop
their awareness of themselves and their students, and to establish a classroom structure for
dealing with discipline problems when they do occur.

Finally, Curwin and Mendler (1988b) suggest that the job of a teacher includes dealing
with student behavior as well as teaching their subject matter. The teacher’s goal should not
be to eliminate all forms of misbehavior, because students need opportunities to test limits,
but rather to help students make appropriate choices and decisions.
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In fact, they suggest that discipline is not the critical issue that many believe it is be-
cause of what they call the 70-20-10 Principle. In each classroom, Curwin, Mendler, and
Mendler (2008) propose that there are three groups of students. In the first group, 70 per-
cent of the students rarely break rules or violate principles. The second group is made up of
the 20 percent of students who break rules on a somewhat regular basis. The final 10 per-
cent are chronic rule breakers and are generally out of control most of the time. The trick
of a good discipline plan, according to Curwin and Mendler, is to control the 10 percent of
students who regularly break rules without alienating or overly regulating the 20 percent
who rarely do so, and without backing the 10 percent of chronic rule breakers into a corner.

THREE-DIMENSIONAL PLAN

In order to meet the needs of all students, Curwin et al. (2008) recommend the creation of a
three-dimensional discipline plan that focuses on preventing discipline problems from
occurring. However, the plan provides actions for when problems do occur and resolves the
more serious discipline issues of the 10 percent of students who are chronic discipline prob-
lems. The three-dimensional plan is an integration of many discipline approaches and
includes elements from Skinner, Jones, Dreikurs, Canter, and Glasser. However, Curwin and
Mendler’s focus is on maintaining student dignity and teaching responsible behavior.

Unlike models that focus on teaching obedience, the cornerstone of Curwin and
Mendler’s model is the teaching of personal responsibility. The goal is to teach students to
make wise decisions by allowing them to make choices and mistakes in a safe environment.
“Teaching responsibility requires motivating students to want to change, teaching them
decision-making skills, and providing them with new skills for better behavior” (Curwin
& Mendler, 2000, p. 17). In Curwin and Mendler’s three-dimensional plan, teachers and
students work together to develop the discipline plan.

To use Discipline with Dignity in your class-
room, you will need to do the following things:

1. Work with students to create a classroom
principle that reflects the type of classroom
you desire.

2. Determine the “flag rules” that you require
in your class.

3. Establish classroom rules with the students.
These should include the flag rules you
identified.

4. Establish a range of consequences to be
used when rules are broken.

5. Evaluate your contribution to misbehavior
when it occurs.

6. Provide a consequence from the list of
choices based on the individual needs of
the student.

7. Create personal contracts for those students
who cannot benefit from traditional
consequences.

Step-by-Step Discipline with Dignity
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Prevention

The prevention component of Curwin and Mendler’s three-dimensional plan is designed to
minimize or prevent classroom problems from occurring by providing structure and direc-
tion in the classroom while accommodating the daily issues that arise. The heart of the pre-
vention dimension is the establishment and implementation of social contracts. The social
contract is a system for managing the classroom and is designed to enhance human interac-
tion in the classroom. Social contracts give students a sense of ownership by involving them
in the creation of classroom rules and regulations. Curwin and Mendler (1988a) stress that
teachers who exclude students from classroom policy making run the risk of widespread
dissatisfaction with rules that students perceive as arbitrary and unfair. When students have
a part in the creation of the guidelines they will live by, they feel empowered.

The successful contract begins with the establishment of classroom principles that
represent the value system of the classroom. Principles, unlike rules, cannot be enforced.
Principles define attitudes and expectations for long-term behavioral growth (Curwin &
Mendler, 1988b). Although students must be involved in the creation of classroom princi-
ples, the process begins with teachers carefully considering their own values in order to de-
termine how they want to manage their classrooms, how they want to treat their students,
and how they want students to treat each other. This self-analysis is essential. Curwin and
Mendler (1988b) found little difference in the effectiveness of teachers who were permissive,
authoritarian, or moderate. The difference lies in how aware teachers are about their own
beliefs concerning how a classroom should be managed. Each individual teacher has a dif-
ferent tolerance for noise, movement, humor, and classroom activity. Trying to conduct the

The most difficult classroom management situa-
tion is when the entire class is unruly and it is
hard to pinpoint who is creating the problem.
In these situations, I think it is important to
consider the following:

1. Look at yourself: Do you fully under-
stand the material that you are teaching and 
have anticipated the problems that students may
have? Are you presenting material that is too
hard? Too easy? Are you connecting with your
students? Do you have enough structure? Are
you presenting yourself as a firm, but caring
teacher? Are you engaging in mannerisms that
give away that you are insecure?

2. Are you allowing time to explain 
the new material? Or are you constantly going
over homework for most of the period,
barely having time to present the new lesson,
assigning new homework at the last minute,
thus creating a cycle where students are truly
frustrated? Your timing may be off. Allow 
time to clearly present a lesson. Allow for
practice in class.

Terri Husted
Boynton Middle School
Ithaca, New York

Tips from the Field
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class in a way that is not congruent with the teacher’s personality and preferred methods
will result in increased agitation and anxiety for both students and the teacher.

Once the classroom principles have been established, specific rules, driven by those
principles, must be developed. The teacher begins by providing flag rules, which are non-
negotiable (Mendler, 2007). These rules represent the value system of the teacher. Once the
flag rules are presented, the students develop rules for each other and for the teacher.
Mendler and Curwin (1983) state that rules are critical to successful classroom manage-
ment because unclear limits lead to discipline situations.

Consider how the personalities and teaching styles of the teachers on South Hamilton
Middle School’s sixth-grade team differ.

The teachers on the Bronco team at South Hamilton Middle School are a very diverse
group. Second-year social studies teacher Jody Brundage enjoys a lively active class-
room. Primarily utilizing cooperative learning groups, she considers herself a facilita-
tor rather than a teacher. Science teacher Catherine Dobrowolski is very structured in
her classroom. Always wearing a white lab coat, she encourages her students to use
what she calls quiet professionalism as they conduct experiments. Math teacher Garry
Guier uses a traditional approach to teaching. In his class, students have assigned seats
and spend much of each hour listening to Mr. Guier present material using the over-
head projector. Finally, language arts teacher Gabriel Quintero considers his classroom
a stage and his students his audience. Each day he fascinates his students by dressing as
the characters they are studying, reciting long pieces from plays, and doing anything
necessary to maintain their attention. Although each teacher is different in personality
and teaching style, the hundred students who make up the Bronco team easily adjust
as they move from teacher to teacher, because the teachers on the Bronco team all
agreed that there would be clear rules and regulations for each classroom. The rules
might be different for each classroom, but students are aware of the limits and the con-
sequences for misbehavior.

Once the students have developed a list of rules, the class votes on the rules. The rules
should have at least 75 percent agreement before a suggested rule becomes a classroom
rule. This process is important because it gives ownership of the rules by all the class.

It is important to establish consequences for each rule established by the class.
Although the enforcement of these consequences falls in the second dimension of the
three-dimension plan, action, the creation of the consequences occurs during the
prevention phase (Curwin & Mendler, 1980). Mendler and Curwin (1983) note that too
often teachers wait until a rule is broken before thinking of a consequence. Students need
to know the consequences for breaking each rule so they can make suitable choices and be-
come effective decision makers.

Curwin and Mendler (1988a) suggest that a range of consequences be established for
each rule. Unlike theorists who suggest that the consequences be sequential in their appli-
cation, Curwin and Mendler recommend that a consequence be selected from the estab-
lished list based on the needs of individual students. A student who purposely disobeys a
rule may have a harsher consequence than a student who accidentally breaks the rule. Curwin
and Mendler (1984) emphasize that in all cases, consequences should be instructional rather
than punitive and should be regarded as natural and logical extensions of the rules.

84



Discipline with Dignity

The purpose of consequences is not to punish but to help the student learn responsi-
bility and how to make better choices (Curwin et al., 2008). Ultimately, teachers want stu-
dents to understand that misbehavior produces effects. Therefore, to be effective, conse-
quences must be clear and specific, provide alternatives based on motivation, be natural
and logical, preserve the student’s dignity, and be tied to classroom rules (Curwin &
Mendler, 1988b). Consider how Jody Brundage from the Bronco team helped her class es-
tablish consequences:

“Now that we have established our rules, we need to establish a list of consequences for
breaking the rules. We need a range of consequences. For example, the consequence
might be less severe if someone does something the first time than it would be if a stu-
dent repeatedly breaks a rule. All right, let’s think of our first rule, ‘We will not touch
each other without permission.’ What consequences do you think we should have for
this rule?”

Lauren’s hand goes up. “If it were an accident, like they just bumped into some-
one, I think the student should just apologize.”

“Yes, but what if they meant to do it,” Demari stresses. “I think something else
should happen. They need to be punished.”

“Maybe they should go to the office,” another student adds.
After several suggestions were given, the class voted on the consequences they

thought best for the first rule. Ms. Brundage then says,“So, our list of consequences for
breaking our first rule will be

Student apologizes to classmate.

Student is sent to office.

Student’s parents are called.

Student is given in-school suspension.

Are we all in agreement?”

Once the students have created the list of rules and consequences and 75 percent of the
students have agreed to them, the class reviews all the rules and consequences to ensure that
there are no misunderstandings. This can be done in many ways, but Curwin and Mendler
suggest that one effective way is to actually test for understanding. Once established, par-
ents and administrators are notified of the classroom rules. Curwin and Mendler (1988a)
stress that the established list of rules and consequences needs to be revised throughout the
year to determine whether they are working effectively and whether they need to be
changed to meet the changing needs of the classroom.

Action

The action dimension of Curwin and Mendler’s three-dimensional plan serves two purposes:

1. When a discipline problem occurs, something must be done to stop the problem.

2. Dealing with the problem quickly and effectively prevents minor problems from
escalating.
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The first step in the action dimension is to implement the consequences associated
with rule violation. However, Curwin and Mendler (1988a) stress that how a conse-
quence is implemented is at least as important as the consequence. Tone of voice,
proximity to the student, body posture, use of contact, and other nonverbal gestures de-
termine the effectiveness of a consequence as much, or more, than the actual content of
the consequence. Curwin and Mendler provide nine principles to guide in the imple-
mentation of consequences:

1. Be consistent. A consequence from the approved list must be implemented each
time a rule is broken. The consequence may be a simple reminder of the rule, but students
must realize that the teacher is aware that a rule has been broken. Consistency creates order
and predictability in the classroom and shows that the teacher honors the social contract
and expects the students to do so as well.

2. Remind the student which rule has been broken. Lecturing, scolding, and making
the student feel guilty are unnecessary. These tactics only escalate the problem by generat-
ing anger and hostile feelings.

3. Use the power of proximity control. The teacher should move toward the student.
Typically, this is enough to gain the student’s attention and stop inappropriate behavior.
This will assure all students that the teacher is aware of everything that happens in the
classroom. A word of caution: The age and personality of the student should be considered
with proximity control. For some students, an invasion of personal space is considered a
threat and will escalate rather than de-escalate the situation.

4. Make direct eye contact when delivering the consequence. Much can be delivered 
by this unspoken message. But the teacher must be aware of cultural differences. In some
cultures, a lowering of the eyes is a sign of respect. A student should not be forced to behave
in a manner that is uncomfortable or counter to cultural norms.

5. Use a soft voice. Shouting and yelling are signs of a lack of control. The softer the
tone, the more impact it will have on students.

6. Acknowledge appropriate behavior. Too often, the only students who get attention
from the teacher are those acting out. Mendler (1997) cited research showing that teachers
fail to recognize 95 percent of appropriate behavior. Therefore, finding ways to acknowl-
edge desired behavior should not be hard if teachers pay attention.

7. Do not embarrass students in front of their peers. Part of treating students with dig-
nity is allowing them to save face in front of their peers. Speaking quietly to a student or
asking a student to step outside the classroom may prevent the escalation of the situation
by not forcing a public confrontation.

8. Do not give a consequence when angry. It is important to be calm and to model the
appropriate way to handle emotionally charged situations. An overly aggressive delivery
will create hostility, resentment, and fear. Teachers who lose self-control fail to model the
very behavior they desire in their students.

9. Do not accept excuses, bargaining, or whining. Implement the consequence as
directly and expeditiously as possible.

86



Discipline with Dignity

Although the manner in which consequences are delivered influences their effective-
ness, Curwin and Mendler (1988a) noted other reasons teachers fail to provide appro-
priate consequences. One of the most common reasons is that the consequence has not
been established by the teacher or the students, but instead by a schoolwide committee.
The teacher may find the consequences too harsh or incongruent with the teacher’s belief
system. A rule or consequences not valued by the teacher will not be implemented.

The second reason is that rule violations often occur at inconvenient times or places.
Students know when the teacher is busy or distracted and will test the teacher during these
times. If the teacher fails to deal with inappropriate behavior, incidents will occur more and
more often during these times.

Teachers often resent the need to play police officers. Teachers would like to walk to the
lounge to enjoy their lunch without having to monitor the halls. They would like to watch a
pep rally or assembly without having to be on alert for misbehaving students. Unfortunately,
students expect and depend on the adults in a school to react and stop inappropriate behavior.
They want teachers to be vigilant. This vigilance makes the school a safer place for all to be.

Resolution

Teachers need a method of managing the 10 percent of students who won’t obey the rules,
who do not respond to the established consequences, and who are a danger to themselves
and others. The resolution dimension of Curwin and Mendler’s three-dimensional plan
provides the teacher with techniques for working with these students.

During student teaching I had a group of
fourth-grade girls who loved to talk and pass
notes. Nothing seemed to work with these girls.
I tried the traditional rewards and punish-
ments. Because these were very social little
girls, I decided to use dance as a reward. I
promised the students that each Friday I would
teach the class a new dance step. At the end of
six weeks, we would have a dance party where
all the new dance steps could be used. Each day
I evaluated individual and group behavior. If
students had had no major discipline issues
during the week, they were allowed to learn a
new dance step on Friday. If they had had more
than one discipline issue during the week, they
were excluded from the dance class and had to

move to another location to continue with
their work. Not being a dancer, I had to
research dance moves for our Friday dance les-
son. Therefore, each Friday was full of giggles
as I attempted to teach the students new moves.
Because I allowed students to laugh at my mis-
takes, it gave approval for students to laugh at
themselves. Everyone loved the time we spent
together, and as the weeks went on, behavior
for all students drastically improved.

Rachel Ann Meeks
First-Grade Teacher
Montgomery Central Elementary School
Clarksville, Tennessee

Tips from the Field
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The resolution aspect of the three-dimensional plan involves the establishment of
individual contracts when the social contract in the classroom fails to work. Figure 6.1
provides an example of such a contract. Such contracts are negotiated with the student to
determine the cause of the behavior, the means of preventing misbehavior from occurring
in the future, and the needs of the students that can be met by the teacher. In many cases,
other school professionals (social workers, guidance counselors, administrators) and the
student’s parents must be involved in the resolution phase (Curwin & Mendler, 1988a).

Discipline with Dignity

Figure 6.1

Sample Behavioral Contract

Sample Behavioral Contract

I, _____________________________, will change my behavior by:

____________________________________________________________

____________________________________________________________

____________________________________________________________

If I meet my goals and do not display unacceptable behavior, I will be rewarded with the following on
Friday of each week until this contact ends:

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

If I do not meet my goals and have unacceptable behavior, I will have the following consequences:

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

This contract will be reevaluated on ____________________________.

_____________________________ ___________________________
Student’s Signature Teacher’s Signature
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The purpose of the individual contracts is to help students identify what they need or
want from the class and ways of having their needs met without resorting to disruptive ac-
tions that violate the classroom social contract. The establishment of an individual contract
requires that the teacher carry out the following:

■ Identify those students who are having trouble following the social contract.

■ Get in touch with personal feelings about the student. An effort should be made to
eliminate any perceptions or biases held toward the student.

■ Arrange a time for a private conversation with the student.

■ Develop a plan based on the student’s needs, maturity, and ability to follow through
with the required action.

■ Put the plan in writing so that the student will understand what has been determined.

■ Meet with the student to revise the plan if he or she cannot carry it out.

■ Provide assistance to make the plan work. Determine what went wrong. Determine
what interventions are needed.

■ Seek outside help from counselors, parents, administrators, and others if additional
assistance is needed.

Curwin and Mendler (2000) state that students cannot learn “the three R’s” until they
learn the most important “R”—responsibility. The three-dimensional plan teaches respon-
sibility by allowing students to make choices within limits and to face the consequences of
their choices.

STRATEGIES FOR DEALING WITH DIFFICULT STUDENTS

Since writing their first book in 1980, Mendler and Curwin (2007) acknowledge that more
students than ever are displaying problem behaviors. They estimate that the number of
students who present challenging behaviors have increased from 5 percent to 10 percent of
the student population. Teachers would stress that not only have the number of students

Use humor to diffuse difficult situations. Chil-
dren are less defensive and become willing to go
along with virtually any teacher expectation
when their teacher approaches a situation with a
smile instead of a growl. (This works well when
dealing with administrators, too!)

Tracy Callard
Intermediate Teacher
Horace Mann Elementary School
Wichita, Kansas
2002 Kansas Teacher of the Year

Tips from the Field
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displaying problem behavior increased but the seriousness of the offenses have changed. In
the twenty-first century, teachers have to worry about fights, weapons, bullying, insulting
language, severe disrespect toward adults, and total disregard for rules. These types of
misbehavior begin at a younger age, and for many, rewards and punishments have only
temporary results.

Many schools have responded to the increase in difficult students by implementing
zero tolerance policies in their schools. Curwin and Mendler (1999) dismiss the effective-
ness of such policies and state that they have zero tolerance for zero tolerance. They stress
that teachers, administrators, and parents should have zero tolerance for the idea of doing
anything that treats all students the same way. In 1997, they wrote As Tough as Necessary to
provide an alternative to zero tolerance by providing a balance between being strong and

Table 6.1 Strategies for Difficult Students

Strategy Crisis Management Short-Term Strategies Long-Term Strategies

Source: Mendler and Curwin (2007).

Purpose of Strategy Restoring order to 
classroom during
acting-out behavior by
student

Stop misbehavior and 
preserve the dignity of
student and teacher

Prevent acting-out 
behavior

Goal of Strategy Ensure safety and 
survival of all class

Redirect the energy of 
the class back to
instruction

Understand why 
student behaves in the
manner he/she does

Techniques ■ Have a plan for
receiving assistance
from administration

■ Have a plan for
where students will
go and what they
will do during crisis

■ Evaluate effective-
ness of how crisis
was handled and
make adjustment in
anticipation of next
event

■ Respond with
dignity to offensive
student behavior

■ Preserve your own
dignity

■ Keep offending
student in class if
possible

■ Model alternatives
to aggression

■ Use “I” messages
when talking to
student

■ Use PEP (Privacy,
Eye Contact, and
Proximity)

■ Defer interaction
until a later time

■ Acknowledge
positive behavior of
problem student

■ Structure
cooperative learning
activities that involve
problem student

■ Determine out-of-
school issues that
need interventions

■ Create a network of
support for student
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being fair. The message in As Tough as Necessary is that violence will not be tolerated, but
that students should not be dealt with in a cookie-cutter fashion. In some cases, however,
Curwin and Mendler (1999) agree that the zero-tolerance approach is necessary and that
students may have to be removed from the school in order to provide a safe environment
for everyone.

In most cases, zero tolerance is not the answer, and Mendler and Curwin (2007) stress
that “we may be able to remove difficult students from our class, but we cannot remove
them from our lives” (p. xx). They stress that we will deal with these students whether that
interaction occurs in schools, the community, or in the courts. Therefore, they propose that
strategies must be put in place to deal with difficult students in the school setting.

When choosing a discipline strategy to use with difficult students, teachers must
consider three types of strategies: crisis, short-term, and long-term. Crisis strategies are
concerned with restoring order when chaos occurs, ensuring the safety of all students.
Short-term strategies are designed to defuse classroom escalation and end power strug-
gle between the difficult student and the teacher. Long-term strategies have a more pre-
ventive focus when the teacher or faculty teams work with individual students to change
the behavior on a more permanent level. Table 6.1 provides specific techniques for each
strategy.

STRENGTHS AND WEAKNESSES OF DISCIPLINE 
WITH DIGNITY

Perhaps the greatest strength of Discipline with Dignity is that it requires teachers to con-
sider their values, their interactions with students, their contributions to discipline situa-
tions, and their teaching methods. Another strength is that Curwin and Mendler have used
the feedback they have received from classroom teachers to keep the model current as
students and classrooms change.

The Discipline with Dignity approach does have its critics though. Blumefeld-Jones
(1996) was surprised that Curwin and Mendler would criticize Lee Canter’s Assertive
Discipline program, because Blumefeld-Jones finds little difference between the two
models. He emphasizes that “teacher control is no less central to Curwin and Mendler
but is also more subtle since they explicitly argue against such obedience” (p. 14). Kohn
(1996) agrees and suggests that Discipline with Dignity places too much emphasis on
getting students to do what they are supposed to do rather than thinking about what they
should be doing.

Another criticism of Discipline with Dignity has been its emphasis on rule develop-
ment by students. Many teachers view rule development as the role of the teacher and
question the idea of students developing rules for the teacher. Others question whether
young children are developmentally able to develop rules. Many high school teachers
consider the process of rule and consequence development too elementary to use with
older students.
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DISCIPLINE WITH DIGNITY IN THE CLASSROOM

Curwin and Mendler advocate the use of individual contracts with students
who continually violate the classroom’s social contract.

Scenario
After greeting her students on the first day of school, Ms. McBryant asks, “I wonder
how many of you noticed that I don’t have any rules posted in our classroom? That is
because I want you to help me write our classroom rules and procedures. Over the
next few days, we are going to establish the rules that you will follow, and you are
going to create some rules that I will follow, as well. Now, to begin, we need to think
bigger than specific rules; we need to think of some general principles that we want
to guide our class.”

Noting the confusion on the faces of her students, Ms. McBryant explains,
“For example, one of the principles I want for this class is that every student will
reach his or her potential. I can’t write a rule about that, but I want that principle 
to guide what I do in the classroom. Now this is what I want you to do. I want you
to move your desks so that you are in groups of four. Then, as a group, I want 
you to think of two or three principles that you think should guide our class. Any
questions?”

Later, each group presents the list of principles they have developed. Sugges-
tions include the following:

Every student is to be respected.

All opinions are respected.

netbritish/Shutterstock
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No one is ridiculed in this class.

Every student will be safe.

Every student is appreciated.

After reviewing all the suggestions, the class agrees to the following statements
that summarize their classroom principles:

In Ms. McBryant’s class, everyone is treated with respect. This means that all
opinions are honored, we help each other learn, and we respect each other’s
property.

The next day, Ms. McBryant prepares the class to establish the rules that would
reinforce the class principles. “Class, now that we have written our classroom princi-
ples, we need to develop rules that will determine how our principles are enforced.
Now, in a few minutes, I will allow you to develop a list of rules for our class and a list
of rules that you think I should follow. However, I have the right to veto any rule that I
think will prevent me from doing my job as a teacher. I am also going to give you two
rules that are nonnegotiable. These two rules are necessary for our classroom princi-
ples to work. My first rule is ‘We will not touch each other without permission.’ The
second rule is ‘We will speak in appropriate voices.’ Now, let’s gather into groups and
establish a list of rules.”

After each group has developed a list of rules and the class has voted on the
rules they would adopt, Ms. McBryant says, “All right, class, I think we have
agreed on our classroom rules, and I have combined your list and mine. For you,
the rules will be

We will not touch each other without permission.

We will speak in appropriate voices.

We will not call each other names.

We will not take something that does not belong to us without permission.

For me, you have decided that the rules will be

Ms. McBryant will not give homework over the weekend or during school breaks.

Ms. McBryant will not yell at students.

I am very proud of you, I think you have developed a list of rules that will make
our class run smoothly.”

Summary

In Discipline with Dignity, Richard Curwin and Allen Mendler contend that a “one size
fits all” policy for classroom management is ineffective and inherently unfair. They stress
that the school environment must meet the needs of each student and teacher by assuring
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Key Terminology

Definitions for these terms appear in the glossary.

70-20-10 Principle
Classroom principles
Discipline with Dignity
Flag rules

Individual contracts
Range of consequences
Social contract

Chapter Activities

Reflecting on the Theory

1. In Chapter 3, the following scenario was presented:

Eighth-grade teacher Natalie Cansler is having a problem with one of her students. Cary
Kirby arrives each day without the required materials. Some days he forgets his pencil;
other days it is his textbooks. Each day, he asks to return to his locker for some forgotten
item. Ms. Cansler feels she is in a no-win situation. If she allows Cary to return to his
locker, he loses valuable instructional time. If she refuses, he spends the hour unable to do
his work.

How would Curwin and Mendler suggest that Ms. Cansler deal with Cary’s behavior? How
does their strategy differ from that of Lee and Marlene Canter?

2. Curwin and Mendler suggest that discipline situations are a fundamental part of the job of
a classroom teacher and state, “The teacher’s goal should not be to eliminate all forms of
misbehavior, because students need opportunities to test limits, but to help students make
appropriate choices and decisions.” Do you agree or disagree? Why?

3. Curwin and Mendler encourage teachers to avoid a “cookie-cutter” approach to discipline.
Is there a way to be consistent while meeting the needs of individual students? Explain
your reasoning.

4. Curwin and Mendler identify needs of both students and teachers. How will you meet your
needs of identity, connectedness, power, and achievement in your role as a classroom
teacher?

that everyone in the school is treated with dignity. Discipline with Dignity is a three-
dimensional discipline plan that focuses on preventing discipline problems from occur-
ring. The three elements of this model are prevention, action, and resolution. In the
twenty plus years since Curwin and Mendler wrote Discipline with Dignity, their theories
have evolved to meet the changing needs of teachers and classrooms. In 1997, Curwin and
Mendler wrote As Tough as Necessary in response to the need of teachers to deal with
more violent students.
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Developing Artifacts for Your Portfolio

1. Describe your teaching style. What instructional strategies will be common in your class-
room? What discipline problems might occur as a result of your style or strategies? How
can you eliminate these problems while maintaining your preferred style of teaching?

2. At the end of Chapter 1, you were encouraged to develop a list of the rules you will
establish for your classroom. Review the list and change as needed. Develop a “range 
of consequences” for each of these rules.

Developing Your Personal Philosophy of Classroom Management

1. In the last scenario, Ms. McBryant stated that one of the principles she wanted for her 
class was for every student to reach his or her potential. What principles will guide your
instruction, your interaction with students, and your classroom-management plan?

2. What will be your “flag rules”? Why do you consider these rules nonnegotiable?

3. What strategies from the Discipline with Dignity model will you incorporate into your
classroom-management plan?

Resources for Further Study

Further information about Discipline with Dignity and resources for its use in the classroom
can be found by contacting

Solution Tree Press
Bloomington, IN
800-733-6786
812-336-7700
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Go to the Topic: Creating Positive Student–Teacher Relationships in
the MyEducationLab (www.myeducationlab.com) for your course, where
you can:

■ Find learning outcomes for Creating Positive Student–Teacher
Relationships along with the national standards that connect to
these outcomes.

■ Apply and practice your understanding of the core teaching skills
identified in the chapter with the Building Teaching Skills and
Dispositions learning units.

■ Use interactive Simulations in Classroom Management to practice
decision making and to receive expert feedback on classroom-
management choices.
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Classroom Organization
and Management
Program (COMP)

Objectives

Chapter 7 prepares preservice teachers to meet
INTASC standards #1 (Content Pedagogy), 
#3 (Diverse Learners), #4 (Instructional Strategies),
#5 (Motivation and Management), #7 (Planning), 
#9 (Reflective Practitioner), and #10 (School and
Community) by helping them to

n understand the basic principles behind Class-
room Organization and Management Program
(COMP).

n recognize the importance of collaboration in
supporting changes in teaching practices.

n determine appropriate instructional strategies to be
used in teaching classroom rules and procedures.

n use the techniques presented in the six compo-
nents of COMP.

n evaluate the research based on effective classroom
management, which is the foundation for COMP.

From Chapter 7 of Effective Classroom Management: Models and Strategies for Today’s Classroom, 3/e.
Carlette Jackson Hardin. Copyright © 2012 by Pearson Education. All rights reserved.

Bob Daemmrich Photography

97



INTRODUCTION

Even though she is just beginning her first teaching assignment, Monique is already demon-
strating the characteristics of an effective classroom manager. Monique is being proactive
by planning ways to prevent student confusion and misbehavior, and she understands
that management and instruction are interwoven. These same two elements are part of a
classroom-management plan, Classroom Organization and Management Program
(COMP), created by Carolyn Evertson. COMP is the result of 30 years of research by Evertson
and her colleagues that included over 5,000 hours of classroom observation. COMP was
originally developed through a series of related studies funded by the National Institute of
Education and conducted through the Research and Development Center for Teacher Edu-
cation at the University of Texas in Austin and the Arkansas Department of General Educa-
tion in Little Rock (Evertson & Harris, 1995). Since 1989, COMP has been implemented in
thousands of schools in the United States and the American territories.

Classroom Organization and Management Program (COMP)

n determine the characteristics and actions of
effective classroom managers.

n recognize that management and instruction are
integrally related.

n take into account the student differences in
attention spans, learning modalities, and 

intelligences as they develop a personal 
classroom-management plan.

n evaluate how subject-area content impacts 
classroom-management strategies.

n use research by Carolyn Evertson to deal with
problem behavior.

Scenario

First-year teachers Nick Napolitano and Monique
Mathis have spent the weeks before school began
preparing their lessons and their classrooms. After a
long morning of work, Nick enters Monique’s room
with thoughts of lunch on his mind. “Do you want to
get a pizza? Remember,” he reminds Monique, “it
won’t be long before we can’t go out for lunch.”

“Sure, just give me five minutes to put this away,”
Monique says as she moved large poster boards to
her desk.

Looking at one of the poster boards, Nick notices
that it is divided into four columns: Teacher Tasks,
Student Tasks, Rules, and Procedures. Confused, he
asks, “What is all this? What are you doing?”

“Well, I started to develop my classroom rules,
and it occurred to me that I needed a set of different
rules and procedures for each of the activities we
will do. For example, the rules and procedures the

students need when working on the computers
are different from those they need when working
independently. So, I’ve been thinking through each
activity. See,” she says as she shows him a completed
poster board, “these are the rules and procedures
I’ve been working on for my computer center. I’ve
thought through what I will have to do to make the
center work well. I’ve listed the tasks the students will
perform at the computer. Then I’ve developed rules
for computer use, and I’ve developed the procedures
I think we will need.”

“This is way too much work. I think I’ll wait and see
what problems develop and deal with them then.”

Grabbing her purse, Monique says, “Well, I keep
remembering what I was told in my teacher-education
program. My professor said that the returns of careful
planning are one thousand percent. I’m hoping she
was right. Now, let’s get that pizza. I’m starving.”
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The creation of classroom procedures is a fundamental element of an effective classroom plan.
Bob Daemmrich Photography

COMP was developed from descriptive, correlational, and experimental research
studies designed to discover successful key management practices and strategies. For
over 30 years, Evertson and nationally recognized researchers such as Edmund T. Emmer,
Julie P. Sanford, Barbara S. Clements, Linda M. Anderson, Catherine H. Randolph,
Alene H. Harris, and Jere Brophy have examined successful classroom-management
practices. Their research identified the following characteristics of successful classroom
managers:

n Teachers whose students consistently gained in achievement organized classrooms
in such a way that they ran smoothly, with a minimum of disruptions (Brophy &
Evertson, 1976).

n Teachers whose classrooms were well managed analyzed classroom tasks in precise
detail to determine the procedures and expectations required for students to be
successful (Emmer, Evertson, & Anderson, 1980; Evertson & Anderson, 1979).

n Teachers in well-managed classrooms saw the classroom through the students’ eyes.
They were, therefore, able to analyze the students’ needs for information (Emmer
et al., 1980; Evertson & Anderson, 1979).

n Teachers who were effective classroom managers monitored student behavior in
order to quickly deal with disruptive behavior and potential threats to their system
(Emmer et al., 1980; Evertson & Anderson, 1979; Evertson & Emmer, 1982).
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n Junior- and senior-high-level teachers who were effective classroom managers clearly
communicated needed information, reduced complex tasks to essential steps, and had
a good understanding of student skill levels (Evertson & Emmer, 1982).

n Teachers who were more effective classroom managers kept students engaged in
academic work by organizing instruction (Evertson & Emmer, 1982).

n Teachers who were effective classroom managers not only created workable manage-
ment systems but also taught the systems to their students from the first day of the
school year (Emmer et al., 1980). The importance of this was verified by later research
by Evertson, Emmer, Sanford, and Clements (1983) that found that after the begin-
ning of the year, classroom patterns become established and midyear changes require
stronger, more intensive interventions.

n Teachers who were successful at blending academic and social skills had students
who tended to stay on-task, engage in appropriate behavior, and demonstrate higher
achievement. These teachers recognized that they were teaching both academic and
social skills, and that both academic and social behaviors are developmental
(Evertson & Harris, 1996).

All the variables identified as being significant in producing student achievement and
reducing inappropriate and disruptive students are incorporated into COMP. Since
Evertson began her research in the 1970s, classrooms have become more diverse, and a
greater variety of academic activities are needed to meet students’ needs. This increase in
complexity demands even greater expertise in classroom management, and strategies for
meeting the changing needs of classrooms are incorporated into COMP (Evertson &
Harris, 1995).

Step-by-Step Classroom Organization and Management Program (COMP)

To use COMP in your classroom, you will need to
do the following things:

1. Organize your classroom to maximize
learning opportunities and to prevent
misbehavior.

2. Establish classroom rules. Involve students
in the process.

3. Establish classroom procedures to promote
learning and good behavior.

4. Plan lessons on classroom rules and proce-
dures. Teach students how to follow rules
and procedures.

5. Manage student work and provide for
student accountability.

6. Maintain good behavior by providing both
positive and negative consequences for
behavior. Implement corrective conse-
quences when students need to be guided
toward other avenues for behavior.

7. Plan and organize instruction with a
focus on the procedures needed to 
enhance learning.

8. Maintain momentum during instruction.
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The changing complexity of the classroom has also brought about a need for a defini-
tion of classroom management that more closely reflects the changing dynamics of modern
classrooms. In an interview with Marchant and Newman (1996), Evertson said, “For a long
time, classroom management has been and still is associated with control and discipline, and
with questions about the best ways to get students to comply. We are simply saying that these
notions of management are not compatible with building the kinds of learning communi-
ties we are trying to build where students have a stake in their own learning and their own
community” (p. 31).

As teachers move from traditional teaching methods to methods for building commu-
nity, they also must move from traditional methods for managing the classroom. Often,
teachers find that managing learning-centered classrooms provides additional challenges as
teachers struggle to manage cooperative groups, learning centers, and collaborative learning
activities (Evertson and Neal, 2006). In the most effective classroom environment, teaching
and classroom management blend seamlessly to support these types of activities.

Evertson and Harris (1999) suggest that a broader definition of classroom manage-
ment is needed and that classroom management must be viewed as a holistic descriptor of
teachers’ actions in orchestrating all that teachers do to encourage learning in their class-
rooms. This includes creating predictable, orderly classrooms, establishing rules, gaining
student cooperation in tasks, and coping with the procedural demands of the classroom. A
holistic definition of classroom management is one that emphasizes a teacher’s ongoing
choices and actions rather than narrowly considering responses to misbehavior. Today’s
view of classroom management must be “all that teachers must do to encourage learning in
their classrooms, including proactively setting up an environment that encourages learning
and discourages wasting time, and orchestrating instruction in ways that promote and
maintain student engagement” (p. 251).

When classroom management is viewed as orchestrating all that goes on in a classroom, a
system of classroom management is needed. COMP was developed to provide such a system to
teachers (Evertson & Harris, 1995). The central goal of COMP is to help teachers improve
overall instructional and management skills through planning, implementing, and maintain-
ing effective classroom practices. Additional goals are the improvement of student task engage-
ment, the reduction of inappropriate and disruptive behaviors, the promotion of student
responsibility for academic work and behavior, and the improvement of student academic
achievement. Evertson and Harris (1996, 1999) note the following key principles of COMP:

n Effective classroom management prevents problems rather than handling them after
they occur.

n Management and instruction are integrally related.

n Students are active participants in the learning environment, and classroom manage-
ment must take into account student differences in attention span, learning modalities,
and intelligence.

n Professional collaboration supports changes in teaching practice.

COMP provides for the uniqueness of each classroom setting and seeks to promote
thinking about classroom-management decisions, rather than simply presenting teachers
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with a “recipe” for effective management. COMP comprises of six major components:
Organizing the Classroom, Planning and Teaching Rules and Procedures, Managing
Student Work and Improving Student Accountability, Maintaining Good Student
Behavior, Planning and Organizing Instruction, and Conducting Instruction and
Maintaining the Momentum (Evertson & Harris, 1997). Few of these components are new
to teachers. As Evertson (1985) states, however, the ordering of these components and the
rationales for their use provide a conceptual framework from which teachers can make the
critical decisions about their teaching on an everyday basis.

Tips from the Field

KEY ELEMENTS OF COMP

Just as the rationale for COMP developed from the research on effective classroom manage-
ment, the six components of COMP are products of years of research into the characteris-
tics of effective classroom managers. The rationales and key elements for each of the six
components follow.

Organizing the Classroom

In many cases, the first impression about a teacher comes not from an interaction between
the teacher and a student or a teacher and a parent but from the way the teacher has prepared
the classroom. Everything in a classroom—the way the furniture is arranged, the types of
materials displayed, the colors selected for the wall and bulletin boards, and the presence of
or lack of clutter—sends unspoken messages about the teacher to students and their parents.

Teachers must be aware of the messages their classrooms convey and be sure that the
messages are consistent with their values and goals. For example, Evertson and Harris
(1997, 1999) state that classroom design sends a signal to students about how they are to in-
teract and learn in the classroom. If desks touch or students sit together in groups at tables
and chairs, the arrangement signals that collaboration and cooperation will be expected. If

I teach my students simple forms of sign language
to use in the classroom setting. Bathroom/water/
pencil sharpening/and other requests never inter-
rupt instruction as students use the appropriate
sign symbol. I, in return, acknowledge their request
with the appropriate sign language symbol. I don’t

miss a beat in the instructional lesson as the Beat
Goes On!

Samuel Bennett
Fifth-Grade Teacher
Garner Elementary
Winter Haven, Florida
2006 Florida Teacher of the Year
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desks are arranged in traditional rows or are standing alone, the message is that their work
will be done independently. Easily accessible learning centers and computer stations signal
that they are there to be used by students. Comfortable chairs or pillows in a reading nook
suggest that students will be expected to linger over a favorite book.

Problems develop when the message sent by the classroom arrangement does not
match the teacher’s style of instruction. If students are grouped together, they will talk to
one another. If that is not the teacher’s desire, traditional desks may be more appropriate. If
materials are not to be used by students, teachers only invite problems when these materi-
als are accessible to inquisitive hands. Teachers must analyze different arrangements for
consistency with their instructional goals (Evertson & Harris, 1997).

Unfortunately, there are few ideal classrooms (Evertson, 1987). Few teachers have been
fortunate enough to be able to design the space they will use as a classroom. Most teachers,
especially new teachers, take the space assigned to them and strive to make it functional. How-
ever, regardless of the limitations of the space provided, teachers must consider three ele-
ments for effective organization of the classroom: visibility, accessibility, and distractibility.

Visibility. Every student must be able to see teacher-led instruction, demonstrations, and
presentations. Any instructional material that is presented via overhead, whiteboard, or
monitor must be visible to every student without requiring them to move their chairs, turn
their desk, or crane their necks (Evertson & Harris, 1997). Before the first day of class,
teachers should sit in each student’s desk to determine whether the student will be able to
see and hear all teacher-led instruction.

It is equally important for the teacher to see all students, the student work areas, and
learning centers. As Emmer and Evertson (2009) note, if students cannot be seen, it is diffi-
cult to determine whether they need assistance or are participating in off-task behavior.

Accessibility. In order to provide the assistance needed and to maintain on-task behav-
ior by proximity control, the teacher should be able to reach every student in the classroom
quickly and without disturbing other students. High-traffic areas should be clear and separate.

Tips from the Field

My classroom is in the computer lab. Instead of
having students raise their hands for help while
they are working on the computer, I use colored
plastic cups as a help signal. The students set the
cup on top of their monitor. This allows students
to keep working until I assist them, and many
times, they are able to answer their own ques-
tions. It also keeps my younger students in their

seats. I change the color of the cups with different
seasons to add a little fun and color to my room.

LeAnn Morris
Empire Elementary School
K-5 Technology
Carson City, NV
2008 Nevada Teacher of the Year
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Careful attention must be paid to traffic patterns around pencil sharpeners, waste cans,
and in-room water fountains. If areas for storing materials are poorly placed, distractions
may occur when students get or return supplies. Easy access to and efficient storage of
instructional materials maintain lesson momentum and minimizes wasted time. However,
only teaching materials that students are allowed to touch should be left in places where
students gather.

Distractibility. Before the first student arrives, the teacher should scan the room for dis-
tractions that might compete for the teacher’s attention or encourage off-task behavior.
Although teachers want classrooms that are attractive and inviting, they sometimes forget
that excessive decoration can visually overstimulate some students. Other distractions
include displays, toys, animal cages, and a myriad of other things that students may find
more interesting than the material being presented. Remember that what might not be a
distraction for the teacher or some students may distract others. Such distractions must be
moved to another part of the classroom and away from the view of an individual student.
Distractions that disrupt the entire classroom should be removed from the classroom.

Evertson and Randolph (1999) stress that the way classroom space is used will
have important implications for how students participate in class activities and how they
interact with the teacher and each other. It is important to remember that how the class-
room looks and feels will either hinder or support class activities. Consider how Nick, from
the opening scenario, discovered that he had created a problem with the placement of his
computer center.

After his lunch with Monique, Nick decided that he needed specific rules and proce-
dures for his computer center. He was pleased with the result and thought his center
was creative and very usable. However, he was disappointed the first day students used
the center. Until students were working at the computers, he had not realized that
students sharpening their pencils would have to lean over the students sitting at the
computers to do so. After a day of quarreling and complaining by students either
sharpening their pencils or working at the computers, Nick realized that he had to
move the pencil sharpener or the computer center in order to resolve the problem.

Planning and Teaching Rules and Procedures

Evertson and Randolph (1999) stress that rules and procedures are necessary to maintain
lesson flow, continuity, and students’ engagement in academic work. A carefully planned
and systematically taught system of rules and procedures is necessary to communicate
behavioral expectations to students and to ensure that the teacher’s goals are met (Evertson
& Harris, 1997). Efficient procedures and workable rules allow a variety of activities, or
even several activities at a given time, to take place during a class with minimum confusion
and wasted time.

Evertson and Harris (1997) state that rules are expected norms of general behavior.
They make up the “constitution of the classroom” (p. 2.05e). They function to prevent
or encourage certain behaviors. Unlike procedures, which change to meet classroom
demands, rules do not change.
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Evertson and Harris (1997) consider rule and procedure development the teacher’s
responsibility, and the teacher must make certain that the set of classroom rules and pro-
cedures is adequate and appropriate. On the other hand, many teachers do include their
students in the process of developing rules and procedures in order to promote ownership
of rules and to encourage students to take responsibility for their behavior. The decision
to involve students in rule making will depend on the maturity level of the students and
the teacher’s level of comfort in sharing responsibility with students.

Although it is important to keep the number of classroom rules short and manageable,
the actual number of rules is not as critical as how rules are developed. Specific guidelines
for rule development appear in Table 7.1.

Whereas rules lay out basic behavioral expectations, procedures are often the specific
“how to’s” that show students step by step how to successfully follow the rules (Evertson,
1987). Procedures function to make tasks routine, to communicate expectations for stu-
dent behavior during a specific activity, and to aid in the transition from one activity to an-
other. Unlike rules, they change according to needs that arise, and they have no prescribed
number (Evertson & Harris, 1997).

Evertson and Harris (1999) note that both rules and procedures should be taught to
students and that the teaching of rules and procedures is no different from teaching other
content. Rules and procedures must be taught with an emphasis on developing rationale
for the rules and procedures and on providing students with cues for self-monitoring.
Teachers must remember that skills must be practiced, and a single presentation of a proce-
dure is not adequate for student comprehension or continued use of the procedure.
Consider how Monique teaches her classroom rules and procedures to her students:

“Class, yesterday we looked at our second rule: ‘We ask permission to use someone
else’s things.’ Today we are going to discuss our third rule: ‘We will use appropriate
voices.’ Who wants to tell me what this means?”

Several hands went up and Monique called on Murray. “I think it means that we
should be quiet and not disturb others.”

Table 7.1 Points to Consider in Rule Development

n The rules should be stated so expectations are clear.
n Rationales for each rule should be provided.
n Rules that encourage a positive class climate should be selected.
n The list of rules should be kept as short as possible.
n Classroom rules should be consistent with school rules and policies.
n The students should be involved in rule development.
n Examples should be given to illustrate the rules.
n Rules should be taught in the same manner as other content.

Source: Evertson, C. M. (1987). Managing classrooms—A framework for teachers. In D. Berliner & 
B. Rosenshine (Eds.), Talk to teachers. New York: Random House.
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“Well, yes, there are times when we should be quiet, but does this mean we have to
be quiet all the time? Are there times we can make lots of noise? Dana, when is it all
right to make lots of noise?”

Hesitating, Dana said, “I guess it is all right to make lots of noise on the play-
ground or in the gym.”

“Dana, that is a great answer. Of course, you can make lots of noise on the play-
ground. In fact,” she says, as she moves to the tape recorder,“I made a tape of you when
you were at recess yesterday. Let’s hear how you sounded.” As Monique played the tape
of the children on the playground, several students laughed when they heard their own
voices shouting or calling out to someone.

“Wow, you were making a lot of noise, but you weren’t breaking a rule. That is
how I expect you to sound when you are on the playground. Does everyone under-
stand what I mean?” Monique looked around the room and noticed that all stu-
dents appeared to understand. “Now, I want us to develop a procedure so you will
know when you are and when you aren’t making the correct amount of noise. I
thought we might develop a number system. Let’s create a system that goes from
one to five. One will be the quietest you should be, and five will be the loudest you
can be. So, when you can be really noisy, like on the playground, we would be at our
highest level of noise. So, if I hold up five fingers, you know you can be as loud as
you want. Let me write this on the board.” Monique wrote a 5 on the board and then
wrote beside it, “Loud shouting, yelling, laughing—appropriate for the playground
or the gym.”

“Now, let’s think of the opposite of our number five. Can you demonstrate how
you would sound if I held up one finger?” Monique watched as every student got
still and became very quiet. “Wow, that is really quiet. When would we need to be
that quiet?”

For the next hour, the students and Monique talked about the appropriate noise
levels for their class. “Okay, let’s practice our procedure.” Monique held up one finger
and everyone got very quiet. When she held up two fingers, the students whispered to
the person next to them. “Great job, now I think we will have to wait to practice level
five until we are on the playground. Does everyone understand our procedure? Any
questions?”

Table 7.2 provides specific instructions for how to teach a procedure.

Managing Student Work and Improving 
Student Accountability

Evertson and Harris (1997, 1999) suggest that the ultimate goal of an effective classroom-
management system is to teach student responsibility. Unfortunately, many students do not
understand the connection between their effort and the results of their effort. Therefore,
effective teachers not only hold students accountable for their academic work and their
behavior but also teach them how to be accountable (Evertson & Randolph, 1999).

Accountability is encouraged by establishing a system of clearly communicated expec-
tations for students and providing as much responsibility to students as possible. Evertson
and Harris (1997) note that effective student-accountability systems consist of two essential
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Table 7.2 Steps for Teaching Classroom Rules and Procedures

Step One: Explain

n Define a procedure or rule in concrete terms. This is especially important
when the rule contains words that might not be understood or open for
interpretation, such as the term respect.

n Describe the acceptable behaviors with words and actions.
n Provide a rationale for why the rule or procedure is needed. This begins

the process of helping students look beyond their own needs and
desires.

n Model how the rule or procedure would look in action. Have several
students demonstrate how the rule or procedure should be followed.

n Present step-by-step directions for carrying out procedures. These steps
should be written as well as verbalized.

Step Two: Rehearse

n Have students practice the procedure, step by step, until all students 
can do the procedure correctly.

n When students break a rule or do not follow a procedure, review 
the steps again and have students model the appropriate 
behavior.

Step Three: Test Knowledge of Rule or Procedure

n Allow students to demonstrate their knowledge of rules and procedures
by testing in written form or having students demonstrate.

n Provide feedback on the accuracy of their knowledge and skill.
n Have students observe students as they move about the school or 

on the playground and record when rules or procedures are not
followed. Discuss the consequences of not following rules and
procedures.

Step Four: Reinforce

n Acknowledge when rules and procedures are followed.
n Provide praise and rewards for following rules and procedures.

Step Five: Reteach When Necessary

n Plan to review rules and procedures after breaks in the school term or
after long absences from the classroom.

n When procedures or rules aren’t followed, take the time to remind
students of the rules.

n Reteach and rehearse when necessary.

Source: Adapted from Wong and Wong (1998) and Evertson and Harris (1997).
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elements that must be designed and managed. One element establishes student responsibility
by providing clear explanations about what students must do to be successful. The second
element requires teachers to model responsible behavior by being consistent in their grading
and feedback to students. For these two elements to be successful in developing independent
learners, teachers must

n Provide clear and specific instructions for overall work requirements. Evertson and
Harris (1997) recommend that assignments and important instructions be put on a
whiteboard, overhead projector, or flip chart and that assignments requiring detailed
instructions should be provided both orally and in writing.

n Communicate assignments and instructions so that every child understands. Teachers
should go over instructions orally with the class, questioning students about their
understanding of the directions and providing examples of the work expected. For
large projects and assignments, substages should be developed with clear deadlines
and goals for each of the substages.

n Monitor students’ work; keep track of what students are doing. Evertson and Randolph
(1999) stress that effective classroom managers monitor their classes and students 
for signs of student confusion. Monitoring indicates the importance and appro-
priateness of the assignment. Monitoring student progress helps identify students 
who are having difficulty and allows the teacher to encourage other students to 
keep working.

n Establish routines for turning in work. To enable teachers to keep accurate records
about who completed their work, students should be told when and where assign-
ments are to be placed.

n Provide regular academic feedback to students; check their work. Students’ work
should be checked in order to provide feedback and correctives and rechecked
to make certain students are learning concepts correctly (Evertson, 1987).
Evertson and Harris (1997) suggest that teachers plan specifically and in advance
how they will handle student work, how they will check the work, and what
portion of students’ grades will be based on tests, daily assignments, homework,
and special projects.

n Establish routines for handling makeup work. Student accountability often fails when
students are absent. Absent students miss instructions and directions for assignments.
Establishing routines for handling makeup work is critical for effective teaching.
Consider how Nick solved his makeup-work problem.

One morning Nick was waiting for Monique when she arrived at school. “Hey,
Monique, come to my room. I want to show what I did over the weekend. You are going
to be very impressed.”

Laughing, Monique followed Nick into his room and to the computer on his desk.
“All right. I’m waiting. Impress me.”

“Look,” Nick said as he pulled up the new Web site he had developed for his class.
“Nick, I am impressed. How did you know how to do this?”
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“Well, I knew some basics and just figured out the rest. But I want you to see
the best part. When you click on homework, you not only see each day’s home-
work, you can also actually print out the assignment. Now, if a student is absent,
the student or the student’s parents can just go to the Web site and see what was
missed. If students don’t have a computer at home, they can go to the computer
center and print out their assignments. I don’t have to remember to tell the stu-
dents what they missed, and students have no excuse for not keeping up with the
homework. Now, let me show you what else you can do.”

Maintaining Good Student Behavior

Unfortunately, even the most effective teachers will have students who challenge the class-
room rules and procedures. In some cases, these challenges disrupt the classroom and inter-
fere with other students or class activities (Evertson, 1989). In other cases, the challenge is
not disruptive to others but results in off-task behavior. In either case, the teacher must
intervene and redirect the student’s behavior. But as Evertson and Harris (1997) note,
teaching, not punishment, is the goal.

Maintaining good student behavior requires a combination of consequences, interven-
tion strategies, and communication. Having a reasonable set of positive, negative, and
corrective consequences for rules and procedures, and consistently using them when ap-
propriate, makes classroom expectations predictable to students and encourages them to
be self-governing. It is important to have a range of consequences for two reasons. First, a
range of consequences allows the teacher to deal appropriately with the level of misbehav-
ior. Second, what might be punishment to one student might be rewarding to another.
Having a preplanned set of consequences and intervention strategies will increase the
teacher’s ability to manage the classroom (Evertson & Harris, 1999).

Positive consequences, in the form of extrinsic incentives or rewards, follow behavior
and serve to increase or maintain behavior. Incentives and rewards can be emotional,
psychological, or academic. The incentive and reward selected will depend on the student’s
age, interest, and maturity level.

Corrective consequences are specific strategies for helping students manage their own
behavior. In using a correcting consequence, the teacher has the student practice the
desired behavior or procedure. In some cases, it is necessary to reteach the procedure to
ensure that students understand what they are to do. The goal of corrective consequences is
to help students consciously think about their actions. Evertson and Harris (1997) provide
suggestions for two corrective consequences: self-recording and self-instruction. In self-
recording, the students take responsibility by recording each time they exhibit a desired
behavior. In self-instruction, students verbalize what they are to do.

Negative consequences are undesired consequences that follow a behavior and are used
to decrease the unwanted behavior. However, Evertson and Harris (1992) note that punish-
ment or negative consequences neither teach desirable behavior nor instill a desire to behave.
They recommend that negative consequences and punishments be used only when it is neces-
sary to respond to repeated misbehavior. Evertson and Harris (1997) remind teachers that
“Your ultimate goal is to teach students appropriate behavior and to have them increase and/or
maintain that behavior, not just stop behaviors that are disruptive or inappropriate” (p. 4.25e).
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Intervention strategies redirect budding student misbehavior. Intervention strategies
stop misbehavior, reinvolve students in the lesson, keep the climate of the classroom posi-
tive, and do not disrupt teaching. Selecting the best time to use intervention strategies
depends on the teacher’s belief about the cause of the problem. Possible intervention strate-
gies include making eye contact, using proximity control, reminding students of the rule
or procedure, and questioning students about their behavior.

When dealing with student misbehavior, it is always important to choose battles care-
fully. It is impossible to respond to each and every situation of off-task or inappropriate be-
havior. Some behaviors can be ignored, and others should never be ignored. In addition,
the battles are different for different teachers. What one teacher considers important to
control may not be important to another. For example, Monique and Nick found they dis-
agree as to which behaviors to battle.

When Monique joined Nick in the faculty lounge at lunch, she noticed that he was
unusually quiet. “Hey, what’s wrong? Have you had a rough morning?”

“No, I guess not. Mr. Silkowski evaluated me this morning. He ranked me high on
everything but classroom management. He said that often my students are too loud. I
don’t think they are too loud, do you?”

Avoiding eye contact, Monique said, “Well . . .”
“Monique, do you agree with him? I realize I don’t keep my students as quiet as

your students, but the noise doesn’t bother me. Why should it bother Mr. Silkowski?”
“Nick, I realize that the noise doesn’t bother you, but it might bother other teach-

ers. I have to admit that sometimes my class can hear your students when they are play-
ing a game or having a discussion. Then my students wonder why they have to be so
quiet. And there is another problem.”

“What? What other problem?”
“Well, have you considered what happens to your students when they leave you? I

doubt that most teachers will be as tolerant as you are. Won’t your students be con-
fused about how much noise they are allowed to make?”

Nick thought about what Monique had said. “Maybe. I will have to think about
what you said. But, Monique, I don’t want to have to use some one-to-five system like you
do. That is just not me. I don’t want to punish them for being excited about learning.”

“Then don’t punish them. Reward them instead. Determine some reward you can
give when students are talking at an appropriate level. Classroom management isn’t
only about punishing, you know.”

Planning and Organizing Instruction

Too often, traditional classroom models overlook the critical relationship between instruc-
tion and management. Evertson and Randolph (1999) suggest that effective classroom
management has typically been regarded as a precondition for instruction. In reality, how-
ever, the concept that management is isolated from content is faulty because management
carries messages about the value of content. How the classroom is being managed during
particular learning activities must be considered with content as plans and activities are
developed. Evertson and Randolph (1999) see good classroom-management practices as
inseparable from good instructional practices. A critical element of COMP is planning for
the interplay between management and instruction.
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How teachers teach has changed as classrooms have moved from a teacher-centered focus to
a student-centered focus. As Evertson and Randolph (1999) note, “Silent children seated in
straight rows portray the history of American education, not its future” (p. 249). Teachers
now present content using a full range of instructional strategies that include whole-group
instruction, teacher-led groups, cooperative groups, student pairs, centers and stations,
computerized and online instruction, and individualized instruction. Management
demands in these classrooms are significantly different from those in teacher-centered
classrooms (Randolph & Evertson, 1994).

For every classroom task, there are both academic and social dimensions (Evertson &
Harris, 1997; Randolph & Evertson, 1994). In each situation, students not only have to de-
termine what they are to learn but also how they are to participate in the learning process.
Teacher-centered activities make different demands on both students and teachers than ac-
tivities that are student centered. The more complex the instruction, the more important it
is that teachers plan for both instruction and management. Regardless of the instructional
method, it is the teacher’s job to think through the learning process with a focus on the
tasks of both the teacher and the students. Consider how Monique manages her class as she
prepares her classwork using learning centers.

After Monique’s students completed their morning review, she asked them to gather
around her on the reading rug. “Who noticed that the classroom looks different this
morning?” Monique waited as every hand went up. “Well, today we are beginning a
study of the Southeast. Now, around the room, I have created six learning centers. Each
center focuses on one of the states we will be studying. Each center has activities you
and your team members are to do at the center. You will spend two days at each center,
and then you will move to the next center. You have worked in cooperative groups
before, and our procedures for working in groups apply when you work in the centers.
Katlin, will you tell us the procedures for working in groups?”

When Katlin finished telling the procedures, Monique says, “Great job! Now,
today I want to go over the rules and procedures for working in centers, and I want to
go over what you will be expected to do at each center. Tomorrow, you will actually
work in your centers. All right, our first center focuses on the state of Florida. Ginny,
please read the written directions for this center.”

Conducting Instruction and Maintaining the Momentum

The first five elements of COMP are designed to establish a well-managed classroom from
the beginning of the school year. The final element, Conducting Instruction and Maintain-
ing the Momentum, provides consistency in maintaining the management system. Evertson
and Harris (1997, 1999) state that in order to reduce potential behavior problems and
maintain student involvement in the instructional activities, teachers must

n Provide clear instructions. Communicating information and directions in a clear,
comprehensible way is an important teaching skill. This begins with the teacher estab-
lishing appropriate objectives and helping students understand the relevance of what
they are learning. Clarity includes providing clear procedural directions that enable
students to know what to do and how to perform the task.
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n Check for students’ understanding of what they are to do. Instructions for assign-
ments must be given precisely, and the teacher must be able to respond to students’
questions with understandable explanations. It also involves checking student
understanding in other ways, such as questioning them, having students demon-
strate the steps, or using other means of detecting potential problems with aca-
demic material.

n Monitor students’ behavior. Monitoring involves regularly surveying the class or
groups to watch for signs of confusion. Teachers should make a practice of routinely
checking students and attending to nonverbal cues in order to catch problems before
errors are practiced and reinforced.

n Provide for smooth transitions. It is during transitions that students most often waste
time, wander off-task, or engage in inappropriate behavior. Teachers must plan for
transitions as carefully as they plan for instruction.

At the end of a long day, Monique stopped by Nick’s classroom to find him working on
his lesson plans. “Trying to get ready for tomorrow?”

“No, I’m just making notes. Today was a disaster. The students were to start their
social studies project today. I thought I was clear in my instructions, but no one
seemed to understand what I wanted them to do. Then I tried to explain again, and
things just got worse. So, I’m making notes. You know, if I teach this again next year, I
don’t want to make the same mistakes. Sometimes I find I spend more time thinking
about what didn’t work than I do making new plans.”

“Well, don’t stay too late. Hopefully things will go better tomorrow.”
Returning to his plans, Nick said,“I’m working out all the details tonight, so that I

make sure that tomorrow goes better than today did. Good night.”

Tips from the Field

As a thirty-two-year teaching veteran at the sec-
ondary level, I have seen a strong shift from a
classroom full of presumably well-behaved, some-
what motivated, parentally supported adolescents
to a classroom of many behaviorally challenged,
unengaged, often-on-their-own students who
need direction. As a result, the initial strategy of
modeling, practicing, and teaching desired be-
haviors has a real place in my classroom. From 
the simple (trash can usage, asking permission to
speak or leave the room) to the complex (manag-
ing makeup work and daily classroom protocol),

I find that most students want direction and
structure. Although they might not verbalize a
fascination with direction and structure, my stu-
dents want a place within where they can work
effectively, the playing field is equal, and their
ideas are valued. I firmly believe that students
learn and perform as one teaches them.

Bridget Kay Call
Matewan High School
Matewan, West Virginia
2006 West Virginia Teacher of the Year
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STRATEGIES FOR DEALING WITH DIFFICULT STUDENTS

Evertson and Harris (1999) suggest that at times all students will display inappropriate
behavior. How a teacher handles these situations will depend on the following factors:

n the teacher’s level of tolerance

n the severity of the behavior

n the impact on other students

n the cost of intervening in terms of lost instructional time

n the probability of success if the teacher intervenes

One criticism of COMP is that it provides little information on how to deal with diffi-
cult students. COMP does not specifically address how to handle difficult students, because
the program is designed to provide methods of preventing discipline problems rather than
strategies for reacting to behavior problems. However, Carolyn Evertson does address this
issue in two of her classroom-management books.

Evertson and Emmer (2009) stress that the interventions to be used with problem stu-
dents will depend on the goal of the teacher. One goal is to immediately stop the behavior
and return the classroom to order. The second goal is to prevent the behavior from hap-
pening in the future. The ideal intervention meets both of these goals. Evertson and Emmer
(2009) have classified interventions that put these two goals into three categories: minor,
moderate, and extensive.

Evertson and Emmer (2009) note that many minor interventions are effective because
they make students aware of their behavior. Therefore, useful minor interventions include
the following:

n using nonverbal cues such as eye contact or signaling

n making a smooth and efficient transition from one activity to another

n using proximity control

n redirecting the behavior

n providing additional instruction if the students appear confused about directions

n giving a desist in a firm voice

n giving the student a choice

n using “I” messages that describe the behavior and its effects on the classroom 

Moderate interventions like the following take more time and effort on the part of the
teacher:

n withholding a privilege or desired activity

n isolating or removing the student from an activity

n using a fine or penalty
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n assigning detention

n referring the student to the office

When students do not respond to minor or moderate intervention and their behavior
continues, a more extensive intervention is needed. These interventions are much more in-
dividualized and consist of creating individual behavior plans for the students. This is often
done in conjunction with the functional behavior analysis process described in Chapter 2.

COMP IN THE CLASSROOM

Scenario
By the end of their first year of teaching, Nick and Monique are proud of their accom-
plishments. They realize that part of their success has resulted from their friendship and
collaboration. Throughout the year, they shared teaching ideas, discipline problems,
and successes. Nick has become a better classroom manager because of Monique’s
influence. Nick helped Monique create a class Web site and taught her strategies for

STRENGTHS AND WEAKNESSES OF COMP

Perhaps the greatest strength of COMP comes from its research base. COMP was created
from the research designed to identify the characteristics and actions of effective classroom
managers. Since its creation, the success of the program has been extensively researched,
and this research is what provides credibility to the program.

Program results have been measured with observational field studies, teacher’s self-
evaluation reports, and administration reports of observed classroom, teacher, and student
change (Evertson & Harris, 1995, 1999). Following are the three main findings from this
research:

1. Students of teachers who had participated in COMP obtain greater gains in academic
achievement, as measured by standardized tests, than do students of teachers who had
not participated in the program.

2. Teachers who participated in COMP instituted classroom practices that resulted in
classroom environments more conducive to students’ learning.

3. Students of teachers trained to use COMP showed a significant decrease in inappro-
priate and disruptive behavior and a significant increase in academic achievement.

Weinstein (1999) suggests that an additional strength of COMP is its emphasis on pre-
venting inappropriate behavior rather than simply reacting to inappropriate behavior.
COMP provides a body of knowledge and a set of practices that require thoughtful deci-
sion making by the teacher.
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incorporating computer activities into her instruction. When Nick agreed to direct the
Founder’s Day pageant, Monique helped by designing and making the costumes.
Recognizing what Nick and Monique had accomplished through their collaboration, 
Mr. Silkowski established a mentor program for all first-year teachers.

Key Terminology

Definitions for these terms appear in the glossary.

Intervention strategies
Negative consequences
Positive consequences
Procedures
Visibility

Accessibility
Classroom Organization and Management

Program (COMP)
Corrective consequences
Distractibility

Chapter Activities

Reflecting on the Theory

1. Ms. Booker is reconsidering her teaching strategies. She had hoped to use collaborative
learning as her primary teaching strategy. However, she is finding that she is uncomfort-
able with the noise level in the classroom. She finds she is constantly telling the students to
lower their voices, and everyone is miserable, especially Ms. Booker.

How can Ms. Booker use the strategies presented in COMP to resolve her classroom
problems?

2. One of the fundamental principles of COMP is that classroom management and instruc-
tion are integrally related. Do you agree? Why or why not?

Summary

Classroom Organization and Management Program (COMP), created by Carolyn Evertson,
is the result of thirty years of research. COMP was developed from descriptive, correla-
tional, and experimental research studies designed to discover successful key management
practices and strategies. A proactive approach, COMP is designed to help teachers improve
overall instructional and management skills through planning, implementing, and main-
taining effective practices. COMP provides a system of classroom management through
proactive planning at the beginning of the school year and thoughtful decision making
throughout the year. The system emphasizes the integration of management and instruc-
tion as a means of creating a positive learning environment.
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3. Throughout the chapter, Nick and Monique worked together to improve their teaching
and classroom management. What lessons did they learn from each other? Have you found
that such cooperative collaboration occurs in most school settings? Explain your answer.

4. Evertson’s research clearly shows a correlation between management and academic
achievement. What might be some of the reasons for such a correlation?

Developing Artifacts for Your Portfolio

1. Consider one classroom procedure you will need in your classroom. Analyze this proce-
dure and provide a listing of the behaviors expected of your students.

2. Evertson contends that the way a classroom looks and is designed sends messages to
parents and students. Analyze a classroom where you have observed to determine what
message the classroom is sending about

n the teacher’s instructional style
n the teacher’s personal values
n the teacher’s organizational skills
n the teacher’s classroom management

3. Analyze the classroom in question 2 for accessibility, distractibility, and visibility.

4. Evertson contends that for every classroom task, there are both academic and social
dimensions, because students must not only determine what they are to learn but also how
they are to participate in the learning process. Consider the subject-area content you will
teach. What are the social dimensions of learning your content? How must students partic-
ipate in the learning process to learn your content? How will your subject-area content
influence how you manage your classroom?

Developing Your Personal Philosophy of Classroom Management

1. Evertson and Randolph state, “Silent children seated in straight rows portray the history of
American education, not its future.” What is your reaction to this quote?

2. Would you be comfortable using COMP as your classroom-management plan in your
classroom? Why or why not? Are there some strategies that you will definitely incorporate
into your classroom-management plan?

Resources for Further Study

Further information about Classroom Organization and Management Program and resources
for its use in the classroom can be found by contacting:

Dr. Carolyn Evertson
Dr. Alene H. Harris
Classroom Organization and Management Program
Vanderbilt University
Box 541
Peabody College
Nashville, TN 37203
615-322-8050
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Go to the Topics: Organizing Your Classroom and Supplies and
Planning, Conducting, and Managing Instruction in the MyEducation-
Lab (www.myeducationlab.com) for your course, where you can:

n Find learning outcomes for Organizing Your Classroom and Supplies
and Planning, Conducting, and Managing Instruction along with the
national standards that connect to these outcomes.

n Apply and practice your understanding of the core teaching skills
identified in the chapter with the Building Teaching Skills and
Dispositions learning units.

n Examine challenging situations and cases presented in the IRIS
Center Resources.

n Use interactive Simulations in Classroom Management to practice
decision making and to receive expert feedback on classroom-
management choices.
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Objectives

Chapter 8 prepares preservice teachers to meet
INTASC standards #4 (Instructional Strategies), 
#5 (Motivation and Management), #6 (Communica-
tion), and #9 (Reflective Practitioner) by helping 
them to

n evaluate the use of external rewards as a way to
control student behavior.

n learn to distinguish between productive praise
and evaluative praise.

n evaluate the impact of teacher/student inter-
actions on discipline.

n evaluate the impact of teaching style and strategies
on discipline.

From Chapter 8 of Effective Classroom Management: Models and Strategies for Today’s Classroom, 3/e.
Carlette Jackson Hardin. Copyright © 2012 by Pearson Education. All rights reserved.

Annie Pickert/Pearson
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INTRODUCTION

Kelly Gaines is not the first person to question the use of classroom rewards and punish-
ments. In 1996, Alfie Kohn questioned such behavioral approaches to classroom manage-
ment in a groundbreaking book, Beyond Discipline: From Compliance to Community. In
this book, Kohn challenges teachers to give up current practices of handling behavioral
problems through coercion and reward and to solve problems by providing an engaging
curriculum and caring community. Kohn stresses that the ultimate goal of classroom
management should not be on simple obedience, but on having students behave appropri-
ately because they know it’s the right thing to do and because they can understand how
their actions affect other people.

Kohn proposes that the purpose of education is to produce not just good learners,
but also good people. Such a goal, he stresses, cannot be achieved through behavioral tech-
niques. Praise, privileges, and punishments can change student behavior, but they cannot
change the student. Kohn contends that behavioral manipulation does not develop a
commitment to being a caring and responsible person. Rewarding good behavior does not
provide the motivation for continuing to behave appropriately when there is no longer any
reward to be gained for doing so. In fact, Kohn maintains that the more teachers control
their students through reward systems, the more difficult it is for students to become moral
people who think for themselves and care about others (Kohn, 1991, 2006).

Therefore, Kohn stresses that the focus in classrooms must change from an emphasis
on curbing negative behaviors to an emphasis on promoting positive ones. Haim Ginott
held a similar view and, as early as 1972, noted that ethical concepts such as responsibility,
respect, loyalty, honesty, charity, and mercy cannot be taught directly but are taught

Building Community

n learn to develop a sense of community within the
classroom.

n involve students in resolving classroom 
problems.

n involve students in discussions of curriculum,
procedures, and class problems.

n use suggestions by Alfie Kohn to deal with
problem behavior.

Scenario

Preservice teacher Kelly Gaines has been hired to
substitute-teach for Daniel Herrera while he is on
sick leave. She had spent some time with Mr. Herrera
and had thought she was familiar with his classroom-
management plan. She is surprised, however, when
upon returning from lunch, a student asks if the class
has earned a marble for the quiet way in which they
have returned to class.

“I don’t understand. What do you mean that you
earned a marble?”

A student explains, “Mr. Herrera puts a marble in
the jar if we walk back from the cafeteria quietly and

in line. When the jar is full, we are given an afternoon
with no work.”

Confused, Ms. Gaines asks, “But aren’t you
supposed to walk quietly in the hall so that you don’t
disturb the other classes? Why should you earn a
marble for doing what is right?”

The students look to each other, confused by
the question. Finally, Kevin tries to explain. “Well, we
always get a reward for following the rules. Why else
should we follow the rules?”
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through concrete life situations from people one respects. According to Kohn and Ginott,
the only way to help students become ethical people, as opposed to people who merely do
what they are told, is to have them construct moral meaning. Kohn (1991) suggests that
if the goal is to have children take responsibility for their behaviors, teachers must allow
students to make decisions about what is right and wrong.

Because Kohn suggests that classroom management involves all classroom activities,
his concepts are included as a system of classroom management. He stresses that effective
classroom management requires the building of communities, and that to do so, teachers
must evaluate the manner in which they communicate with students, find alternatives to
traditional punishments, and eliminate the focus on rewards and praise.

Step-by-Step Building Community

To use Building Community in your classroom,
you will need to do the following:

1. Evaluate your interactions with students.
Is your interaction positive or negative?
Determine if you are the source of conflict
within the classroom.

2. Evaluate the curriculum. Are you meeting
the needs of the students? When students
are off-task, ask “What’s the task?” Is it
appropriate and stimulating?

3. Change from a punisher to a problem
solver. Work with students to find solutions
to classroom disturbances rather than
focusing on means of punishment.

4. Reduce or eliminate you and your students’
dependence on extrinsic rewards to achieve
desired behavior.

5. Create a classroom community where stu-
dents value each other and work together
cooperatively.

LOOKING AT STUDENT–TEACHER INTERACTIONS

Kohn (2006) proposes that central to effective classroom management are self-evaluations
by teachers of what they consider important in the classroom, how they interact with
students, and what they ask students to do. Too often, when problems develop, teachers
automatically look at the students as the cause without evaluating their own roles in the
problem. Kohn notes that teachers must always look first to their responsibility for creat-
ing situations.

Kohn (2006) proposes that what is needed is not another discipline plan but a whole
new curriculum, because a huge proportion of unwelcome behaviors can be traced to a
problem with what students are being asked to learn. In the past, teachers focused only on
students who did not do as they were asked, rather than on what it was they were asked to
do. When students are asked to spend their days completing endless worksheets, problems
are going to develop and students will misbehave to make the time pass faster and to elim-
inate boredom.
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Tips from the Field

I teach in a rural school, so students are in my
classroom for all their high school math classes.
Their seventh-grade year begins with me talking
about communication and the important role it
plays in having a productive class atmosphere.
I tell my students that I intend to communicate
with every student every day; and if I fail to inter-
act with any one of them, he or she should let me
know (this in itself encourages them to commu-
nicate with me). The interaction that takes place

between my students and me in seventh-grade
math sets the tone for the rest of the high school
math classes they may take from me.

Fred P. Strand
Hatton High School
Mathematics Instructor
Hatton, North Dakota
2006 North Dakota Teacher of the Year

ELIMINATING THE USE OF REWARDS AND PRAISE

In 1972, Ginott cautioned teachers and parents about the overuse of classroom praise and
suggested that some children might actually get hooked on praise. Kohn (1993a, 1993b)
also warned teachers about the overreliance on rewards and praise. In an interview with
Brandt (1995), Kohn noted that at least seventy studies showed that extrinsic motivators
such as grades, praise, and tangible rewards are not merely ineffective but are also actually
counterproductive to producing ethical, responsible individuals. Still, the use of praise
and rewards has come to seem so natural to many teachers that even questioning the
practice is surprising to them. After all, rewards and praise work. Countless teachers can
attest that students will do tasks they dislike and find boring just to earn a sticker, piece of
candy, or verbal praise.

Kohn (1991, 1995) objected to the use of praise for several reasons. First, rewards
and praise work only for a short while and eventually lose their effectiveness. Unfor-
tunately, the more rewards are used, the more they seem to be needed. Second, many
students work for the reward but may never see the value of what they are learning.
Learning becomes what one does to get a reward. Kohn identified two dozen studies that
show that people expecting to receive a reward from completing a task simply do not per-
form as well as those who expect nothing. Third, and perhaps most important, Kohn
(Brandt, 1995) suggested that much of the praise used by teachers is fundamentally
fraudulent, in that the teacher is pretending to talk to the student but is actually using the
student to make a point or to criticize the behavior of other students. For example, most
teachers would be embarrassed and humiliated if the principal said, “I like the way you
come to faculty meetings on time and are always prepared.” Yet, such interactions happen
in the classroom each day.
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Unlike Kohn, Ginott (1972) did find some value in praise if the praise is appreciative
rather than evaluative. When our statements describe a student’s work, action, or accom-
plishments, the student’s self-evaluation is positive and productive. Appreciative praise
does not evaluate personality or judge character.

Students also make conclusions about themselves when they receive evaluative praise.
Unfortunately, these conclusions are typically negative and destructive. Evaluative praise is
often viewed as a threat and brings discomfort and fear. Ginott (1972) cautioned teachers
to avoid praise that attaches adjectives to a student’s character. Only praise that places no
judgments on a student’s character or personality makes the classroom a safe place where
students are free to try and to make mistakes. Table 8.1 outlines Ginott and Kohn’s sugges-
tions for using praise.

ALTERNATIVES TO PUNISHMENT

Kohn (2006) encourages teachers to find alternatives to punishment and to treat inappro-
priate behavior as a problem to be solved together in a supportive classroom community. In
such an environment, disciplinary problems become opportunities for conveying values,
providing insights, and strengthening self-esteem.

Therefore, Kohn (2006) is critical of traditional discipline programs that focus on
punishment. He argues that such programs may temporarily change behavior but cannot
help students become ethical adults. He further suggests that the goal of traditional disci-
pline programs is to make children behave a certain way and to comply with adult demands
rather than to support or facilitate children’s social and moral growth (Brandt, 1995). Too
often, in traditional programs, the lesson that is learned is that the price for displeasing
adults is pain or embarrassment. Kohn suggests that corporal punishment is the worst

Table 8.1 Characteristics of Effective Praise

Don’t praise students, only what students do.
Make praise as specific as possible.
Avoid phony praise.
Avoid praise that sets up competition.
Give praise in private.
Avoid praising a student’s character.
Avoid praise that compares or condescends.

Sources: Ginott, H. G. (1972). Teacher and child: A book for parents and teachers. New York: Collier Books;
Kohn, A. (1993a). Punished by rewards. New York: Houghton Mifflin Company.
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example of the impact of traditional discipline, because it teaches children that aggression
is acceptable.

More current discipline programs emphasize consequences and choices rather than
merely focusing on punishment. In his interview with Brandt (1995), however, Kohn
stated that the use of terms like consequences and choices is misleading. Kohn maintains
that in most situations consequences are just punishment lite, because the focus is still
on controlling students. The creators of these discipline plans suggest that students
choose their behavior, but Kohn fears that students actually have no choice, because
they must decide between the lesser of two evils: choose to do what the teacher wants 
or choose to be punished. New disciplines, Kohn argues, are old disciplines with a 
new twist, designed to appeal to educators who are uncomfortable with the use of
bribes and threats.

Kohn’s primary problem with both traditional and more current discipline programs
is that they fail to achieve what teachers desire and may actually interfere with what teach-
ers are trying to accomplish in the classroom. Central to his argument is that punishment
usually works only as long as the punisher is around. Kohn fears that traditional discipline
warps the relationship between the punisher and the punished, with the result that the car-
ing relationship between teacher and student is significantly compromised. Perhaps most
disturbing is that when students are told to think of the consequences of their behavior,
they focus only on the consequences to themselves, never to others. Kohn contends that
traditional discipline fails to teach students to be compassionate or caring individuals.
Consider the following examples of how traditional discipline fails to achieve what educa-
tors desire for their students.

Nathan has had a hard time concentrating during class. He had accidentally pushed a
fellow student as they got on the bus and had been warned that he “would get it” when
he got on the bus that afternoon. After observing that Nathan was distracted and had
spent most of the morning staring out the window, Ms. Gamez warns, “Nathan, if you
don’t get back to work, I’m calling your mother and having you stay after school until
you complete your work.” Having suddenly found a way to avoid the trip home on the
bus, Nathan continues to stare out the window.

As Justin and Kason return to the classroom, they noticed that the door to the store-
room has been left open. Peeking inside, they find boxes of candy that will be sold by
the school baseball team for a fund-raiser.

“Wow, look what’s here. Grab some,” Justin tells Kason as he stuffs a bar of candy
in his coat pocket.

“We can’t take this. We’ll get in trouble.”
“Not if we aren’t caught. We’ll just take one bar from each of the boxes. That way,

no one will realize any is missing. It won’t matter if no one catches us.”

Laura O’Malley takes a deep breath and flops onto the couch in the faculty lounge.
“You won’t believe the morning I’ve had. I have got to find a new discipline plan.”

Krystal Mathis turns from the soft-drink machine. “Why? What happened?”
“I have a list of consequences listed beside my rules, and the first time students

break a rule, they are given a warning. Then if they break the rule again, they have 
to write in their behavior journals. Every day, Carman breaks one of the rules.
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BUILDING A CLASSROOM COMMUNITY

Many teachers fear that if traditional approaches to classroom management are removed as
options for dealing with classroom problems, they will be powerless. Kohn (2006) stresses,
however, that there isn’t just one alternative to traditional discipline strategies, but an
unlimited number of options that are available to classroom teachers. These alternative
approaches require more than a change in teacher behaviors. They require that teachers and
students build a community of learners where it is safe to try new ideas and even to fail.
Therefore, according to Kohn (2006), the goal should not be finding another discipline plan
but transforming our current educational structures by creating classroom communities
where students care about each other, their teachers, and the school.

When students come together on the first day of school, they are a group, not a com-
munity. It takes time and the intervention of a caring teacher to create a community within
the classroom.

Building a classroom community begins with students having a positive relationship
with an adult who respects and cares about them. Kohn (2006) stresses that communities
are built upon a foundation of cooperating throughout the day, with students continually
being allowed to work together. Classrooms should have classwide activities in which
students are provided an opportunity to work together toward a common goal. Students
acquire a sense of significance from doing significant things, from being active participants
in their own education. Finally, academic instruction can be used to build community.

Today, I had had it and asked him why he continues to do the same thing day
after day. You know what he said? He said, ‘Well, I always get a warning before it
counts, right?’ ”

As noted, discipline that only produces compliance when the punisher is present is
worthless. Therefore, Kohn feels discipline must be much more than punishment. Effective
classroom discipline, he suggests, should be a means of helping students become caring,
ethical individuals.

Tips from the Field

When doing group work, I appoint a “job
foreman.” This person is the leader of the 
group and has the job of answering questions
that may arise, keeping students on-task, prais-
ing good work, and reporting to me. Through-

out the year, leaders rotate so everyone has 
a turn.

Mary Schlieder
Norris High School
Firth, Nebraska
2008 Nebraska Teacher of the Year
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Community building should not be separate from what students are learning. Students
should be provided explicit opportunities to practice perspective taking, through which
they can imagine how the world looks from someone else’s point of view (Kohn, 1997).
Activities that promote an understanding of how others think and feel foster intellectual
growth while helping students become more ethical and compassionate.

Most of the discussion of how to resolve classroom problems and how to build a
community can take place in class meetings. Kohn (2006) states, “Apart from the invalu-
able social and ethical benefits of class meetings, they foster intellectual development as
well, as students learn to reason their way through problems, analyzing possibilities and
negotiating solutions” (p. 90). When students meet in a class meeting, they get the pos-
itive message that their voices count, they experience a feeling of community, they learn
to problem-solve and make decisions, and they develop the ability to reason and analyze
(Kohn, 1994).

Kohn (2006) is not an advocate of rule development, for several reasons. First, he finds
that rules turn children into little lawyers who look for loopholes and ways around the
wording. Second, rules turn teachers into police officers who emphasize enforcement
rather than learning. Finally, when rules are broken, the typical reaction is to provide a con-
sequence. Therefore, the emphasis is on punishing students rather than helping them grow
into self-disciplined individuals.

Rather than creating rules, Kohn suggests that students engage in conversation about
the type of community they wish their classroom to be. He argues that even very young

Cooperative learning is the key to building a classroom community. Bob Daemmrich Photography
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children can begin with specific ideas of how they should treat one another. It is the
wrestling with a dilemma and discussing conflicting perspectives that is important, not
the rules that might be developed from the discussion. In creating rules, the process is
the point. Kohn stresses that rules in themselves are not valuable, but the conversation that
gives rise to them is.

Kohn (2006) fears that the current structure of most classrooms makes it difficult for
a community of learners to be established. He notes that the time restraints of many class-
rooms, especially those of the middle school and high school, make it difficult to establish
the feeling of a community, in that a community cannot be built in forty-five-minute
segments. Large classrooms with twenty to thirty students also limit the ability for teachers
to get to know each individual student. However, the benefits of building a classroom com-
munity outweigh the obstacles in doing so. Schaps and Lewis (1997) found that community
building includes the following benefits:

n significantly greater academic motivation and performance

n a liking for school

n empathy and motivation to help others

n an ability to resolve conflict

n greater enjoyment of class

n stronger commitment to key democratic values

n higher sense of efficacy

n increased altruistic behavior

Table 8.2 provides a listing of activities designed to build community within the
classroom.

Tips from the Field

One of my favorite classroom-management ideas
is to put every student’s name from a class on a
Popsicle stick and place the sticks in a cup. I use
these sticks to pick pairs, arrange random small
groups, and to call on students randomly when
we are discussing concepts in class. (I put the
stick back in the cup, so no one is ever “off the
hook” after they answer a question). In the begin-
ning of the year, I talk a lot about working with
others and the importance of getting along with
others. I coach my students not to make any signs

(positive or negative) when they are placed in
teams so no one’s feelings are hurt. I promise
them they will work with every other student in
the class throughout the year.

Anne Keith
Eighth-Grade Teacher
Chief Joseph Middle School
Bozeman, Montana
2010 Montana Teacher of the Year

127



Building Community

STRATEGIES FOR WORKING WITH DIFFICULT STUDENTS

Disturbances and disagreements are inevitable in a classroom of twenty to thirty students.
Kohn (2006) notes that more important than how a teacher deals with these disturbances and
disagreements is how the teacher views a discipline situation. Classroom conflict and disagree-
ments should be viewed as an opportunity to help students solve problems and grow. They can
be viewed as an opportunity to help students become active participants in their own social and

Table 8.2 Fifteen Ideas for Building Community Within the Classroom

1. Believe in the importance of classroom community. Teachers act on their beliefs. If
teachers believe in the concept, their actions will convey the same message to students.

2. Greet students at the door. Check in with students each day to see what is going on in
their lives. Don’t just appear interested. Be interested.

3. Assign “study buddies” who help each other to get organized, work on projects,
encourage each other, solve problems, and provide peer feedback.

4. Recognize each student for their uniqueness and the value they bring to the community.
This should not be based on accomplishments, but on membership within the community.

5. Teach perspective taking. Help students understand the sides to issues and the
reasons others think and feel the way they do.

6. Provide opportunities for discussion and debate. Lively debate and discussion are the
foundation of a democracy.

7. Play games. One of the best ways to develop good relationships is to have fun. Games
can also be excellent ways to review class material.

8. Help students find common threads. It is important that students learn about one
another and to discover the ways they are similar and different. Games and activities
should be developed to help students find the characteristics they share with others.

9. Use literature to build community. Find common problems and characteristics with
characters in books.

10. Conduct classroom meetings. Meetings can be used to share news, discuss academic
issues, or resolve classroom problems.

11. Participate in service projects. Help students see that they are part of a bigger
community and the contributions they can make to this bigger community. Achieving
real goals builds a sense of community.

12. Have classroom jobs. Students who take on a variety of classroom jobs learn how
people cooperate and depend on each other within a community.

13. Use cooperative learning. Providing students with an opportunity to work together not
only promotes learning but also promotes a sense of community.

14. Use rituals and traditions. Developing rituals and traditions in which everyone
participates helps to foster a feeling of comfort and belonging.

15. Share talents. Teach that it takes multiple talents and skills to make a community work.
Discover the strengths and talents of each student, and provide them an opportunity to
use these talents for the good of the classroom community.

Sources: Obenchain, Abernathy, and Lock (2003); Wolk (2003).
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ethical development. Kohn contends, however, that overall misbehavior will diminish when
conflict is used as a time to help students think about the feelings of others and to focus on the
needs of the entire classroom. Kohn suggests that a more valuable way to view these situations
is to see them as an opportunity for students and teacher to work out the problem together.

The success of problem solving depends on many factors, and Kohn provides the
following ten suggestions for dealing with difficult students:

1. Develop positive relationships with students. These relationships must be ongoing so
that when the teacher interacts with students, they trust the teacher, and they recog-
nize that the teacher has the students’ best interest in mind. Kohn (2005) suggests that
just as the most effective parenting tool is unconditional love, the most effective disci-
pline tool is unconditional teaching. Students must know that they are cared about
and valued regardless of their behavior. Teachers might dislike the behavior, but they
must never devalue the student.

2. Help students learn the skills needed to listen carefully, calm themselves, generate sug-
gestions, and understand another’s point of view. Many times students aren’t reacting
appropriately because they don’t have the skills to do so. It is the teacher’s responsibility
to help students develop these valuable skills.

3. Diagnose what has happened and why. This requires that teachers ask lots of questions
and carefully listen to the answer.

4. Analyze the teacher’s own responsibility in creating the problem. Teachers must
question their own practices. Sometimes situations can be resolved with a change in
teaching strategies or a change in unrealistic classroom requirements.

5. Maximize student involvement in deciding how to resolve the situations. The process
begins with asking the student, “What do you think you can do to resolve this prob-
lem?” The teacher should help the student to consider the appropriate options and
the possible results of each option.

6. Help students develop authentic solutions to the problem. Too often students give the
teacher the solution they think the teacher wants to hear. Refuse to accept pat answers,
and force students to develop solutions that are unique to each situation.

7. Assist students in determining how to make restitution or reparations. This may
require that students replace items, repair things that are broken, clean up messes they
created, or apologize to the person they have wronged.

8. Check back later to see how the plan worked. Students may need to do more work to
resolve the situation. In the best case, it provides the teacher with an opportunity to
tell students how well they handled the situation.

9. Be flexible in dealing with situations. Sometimes a discussion might need to be
delayed until everyone (students and teachers) has had time to calm down and reflect
on the situation.

10. Remember that a “working with” approach to problem solving is more time consum-
ing than the “doing to” approach typically taken by teachers. However, the payoff is
greater as students learn problem-solving skills that will benefit them throughout
their lifetime.
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Every teacher will have to deal with students who are challenging. However, Kohn
(2006) reminds teachers that the more challenging the student, the more important it is to
cultivate a trusting relationship with the student.

STRENGTHS AND WEAKNESSES OF BUILDING COMMUNITY

Perhaps the greatest strength of Kohn’s ideas on classroom management is that they require
teachers to consider their interactions with students. They emphasize the strong link
between the way teachers talk to students and the way students behave in return. Morris
(1996) considers the emphasis on creating a positive rapport between the student and
teacher another important feature.

Although many agree philosophically with Kohn, they question how realistic their
ideas are in handling typical discipline problems. Kohn has not provided a synthesized
model for classroom management. Many of their ideas focus on curriculum and teaching,
not discipline. For many teachers, the strategies are too broad to use in addressing the daily
problems they encounter. In addition, Manning and Bucher (2001) suggest that many
of the ideas presented by Kohn would be appropriate for middle school and high school
students but may be inappropriate for younger students.

Some teachers question how to make Kohn’s ideas work in classrooms where students
have become accustomed to traditional discipline methods. The transition from traditional
classroom practice to one in which the focus is on self-responsibility and self-discipline
may be very difficult for students and time consuming for teachers.

BUILDING COMMUNITY IN THE CLASSROOM

Scenario
First-year teacher Patricia Sagasta had been determined to be different from the
teachers she had had as a student. She wanted her students to understand why they
should or shouldn’t behave a certain way instead of only obeying rules to avoid pun-
ishment. So, at the beginning of the school year, she told her students that she wasn’t
going to establish a list of rules for them, but that they would deal with situations as
they arose. Things had gone remarkably well the first four weeks of school and for the
most part, Patricia was very proud of how her students had behaved. That was until
she had to have a substitute teacher in the room.

After a night of fighting a stomach virus, Patricia called her principal and
requested a substitute teacher. She was horrified the next day to find a note from 
the substitute, Ms. Stewart, saying that Patricia’s class was unruly and that she 
would never again agree to teach that class. Before the students arrived for the day,
the principal came by to say that she had been called to Patricia’s classroom when
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several of the students had thrown spitballs at Ms. Stewart. Patricia was surprised
and wondered what would have caused such unusual behavior from her students
and what she should do to see that the behavior was never repeated.

After roll had been taken and the required reports had been sent to the office,
Patricia asks the students to form a circle around her so they can have a class meet-
ing. She begins by saying, “I understand that there were problems yesterday when
we had Ms. Stewart as a substitute. I want to read the note left me by Ms. Stewart.”

After reading the note, Patricia looks out at a sea of dropped heads. “Now, I think
we need to do two things. One, we need to determine why this behavior occurred,
and we need to think about the consequences of yesterday’s actions.”

Immediately, Kortnee’s hand goes up. “Ms. Sagasta, I don’t think it’s fair that we
all get punished. Some of us tried to do our work.”

“Kortnee, I think you misunderstood me. I haven’t said anything about punish-
ment. But since you raised your hand, do you want to tell me why you think things
got out of hand yesterday?”

“Well,” Kortnee starts as she twists her hair around her finger, “Ms. Stewart wasn’t
nice like you. She started the day by yelling at us. She said she didn’t know what 
we were supposed to be doing. She wouldn’t let us go to the centers, and then she
gave us a bunch of worksheets to do. We tried to tell her what we did each day, but
she wouldn’t listen, and it just made her mad.”

Embarrassed, Patricia realizes that she has created part of the problem from the
day before. Not expecting to have to miss the next day, the night before she had
taken her plan book with her, and there had been no instructions for Ms. Stewart.
“Well, class, I have to take responsibility for Ms. Stewart not knowing what she was
to do. I took my plan book home, and there were no written plans for her. That is 
my fault. I should always have plans here in case of an emergency. I think I need to
apologize to Ms. Stewart for not doing my job, and I need to make sure I either leave
my plan book or I need to have alternative plans for a substitute.”

The students look relieved to see that Ms. Sagasta is taking some of the blame.
“However,” Ms. Sagasta says, “do you think you should have acted as you did yes-
terday? Let’s think of the consequences of your behavior yesterday. Can anyone think
of the consequences?”

“Well, I guess we should miss recess today,” offers Austin.
“Austin, I wasn’t thinking about the consequences for you. I was thinking about

the consequences for everyone. For example, how do you think Ms. Stewart felt last
night? What do you think she thought about this class?”

Heads drop. Because no one answers, Ms. Sagasta calls on Kyah. “Kyah, if you
had been Ms. Stewart, what would you have been thinking and feeling last night?”

“I guess I would have felt bad. I would have wondered if I should substitute-teach.
And I would think that this class is bad. I don’t think I would have liked us very much.”

“Is that how the class wants Ms. Stewart to feel?”
Together the class answers, “No.”
“All right, we have discussed how Ms. Stewart feels. How do you think 

Ms. Anderson thinks or feels?”
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Immediately, the class realizes that the principal might now see the class differ-
ently. Payton raises his hand and says, “I don’t want Ms. Anderson to think we are a
bad class. We aren’t a bad class. We are a good class.”

“Payton, I agree. So we need to think how we can make sure Ms. Anderson sees
you that way. All right, were there consequences for anyone other than Ms. Stewart or
Ms. Anderson?”

Paige raises her hand. “Ms. Sagasta, do you feel bad about us? Do you not like
us anymore?”

“Paige, I still like all of you, but I have to admit I was surprised by your actions.
I’m not sure I trust you as much as I did. The class is going to have to win my trust
back again.”

“Ms. Sagasta, we are sorry. What if we write an apology to Ms. Stewart and to
Ms. Anderson? Do you think that would fix things?”

“Well, Paige, I’m not sure everything can be fixed that easily, but I think it is a
good first step. Why don’t we divide into two groups; one group will write a note to
Ms. Anderson, and the second group will write a note to Ms. Stewart.”

“Ms. Sagasta, can we have three groups? I think one group should write a note
to you.”

Smiling, Ms. Sagasta says, “Yes, I think that is a fine idea. We will divide into
three groups, and when you finish, you can read your notes to the class. Then if
everyone agrees, we will send them around the room so everyone can sign them.”

Summary

Alfie Kohn builds on Haim Ginott’s ideas, written some thirty years earlier, that suggested
that communication, not rewards and punishments, is the key to effective classroom disci-
pline. Kohn stresses that the ultimate goal of classroom management should be having stu-
dents behave appropriately because they know it’s the right thing to do and because they
can understand how their actions affect other people. Therefore, Kohn stresses that the
focus in classrooms must change from an emphasis on curbing negative behaviors to an
emphasis on promoting positive ones. He stresses that effective classroom management
requires the building of communities, and to do so, teachers must evaluate the manner in
which they communicate with students, find alternatives to traditional punishments, and
eliminate the focus on rewards and praise.

Definitions for these terms appear in the glossary.

Perspective taking
Punishment lite

Appreciative praise
Classroom community
Evaluative praise

Key Terminology
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Chapter Activities

Reflecting on the Theory

1. Robert Felts is a very angry, unreachable student. No matter what he is asked to do, he
responds with a hostile comment. He calls his classmates names and seems to enjoy
challenging and insulting his teachers. Most of his teachers have given up on him because
he always has the last word in any confrontation. How would Kohn suggest that teachers
work with Robert? Explain your reasoning.

2. In the opening scenario, Ms. Gaines questions why students should be rewarded for
doing what is right. Does she have a legitimate concern? Do you agree that there is 
too much emphasis on extrinsic reward in today’s classroom? Imagine a class-
room in which no rewards are given. Would such a classroom be possible? Why or 
why not?

3. Kohn suggests that corporal punishment teaches children that aggression is
acceptable. Does corporal punishment still have a place in modern classrooms? 
Would you be comfortable using corporal punishment to discipline your students? 
Why or why not?

Developing Artifacts for Your Portfolio

1. Observe and document the interactions between a teacher and the teacher’s students.
Were the majority of the interactions positive? Were students praised? If so, what was the
reaction to praise? What negative interactions did you observe? What positive interactions
did you observe?

2. Create a specific plan for establishing a community in your classroom. What steps will you
take to create this community?

Developing Your Personal Philosophy of Classroom Management

1. Kohn suggests that “the ultimate goal of classroom management should not be on simple
obedience but on having students behave appropriately because they know it’s the right
thing to do and because they can understand how their actions affect other people.” Do
you agree? How will you manage your classroom in such a way as to help students learn
the “right” thing to do?

2. What strategies from “Building a Community” would you incorporate into your classroom-
management plan?

Resources for Further Study

For further information about Alfie Kohn, contact

www.alfiekohn.org
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Go to the Topic: Creating Positive Student–Student Relationships in
the MyEducationLab (www.myeducationlab.com) for your course, where
you can:

n Find learning outcomes for Creating Positive Student—Student
Relationships along with the national standards that connect to
these outcomes.

n Apply and practice your understanding of the core teaching skills
identified in the chapter with the Building Teaching Skills and 
Dispositions learning units.
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From Chapter 11 of Effective Classroom Management: Models and Strategies for Today’s Classroom, 3/e.
Carlette Jackson Hardin. Copyright © 2012 by Pearson Education. All rights reserved.
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Objectives

Chapter 11 prepares preservice teachers to 
meet INTASC standards #1 (Content Pedagogy),
#3 (Diverse Learners), #4 (Instructional Strategies),
#5 (Motivation and Management), #7 (Planning), 
and #9 (Reflective Practitioner) by helping them to

n use knowledge regarding human behavior drawn
from education and psychology to develop strate-
gies for preventing problem behavior and for
teaching prosocial skills to students.

n understand the history of the Positive Behavior
Support movement in the United States.

n create a classroom environment that promotes
responsible behavior and academic achievement.

n understand the three-tier approach to changing
student behavior.

n use the elements of Positive Behavior Support to
deal with inappropriate behaviors outside the
classroom.

n use the principles of Positive Behavior Support to
deal with problem behavior.

Hurst Photo/Shutterstock
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Scenario

Approximately a month before the school year
began, veteran teacher Theresa Sagasta pulled into
the parking lot of Fort Fulton Middle School. She
realized that if her interview went well, she would be
working in the eighth school in her twenty-five-year
career as a teacher. As a military wife, she and her
family relocate every three to four years. Therefore,
every few years, Theresa goes through the inter-
view process and learns a new school and new
procedures.

Entering the building, she was greeted by principal
Stan Ellis. “Ms. Sagasta, it is a pleasure to meet you.
Your credentials are impressive. Come into my office
and let’s have a cup of coffee and talk.”

Theresa and Stan spent the next thirty minutes
reviewing Theresa’s experience teaching math at the
middle school level. Since Theresa had spent numer-
ous years teaching at military installations, she was
interested in how Fort Fulton Middle differed from her
previous teaching assignments.

Leaning back in his chair, Stan laced his fingers
across his impressive belly. “Well, I think you are
going to find that Fort Fulton is very different in 
how we handle discipline problems. Our focus is 
on preventing problems and helping students 
make good decisions rather than on conse-
quences. So, Theresa, my primary concern is if 
your classroom-management philosophy will fit 
into our school.”

Before Theresa could answer, Stan asked her a
question. “Can you estimate how many students 
you referred to the office last year?”

Theresa hesitated, worried that her answer might
cost her the job. “I’m not sure. I try to handle things 
in my own classroom and use the office as my last
resort.” She paused. “I would guess I sent about
thirty-five students to the office last year. I probably
averaged one student a week.”

Stan leaned forward. “That doesn’t sound like 
a lot, but if every teacher in this school sent thirty-
five students a year to the office, we would have
almost six hundred students being referred to 
the office. Before we changed to our current 
classroom-management plan, we were seeing

close to a thousand students a year. In fact, seeing
students referred by teachers was all my assistant
principal had time to do. After we changed to our
current plan, we dropped the number of referrals
seventy-five percent.”

“That’s amazing,” Theresa said. “How have you
done this?”

“Two years ago we adopted Positive Behavior
Support as our classroom-management system. 
Are you familiar with this system?”

Hesitating, Theresa said, “No, I’ve been at
schools that had a schoolwide system, but I don’t
believe it was Positive Behavior Support. Can you 
tell me more?”

“Why don’t I do this?” he said, reaching for a
notebook. “In this notebook, we have outlined all 
the expectations, rules, and procedures we expect 
at Fort Fulton. Why don’t you read through the man-
ual and let’s meet again tomorrow to discuss the 
program.”

Wanting to put closure on the job, Theresa said,
“I’m sure I will be able to abide by any procedures
you have established. One thing I have learned is 
to be flexible.”

“I don’t doubt that you can be. But one thing
you have to understand is that Positive Behavior
Support can’t work unless everyone employed at
the school agrees to the same expectations and
treat students in a certain way. I find that veteran
teachers are actually more hesitant to adopt the
plan than new teachers. Sometimes, it means you
have to give up procedures you have used for years
and the mind-set you have concerning classroom
management. So, I want you to feel comfortable
regarding how we manage behavior before accept-
ing the position. I also have to be confident that 
you are willing to follow our procedures.” Walking
Theresa to the door, he said, “We will talk tomorrow.
Hopefully you will find that Fort Fulton is a good fit
for you, and we will find that you are a good fit for
Fort Fulton.”

Three weeks later, Theresa is decorating her
classroom at Fort Fulton and eagerly awaiting the
school year.
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INTRODUCTION

Like Fort Fulton Middle School, over 7,000 schools have adopted Positive Behavior Support
(PBS) as their primary schoolwide classroom-management plan (Newcomer, 2009). The
movement to incorporate PBS as schools’ primary management plan began in 1997 when
the amendments to the Individuals with Disabilities Education Act (IDEA) became law and
required that schools use positive behavioral support and functional behavioral assessment
with students with significant behavioral disabilities (Sugai et al., 2000). When school
administrators across the country discovered that the techniques used to reduce the behav-
ior of the most difficult students in their schools could also be used to change the behavior
of students without disabilities, the PBS movement began.

PBS is a perfect blend of old and new theories and based on the belief that when envi-
ronmental factors are controlled, behavior can be changed. A product of over twenty-five
years of research in behavioral science, PBS incorporates positive reinforcements and func-
tional behavior analysis. To prevent behavior problems, rules and procedures are developed
and taught to students. Therefore, PBS centers less on controlling behavior and more on
enhancing the quality of life for students by teaching them the skills to interact appropri-
ately in a multitude of settings and situations. The strategies and interventions used in PBS
have been validated through years of research as approaches to eliminate challenging
behaviors and replace them with prosocial skills (Cohn, 2001).

THE THREE-TIER APPROACH TO BEHAVIOR SUPPORT

The PBS model focuses on preventing behavior problems rather than reacting to them. In
schools that use the PBS model, administrators and faculty spend time creating learning
environments to support social and academic development (Trussell, 2008). Rather than
spending hours disciplining students, the same hours are spent teaching students rules and
procedures, reminding students of how to act in both the classroom and other school
spaces, teaching prosocial skills to those students who have problems interacting with class-
mates, and conducting functional behavior analysis for those students who have more seri-
ous behavior problems (Lewis, Newcomer, Trussell, & Richter, 2006).

Sugai et al. (2000) state that although students with serious behavior issues represent
only 1 percent to 5 percent of a school’s enrollment, often they can account for more than
50 percent of the behavioral incidents handled by office personnel and consume significant
amounts of faculty and administrators’ time. To reduce the number of incidents and the
tremendous amount of time spent dealing with problem students, schools and school
districts that use PBS create a system of discipline management that provides consistent
expectations for all aspects of the school. The foundation of this system is a three-tier
approach to the prevention of discipline problems. The three-tiered approach of PBS
has been validated in the reauthorization of IDEA in 2004 (Trussell, 2008). Figure 11.1
provides an analysis of the three-tier process.

The first level of the three-tier approach is primary prevention which focuses on
preventing the development and frequency of behavior problems (Jones, 2008). At the
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primary tier, these schools create a foundation of support to prevent problem behavior and
academic failure for all students. This preventive approach can decrease the frequency of
problem behaviors and reduce the development of more serious problems with students at
risk (Newcomer, 2009). PBS research indicates that the preventative measures used at the
primary tier are sufficient for eliminating disruptions by 80 percent to 90 percent of
students (Sugai et al., 2000).

Primary prevention focuses on structuring the school environment so problems do
not occur in the first place. This structuring begins with the creation of rules and proce-
dures for how students are to interact in all areas of the school. This is followed by the
close supervision by faculty and adminstratiors to ensure that students abide by school
rules and routines. Primary prevention also includes the creation of incentives to reward
compliance with rules. These incentives can be provided in individual classrooms or in all
areas of the school. Primary prevention includes the establishment of effective instructional
processes because discipline problems are often the by-product of ineffective instruction
(Newcomer, 2009).

During her first faculty meeting at Fort Fulton, Theresa was given an envelope of play
dollars. Stan explained that at Fort Fulton, these dollars are called Eagle Eyes in honor
of the school mascot, the eagle. The faculty members were encouraged to distribute the
dollars to students when they were found to be following rules or committing a good
deed. The dollars could be used to pay for entrance to special events or saved to be used
at the end of the nine-week term to purchase items donated by local businesses.

Figure 11.1

Three-Tiered Approach to Behavior Support

Designed for the 10 to 20% 
of students who are at-risk
and need specialized group 
programs to teach prosocial 
skills

Designed for the 5 to 7% of students
with chronic problem behavior who
need individualized programs to
change behavior

Designed for the majority
of the student population
without serious behavior
problems who need
classroom or school-wide
prevention

Tertiary
Prevention

Secondary
Prevention

Primary Prevention
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Jennifer Bambara, the teacher in the classroom next to Theresa, raised her hand. “How
often should we give students dollars?”

“At the first of the term, I would distribute them on a daily basis,” Stan explained. “As
students become accustomed to our rules, you should make the distribution more
random. We want to establish good habits and for students to see the value in following
the rules. I also want to encourage each of you to establish an award system for your
classroom.”

Secondary prevention is the next tier of the three-tier approach. The focus of the
secondary prevention is to respond to the 10 percent to 20 percent of students who will
require support beyond the primary level (Lewis et al., 2006). Secondary prevention can
occur in the classroom or through school intervention. It includes individualized behavior-
management programs and targeted group interventions.

When students consistently display problematic behaviors, they are referred to the
schoolwide team for intervention. In most cases, these interventions are designed to teach
these students the prosocial skills needed to be successful in the classroom and in their
relationships with peers. These prosocial skills are taught in the same way as academic
skills, and behavioral deficits are addressed by teaching functional replacement behaviors.
The focus is on teaching students the skills to self-monitor their behavior. As these students
display appropriate behaviors, their improved behaviors are acknowledged by faculty and
administrators. In addition, the positive feedback they receive from their peers reinforces
the newly learned behavior. Lewis et al. (2006) notes that when effective secondary systems
are in place, students who display precursors to chronic challenging behaviors are referred,
and through early interventions can learn to be productive students and effective class-
room citizens.

During the weekly schoolwide PBS meeting, guidance counselor Francis Mitchell
reads the list of students who had been referred by their teachers for the school’s weekly
skillstreaming classes. “Theresa Sagasta has referred Kaitlin Jordan for our afternoon
skillstreaming classes. Theresa describes her as immature and states that the other
students don’t want her in their groups because she acts so immature. I’ve checked

In my second-grade classroom, effective class-
room management begins with consistent
communication with my students’ parents. By
informing parents of behavior expectations
and student responsibilities, my students are
held to high standards that extend beyond the
walls of our classroom. This is one more piece
of evidence that informing, involving, includ-

ing, and investing in parents leads to student
success.

Kevin M. Grover
Second-Grade Teacher
D.W. Lunt School
Falmouth, Maine
2010 Maine Teacher of the Year

Tips from the Field
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with her other teachers, and they agree with Theresa’s assessment. I plan on calling
Kaitlan’s mother so we can arrange for a conference about Kaitlan’s behavior and the
benefits of our program. I’ve asked Theresa to be there to talk about specific examples
of Kaitlan’s behavior that are problematic.”

Tertiary prevention, the final tier, focuses on students who exhibit patterns of
behaviors that are dangerous, highly disruptive, and/or impede learning (Jones, 2008).
These students make up 5 percent to 7 percent of the student population and have not
responded to primary and secondary preventions. These students will need intense, indi-
vidualized functional-based interventions (Lewis et al., 2006). Cohn (2001) has found
that using functional-based analysis with these students doubles the rate of success for
interventions.

As the semester continued, Theresa became increasingly concerned about Madison
Vaughn. Madison began the school year as a good student who displayed few behavior
problems. As the year progressed, however, both her academic performance and
behavior deteriorated. To Theresa, it appeared that Madison wanted to get into trouble
and actually relished the idea of being referred to the office. The sweet girl who always
complied was evolving into someone who openly defied her teachers. Theresa talked to
Madison’s mother, but she insisted that she had seen no behavior change at home. The
behavior Madison displayed in other teachers’ classrooms was much like what she
displayed in Theresa’s.

After exhausting all she knew to do to help Madison, Theresa referred her to the
schoolwide PBS team. The guidance counselor talked again to Madison’s mother about
any changes in Madison’s health or home life. She learned that like many of the
students in the school, Madison’s father had been recently deployed. Her mother, how-
ever, did not think that was the source of Madison’s problems, because they had been
through deployments before.

The guidance counselor spent one day following Madison to her classes to observe
her interactions with teachers and her peers. She reviewed Madison’s previous records
and talked to all of Madison’s teachers. She also brought Madison into her office to see
if she could explain her behavior. Madison refused to participate until they began

To use Positive Behavior Support in your class-
room, you will need to do the following:

1. Discuss incorporating Positive Behavior
Support with your administrator. Be
confident that you have support for 
your plan.

2. Review your classroom policies, rules, con-
sequences, and procedures to determine if

they create the classroom environment you
desire.

3. Evaluate your actions and interactions. Are
you the model you desire?

4. Incorporate the three-tier approach to pre-
vent behavior.

5. Create a system of positive reinforcements
to change student behavior.

Step-by-Step Positive Behavior Support
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In the Positive Behavior Support plan, students who consistently display
problematic behaviors are referred to a schoolwide team for intervention.
Bob Daemmrich Photography

SCHOOLWIDE APPROACH TO PBS

The principles of PBS can be used by an individual teacher or by an entire school. However,
they are most effective when adopted by a school or school district. This ensures that
students are getting consistent messages from all faculty, administrators, and staff. A shared
vision of the appropriate way to prevent inappropriate behaviors ensures that faculty and
staff training is consistent and that all stakeholders are in agreement regarding how they
approach problem solving (Carr et al., 2002).

talking about her father. Finally, Madison asked, “If I’m bad enough, you will have to
have my father come home, right?”

Surprised, the guidance teachers said, “Well, no. That’s not what usually happens.
We have never asked a father to come home because a student was bad.”

Suddenly, Madison began to cry. “But I heard that one of the high school kids’
father had to come back because he got in so much trouble. If I’m bad enough, you
should make my father come home.”

The guidance counselor reached over and put her hand on Madison’s shoulder.
“Madison, is this what this has been about? Were you hoping to bring your father
home by being bad?”

Through her tears, Madison explained that she hadn’t wanted her father to be
deployed and had hoped she could bring him home. Over the next few weeks, Madison
and her mother met regularly with the counselor, and Theresa watched as Madison
returned to her old behavior.
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In schools where PBS is adopted as their classroom-management model, a leadership
team is established to guide all processes of the schoolwide PBS. An initial task of the team
is to find consensus among stakeholders of what will be the desired student behavior and to
express these as the school’s expectations. Many schools develop an expectation matrix to
make sure that the expectations are applied to all aspects of the school. Table 11.1 provides
an example of such a matrix. The leadership team also identifies ways to acknowledge
students who meet these expectations. Incentives for positive behavior can range from indi-
vidual to group rewards.

School teams who adopt PBS understand that time is needed to teach rules and proce-
dures to students. However, they feel that the time spent in preventing behavior problems
results in less time responding to discipline problems. It is the belief of those adopting
schoolwide PBS that if the number of students sent to the office for behavior problems can
be reduced, the administrative staff can spend the time they saved in working one-on-one
with students who need additional interventions. Therefore, part of the training for faculty
is in helping teachers and supervisory staff differentiate between the behaviors that they
should manage and the behaviors that warrant a referral for administrative involvement. In
order to assure consistency among faculty, the leadership team develops scripted lessons
based on direct instruction for teachers to use.

Schools adopting schoolwide PBS must collect data to determine if adopted practices
are having the desired results (Lewis et al., 2006). On a school-wide level, PBS relies on
accurate and reliable discipline referral data to understand the behaviors occurring
within a school. An analysis of data allows the leadership team to identify problem areas of
the school, brainstorm interventions, and reward the students exhibiting the expected
behavior. The data are then shared with the staff, students, and families.

Each Monday at noon, the Fort Fulton PBS leadership team has a working lunch. As
the team settles into their places, Stan hands out the agenda. “Folks, as you can see, we
have a lot to cover today. So, we need to get started as soon as possible. Phillip, you have
the results from our most recent analysis of office referrals. Do you want to share your
findings?”

Assistant Principal Phillip Richardson passes out a report showing the week’s
referrals. “As you can see, our referrals were up this past week, but almost all of them
are coming from two new bus drivers. I don’t think they are familiar with our PBS
program and our expectations for student behavior. I called Joe Miller at the trans-
portation office to discuss a time we can provide training for all the new drivers.
I also want to recommend that next week we ask all faculty to spend part of their
morning going over our expectations for bus behavior with students. Does anyone
have any questions?”

Non-Classroom PBS Strategies

PBS is most effective when it is not only used in classrooms but extends to areas of the
school where large numbers of student congregate, where social interactions among
students occur, and in areas that have minimal adult supervision. These areas of the school
present a different set of management challenges from the classroom. Prevention is the key
to reducing problems and includes removing unsafe objects, eliminating obstructed views,
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Table 11.1 Sample School Expectations Matrix

School
Expectations Be Ready Be Responsible Be Respectful

Classroom n Bring all needed
supplies to class.

n Have homework
completed at the
beginning of class.

n Be on time.
n Be in assigned seat.
n Dress appropriately.
n Focus on directions

given.

n Stay actively involved
during the entire class
period.

n Use time wisely.
n Ask for help when needed.
n Take care of the materials

and work space.
n Organize our own

personal belongings 
and materials.

n Listen while someone
else is talking.

n Use property as it was
intended to be used.

n Leave others’
belongings alone.

n Leave work area clean
and neat.

n Keep your hands to
yourselves.

n Use appropriate, non-
offensive vocabulary
and gestures.

Hallway n Have hall pass with
you.

n Have only conver-
sations that can be
heard at an arm’s
length.

n Move toward class
at the warning bell.

n Walk.

n Talk without using
profanity or offensive
language.

n Listen for the warning bell
and go to class.

n Refrain from horseplay.

n Leave room for people
to come and go down
the hallway.

n Keep hands and feet to
yourselves.

n Pick up what you drop.
n Help keep hallway

clean.

Cafeteria n Have money/
number ready to pay.

n Get utensils/all food
items before being
seated.

n Clean up area after eating.
n Use arm’s length voices.
n Keep food on trays.
n Walk to line up and return

to class appropriately.

n Speak politely.
n Allow your classmates

their personal space.
n Use good table

manners.
n Use school and

personal property
appropriately.

Restroom n Use the nearest
facility.

n Go directly to and
from the restroom.

n Use during break
time.

n Notify staff of problems.
n Use facilities as

intended.

n Use restroom supplies
appropriately.

n Use trash receptacles.
n Be mindful of other

people’s privacy.
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altering traffic patterns, or adjusting schedules to reduce the number of students in a
particular area. To encourage compliance of rules and procedures, some schools make
posters of pictures of students complying with school rules and procedures and display
these posters in non-classroom settings. Effective management of non-classroom areas
requires four processes: precorrection, active supervision by faculty and staff, positive
reinforcement, and modeling (Newcomer, Colvin, & Lewis, 2009).

Precorrection procedures are used to make adjustments before a student has a chance
to respond inappropriately. Teachers use precorrection when they anticipate the occur-
rence of problem behavior. During precorrection, faculty or administrators remind stu-
dents of the expected behavior and provide reinforcement for correct behavior. Newcomer
(2009) identifies the following two objectives of precorrecton: (a) elimination or reduction
of problem behavior and (b) establishment of an expected behavior to replace the problem
behavior. Precorrection is essential when students are transitioning from the classroom to
non-classroom settings.

The second strategy to prevent problems in non-classroom settings is active supervision
by administrators, faculty, and staff. Active supervision extends the concept of proximity
control to areas outside the classroom. When students know that faculty and administra-
tion are present and available, students display appropriate behavior. It is for this reason
that many schools require teachers to stand outside their doorways during class change.
Visual scanning of areas where students gather and have social interaction prevents much
of the misbehavior that can occur.

Increasing the amount of positive teacher-to-student interactions is the third strategy for
improving behavior in non-classroom situations. Basic principles of human behavior suggest
that behavior is largely a product of the environment and that appropriate behavior is more
effectively shaped by positive consequences than negative consequences. Therefore, high
rates of interaction between teachers and students are needed in non-classroom areas.

Finally, it is important that teachers model the behavior they desire. When students are
told they cannot talk in certain areas of the school complex and in assemblies and, yet,
teachers huddle and have conversations in these areas, students receive mixed messages.
Teachers must model the behavior they expect of students.

Because the referrals from bus drivers had increased, the administrative team at Fort
Fulton felt that more attention should be paid to preventing such incidents. They
began by having posters made of students displaying the appropriate behavior in the
bus loading zones and on the buses. These posters were displayed in the exit hallways.
Teachers were asked to have class meetings and to discuss with students the rules and
procedures for loading buses and for riding the buses. Finally, as a precorrection, each
faculty took a few minutes before releasing students to the buses to review the school
expectation for bus behavior.

Classroom Strategies

Newcomer (2009) notes that the most crucial setting for implementing PBS is the classroom.
Although PBS is most effective when it is a schoolwide initiative, teachers in schools with-
out a schoolwide program can still use the principles of PBS as their classroom-management
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I keep track of responsible student conduct by
assembling a three-ring notebook and placing
one page per student inside at the beginning of
the year. On the first day of school, I show the
students their blank page and challenge them to
keep it blank for the whole school year. Here’s
how it works. When a student breaks one of our
rules, that student must go to the behavior note-
book and write a brief account of what tran-
spired. If I agree with the assessment, I sign it and
date it. This page is sent home with the report

card at the end of the marking period. A big
point is made of the fresh start for all at the
beginning of the next marking period. If a stu-
dent has a blank page all year, I send home the
original blank page with a heartwarming note of
praise for good behavior all year long.

Maribeth Petery
Fourth-Grade Teacher
Clay Elementary School
Ephrata, Pennsylvania

Tips from the Field

model. To be effective, teachers should use classroom universals identified to support PBS.
Classroom universals are those organizational and teacher instructional practices that are
essential in preventing the occurrence of problem behaviors while simultaneously increas-
ing academic achievement. There are three classroom universals to be used with PBS:

1. Identification and instruction of rules and routines. Although classroom rules and
expectations should reflect the unique characteristics of an individual classroom, they
must be linked to and reflect the greater schoolwide expectations. By linking back to
the language of the schoolwide expectations, students learn how classroom expecta-
tions fit into the school context. As with the schoolwide expectations, these rules are
taught in the first few weeks of school and reviewed on a regular basis.

2. Establishment of the physical structure of the classroom. This would include the
arrangement of student desks and the equipment that must be used by students. It
also includes the posting of classroom rules. In successful classrooms, procedures have
been developed and practiced for how students should be doing their work, turning in
papers and homework, and exiting the classroom.

3. The use of instructional strategies that promote positive student–teacher interactions.
Teachers using the PBS model are trained in how to use wait time, prompts, and
instructional talk to create a positive learning environment. Newcomer (2009) states
that “Instruction may be the most critical antecedent for appropriate student behavior”
(p. 9). This implies that by using engaging, structured instructional practices, teachers
can improve student task engagement and reduce the occurrence of problem behaviors.

Schoolwide PBS programs often overlook the important role of the classroom teacher, and
the training of teachers in prevention techniques often receives the least amount of atten-
tion. The results are inconsistencies in implementation of the schoolwide PBS. Therefore,
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each classroom in the school should have agreed upon classroom universals, and teachers
should be trained in their implementation.

During the first few weeks at Fort Fulton, Theresa was invited to attend a workshop on
the relationship between instructional practices and student behavior. As a veteran
teacher, Theresa felt she understood how her behavior impacted her students, but
during the workshop she realized that there were numerous things she could do to
improve her practices. She started to post a daily agenda so that she and the students
would stay on-task. She assigned students tasks so that less time was wasted passing
out papers and graded work. She kept a chart to make sure she had some positive
interaction with each student every day. She soon realized that all these strategies not
only improved behavior but also increased academic achievement.

When we started PBS we saw a tremendous
improvement in behavior—especially in office
referrals. The added bonus that we had not antic-
ipated was that it seemed to change the whole
climate of our school. Teachers were no longer
barking at students to “pull cards,” but rather
looking for good things students were doing that
they could reward. Our faculty seemed happier,
and so did the kids. The biggest area of help was
in the transition areas (hallways, bus duty, etc.),
and in places like bathrooms and cafeterias.
Procedures for how to act in those areas were
demonstrated and practiced by each class and
teacher. Businesses donated hundreds of dollars
for T-shirts and prizes. Since our mascot was the

panther, students were given Paw cards for good
behavior. Each Paw card is worth a point toward
prizes in our Paw Store. Weeks before the store
opened, there were posters displayed all over the
school with pictures of the prizes—everything
from pencils to bicycles and video games. This
really motivated the students to try extra hard
to get “caught” following our schoolwide rules,
which are Be ready . . . Be responsible . . . Be
respectful.

Amy Whitworth
Chair of PBS Team
Pleasant View Elementary School
Pleasant View, Tennessee

Tips from the Field

STRATEGIES FOR DEALING WITH DIFFICULT STUDENTS

The PBS approach to dealing with difficult students requires a substantial shift in thinking
regarding behavioral interventions and about the students who present very difficult
problem behaviors. Bambara, Nonnemacher, and Kern (2009) note that PBS requires
“letting go entrenched beliefs and practices and accepting those that emphasize preven-
tion rather than consequences, individualization rather than standard disciplinary inter-
ventions and inclusion rather than exclusion” (p. 173). Therefore, the response to difficult
students is not on how to punish the student but on how to help students change their
behavior and learn new skills.
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The third tier of the three-tier approach, tertiary prevention, is used with this popula-
tion of students. The most common intervention is the functional behavior analysis. This
approach is required for students with identified disabilities but has been shown to be suc-
cessful with all students. This process is described in detail in Chapter 2.

POSITIVE BEHAVIOR SUPPORT IN THE CLASSROOM

Scenario
As Theresa returned from winter break, she stopped by the office to get her mail and
to say hello to the school secretary. Handing Theresa three file folders, the school
secretary said, “You will be getting three new students today. Their parents came 
by during the break to get them registered.”

Theresa was accustomed to the constant change in the enrollment in her class-
room. Two students had left at Thanksgiving and three more had told her good-bye
on the last day of class before winter break. Being part of a military family, she under-
stood the emotions that come with leaving and entering a new school. Therefore, she

STRENGTHS AND WEAKNESSES OF POSITIVE 
BEHAVIOR SUPPORT

Research shows that PBS is effective in assisting students with challenging behaviors. In fact,
research also shows that when PBS strategies are implemented schoolwide, children with
and without disabilities benefit (Cohn, 2001). Cohn notes that PBS research conducted
over fifteen years has shown that PBS is effective in promoting positive behavior in students
and schools. In schools that implement systemwide interventions, there is a reported
increase in time engaged in academic activities and improved academic performance.

In addition, Cohn found that schools that employ schoolwide interventions for prob-
lem behavior prevention indicate reduction in office referrals of 20 percent to 60 percent.
With this reduction, less time is spent in dealing with discipline issues that could have been
prevented and more time is devoted for serious issues.

The major criticism of the PBS model for many teachers is that implementing PBS is
a time-consuming issue. Much time must be spent reminding students of rules and pro-
cedures. Teachers must be trained in the consistent application of the principles behind
PBS if it is to be effective. Bambara et al. (2009) found that principal support is critical if
teachers are to be successful in implementing PBS.

Marshall (2009) criticizes PBS on a more philosophical level. Noting that PBS is an out-
growth of B. F. Skinner’s work with pigeons, rats, and other animals, he questions its use with
students. He recognizes that it has worked with some special needs students but criticizes
adminstrators who determine that the program should be used with the entire school popu-
lation. Kohn (2006) agrees and states that PBS is just “old Skinnerian wine in shiny new bot-
tles” (p. 138). He contends that PBS is old behavioral techniques applied at a schoolwide level.
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made an extra effort to see that each student who left her classroom would take posi-
tive memories of their time with her, and she tried to make every student feel welcome.

The constant change in demographics had seemed a challenge when she first
started using the PBS model. Because the teaching of rules and procedures is so
critical to the success of PBS, she feared she would constantly have to reteach as
new students entered her room. However, she quickly learned that because of the
schoolwide adoption of PBS, a system was in place to teach students and their par-
ents regarding the school’s expectations. Each Monday afternoon, an orientation was
conducted for new students and their parents. The teachers of new students were
asked to attend and to meet after the group meeting to explain specific classroom
rules and procedures.

Between first and second period, Theresa was at the door, supervising the move-
ment of students in the hall, when a new face appeared at her door. Reaching out to
shake his hand, she said, “You must be Devin. I heard you will be joining my class
today. Let me show you where you will sit.” Leading Devin to his desk, Theresa con-
tinued, “I have assigned you a seat beside Jake. If you have any questions about how
to do something, a class rule, or a procedure, ask Jake. Once I get everyone settled, 
I will come back to get to know you better.”

Summary

In 1997 Positive Behavior Support (PBS) became an important aspect of most schools’
classroom-management system when the amendments to the Individuals with Disabilities
Education Act (IDEA) became law and required that schools use positive behavioral
support and functional behavioral assessment with students with significant behavioral
disabilities. Since then, over 7,000 schools have adopted PBS as their primary management
plan as research found that the strategies used for students with severe behavior problems
were effective with the general population of students.

The foundation of PBS is a three-tier approach to the prevention of discipline problems.
The first level of the three-tier approach is primary prevention, which focuses on prevent-
ing the development and frequency of behavior problems. The second tier, secondary pre-
vention, includes individualized behavior-management programs and targeted group
interventions. Tertiary prevention, the final tier, focuses on students who exhibit patterns of
behaviors that are dangerous, highly disruptive, and or impede learning interventions

Definitions for these terms appear in the glossary:

Positive behavior support
Secondary prevention
Tertiary prevention
Three-tier approach

Active supervision
Classroom universals
Precorrection
Primary prevention

Key Terminology
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Chapter Activities

Reflecting on the Theory

1. In Ms. Resnik’s sixth-grade class, students frequently get into arguments. Most of these
altercations begin when one student calls another student a derogatory name. When she
intervenes, Ms. Resnik usually hears, “I was only kidding.” How can Ms. Resnik use Positive
Behavior Support to change the behavior of her sixth-grade students?

2. Some have suggested that Positive Behavior Support is a luxury that schools cannot afford
during a period when high-stakes testing determines what will be presented in schools.
Do you agree or disagree?

3. Bambara et al. (2009) note that PBS requires “letting go entrenched beliefs and practices
and accepting those that emphasize prevention rather than consequences, individualiza-
tion rather than standard disciplinary interventions and inclusion rather than exclusion”
(p. 173). What does this mean? What are the entrenched beliefs that teachers have regard-
ing the appropriate ways to deal with problem students?

Developing Artifacts for Your Portfolio

1. In the classrooms you have observed, what were the prevalent social skills that students
appeared to be lacking?

2. Consider one procedure you will have in your classroom. Write a lesson plan for teaching
this procedure to your students.

Developing Your Personal Philosophy of Classroom Management

1. Review the philosophy behind the development of Positive Behavior Support. Does this
philosophy match your personal philosophy of classroom management? How or how not?

2. Positive Behavior Support is based on the assumption that it is the responsibility of the
classroom teacher to provide instruction in the social skills required for a productive life.
Others would argue that the teaching of these “life” skills is the responsibility of the family
and community. What is your stand on this issue? Explain your reasoning.

3. Will you be incorporating Positive Behavior Support in your classroom? Why or why not?
Are there some strategies that you will definitely incorporate into your classroom-
management plan? Why?

Resources for Further Study

Further information about Positive Behavior Support and resources for its use in the classroom
can be found by contacting

OSEP Center on Behavior Interventions and Support
http://www.pbis.org
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Go to the Topic: Managing Special Groups in the MyEducationLab
(www.myeducationlab.com) for your course, where you can:

n Find learning outcomes for Managing Special Groups along with
the national standards that connect to these outcomes.

n Examine challenging situations and cases presented in the IRIS
Center Resources.

n Use interactive Simulations in Classroom Management to practice
decision making and to receive expert feedback on classroom-
management choices.
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From Chapter 12 of Effective Classroom Management: Models and Strategies for Today’s Classroom, 3/e.
Carlette Jackson Hardin. Copyright © 2012 by Pearson Education. All rights reserved.
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Objectives

Chapter 12 prepares preservice teachers to 
meet INTASC standards #3 (Diverse Learners), 
#5 (Motivation and Management), and 
#9 (Reflective Practitioner) by helping them to

n understand the basic principles behind conflict
resolution and peer mediation.

n evaluate approaches to conflict resolution.

n learn how conflict resolution and peer mediation
can be used to reduce conflict based on differences
in gender, sexual orientation, class, ethnicity, and
physical and mental abilities.

n learn how to apply strategies from conflict resolu-
tion and peer mediation in the classroom.

n understand the basic reasons for conflict within a
classroom.

n evaluate the appropriateness of using a conflict-
resolution approach in their classrooms.

n use the principles of conflict resolution to deal
with problem behavior.

Annie Pickert/Pearson
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INTRODUCTION

Resolving classroom problems through conflict resolution and peer mediation has become
an accepted part of many schools’ discipline plans. Peterson (1997) found that by 1995
there were 5,000 such programs in U.S. schools, and the number rises each year. In some
cases, conflict resolution and peer mediation are used by an individual teacher, such as 
Ms. Cunningham, as a means of teaching social skills and resolving classroom conflicts.
In other cases, it is a schoolwide approach, in which participation, support, and resources
extend beyond a single classroom.

Donna Crawford and Richard Bodine developed one of the earliest and best known
approaches to conflict resolution. They consider conflict as an inevitable part of life and
suggest that learning how to respond to it constructively is essential for peaceful schools
and successful lives. As Bodine, Crawford, and Schrumpf (1994) note: “Conflict is a natural,
vital part of life. When conflict is understood, it can become an opportunity to learn and
create. The challenges for students in conflict are to apply the principles of creative cooper-
ation in their human relationship” (p. 51).

Crawford and Bodine (1996, 2001) view conflict resolution as a viable alternative to tra-
ditional classroom-management programs because they found that much of classroom mis-
behavior is actually unresolved conflict. Johnson and Johnson (2006) agree and suggest that,
“all discipline problems are conflicts, but not all conflicts are discipline problems” (p. 830).

Scenario

Third-grade teacher Jennifer Cunningham is helping
Allison with her math when she hears a loud crash 
at the computer center. When she reaches the com-
puter center, she finds the chair overturned, Jamil on
the floor, and Sean standing over Jamil. Helping Jamil
to his feet, she asks, “Do you guys want to tell me
what is going on here?”

Obviously upset, Sean quickly explains. “It was
my time to use the computer, but Jamil wouldn’t
move. I pushed him to get him out of the chair, and
the chair turned over. I wasn’t trying to hurt him.”

Jamil turns to Sean. “I’m not hurt, but you had no
business pushing me. I was going to let you use the
computer as soon as I finished my game.”

Ms. Cunningham stops the argument. “Okay, let’s
talk about this. Sean, which of our rules did you
break?”

“Not to touch anyone without permission.”
“And what is the consequence for breaking 

this rule?”
“I have to get detention after school.”

Turning to Jamil, Ms. Cunningham asks, “And
Jamil, you weren’t following our procedures for com-
puter use, were you? What is the consequence for
not following our procedures?”

“I lose my next turn at the computer, but 
Ms. Cunningham, I only needed a few more
minutes. Sean should have waited. He shouldn’t
have pushed me.”

Not wanting to be the only one at fault for the 
situation, Sean quickly says, “You always hog the
computer. It’s not fair. You’re selfish.”

“All right, boys, that’s enough. I’m more concerned
about your relationship with each other than who is at
fault or who should be punished. Now, I want to give
you a chance to work this out between you. Are you
willing to go to the Peace Corner and resolve this
problem?”

In unison, the boys say, “Yes, Ms. Cunningham.”
“Good. When you have finished, come see me

and tell me how you plan to keep this from happen-
ing in the future.”
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To use Conflict Resolution and Peer Mediation in
your classroom, you will need to do the following
things:

1. Evaluate the sources of conflict in your
classroom and determine your contribution
to the issues.

2. Determine what conflicts you can eliminate
in your role as teacher.

3. Teach conflict-resolution skills to students
through direction instruction or through an
integrated curriculum.

4. Provide opportunities for students to prac-
tice conflict management skills with your
assistance.

5. Conduct class meetings to resolve classroom-
wide conflicts.

Step-by-Step Conflict Resolution and Peer Mediation

Conflicts evolve into discipline problems when teachers manage the issues arising
from conflicts without dealing with the problems that created the misbehaviors in the first
place. Students learn little about alternative ways of dealing with their misbehavior when
their behavior is controlled by traditional management methods of punishment such as
time-out, detention, suspension, and expulsion. Therefore, conflict-resolution education
moves away from the focus on punishment and has the following goals:

n to create a safe learning environment where incidents of aggression and violence are
reduced

n to create a constructive learning environment where students feel safe to express ideas
and feelings

n to enhance student social and emotional development by giving them the tools to deal
with values different from their own

n to create a constructive conflict community where social justice is the cornerstone of
thought (Jones, 2007)

CAUSES OF CLASSROOM CONFLICT

As Bodine and others (1994) stress, conflict is a part of life, and without conflict there
would be no personal growth or social change. It is important that students learn effective
ways of dealing with the types of conflict they will encounter throughout their lives. In fact,
Girard and Koch (1996) note that conflict is part of the hidden curriculum in schools and
exists in classrooms, lunchrooms, hallways, and on the playground. Kreidler (1984) suggests
that the causes of classroom conflicts reflect those of society and typically revolve around
issues of needs, values, and resources.

Many of the conflicts in the classroom center on the desire to meet basic needs, includ-
ing the need for power, friendship and affiliation, and self-esteem and achievement. Bodine
et al. (1994) note that conflict resolution is extremely difficult when students perceive that
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others are threatening their psychological needs. It is important for teachers to understand
that conflicts over unmet psychological needs are often played out against the backdrop of
limited resources. Students appear to be in conflict over physical things when in reality, the
need may be much deeper and more fundamental. If psychological issues are left unre-
solved, the conflict will appear again and again.

Conflicts may arise over limited resources (time, money, property) and are typically
the easiest to resolve. The goal is to teach students that cooperating rather than competing
for scarce resources is in their best interests.

Conflicts involving different values (beliefs, priorities, principles) tend to be more dif-
ficult to resolve than those about resources. When students’ values are challenged, they feel
threatened. Conflicts over values involve the use of words such as honest, equal, right, and
fair. Through effective conflict resolution, however, students can learn that resolving a val-
ues conflict does not mean that they have to change or realign their values. Often, agreeing
that each person views the situation differently is the first step toward resolution. If stu-
dents can learn to accept each other’s differences in beliefs, they will be able to deal with the
issue in conflict rather than focusing on their differences.

The diversity of today’s classrooms provides an arena for conflict as students learn and
play with students from backgrounds different from their own (Crawford & Bodine, 1996).
This diversity may lead to misunderstandings or misperceptions of the intentions, feelings,
needs, or actions of others. Reactions to differences often take the form of prejudice, dis-
crimination, harassment, and hate crimes. Conflict-resolution education programs provide
a framework for addressing these problems by promoting respect and acceptance through
new ways of communicating and understanding. Although complex, these conflicts can be
resolved by increased awareness, understanding, and respect.

Kreidler (1984) suggests that sometimes the classroom teacher is the source of conflict
in the classroom. Teachers who create a highly competitive atmosphere will have classrooms

I learned a wonderful technique for solving class-
room problems from my cooperating teacher
during my student teaching. She used a method
called “Having a Bone to Pick.” My cooperating
teacher made copies of skeleton bones and placed
each child’s name on a bone. Her name also
appeared on a bone. These were placed on a
bulletin board. Whenever a student had a prob-
lem with another child or with the teacher, they
went to the board and “picked a bone.” At the
end of the day, she allowed fifteen minutes for
resolving issues. If a student had picked the bone

of another student, they went to a quiet location
to work out their differences. If a student had
picked the teacher’s bone, he or she came to the
teacher’s desk to discuss the issue. This discipline
plan teaches children to resolve their problem in
a diplomatic way and prevents small issues from
escalating.

Candida Phelps
Special Education Teacher
Rivermont Elementary School
Hixson, Tennessee

Tips from the Field
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RESPONSES TO CONFLICT

According to Bodine et al. (1994), responses to conflict can be categorized into three basic
groups: soft responses, hard responses, and principled responses. In both soft and hard
responses, students negotiate from these positions, either trying to avoid or win a contest
of will.

Soft responses usually come from students who are friends or students who want to
keep peace in the classroom, school, or neighborhood. In many cases, the students want
to agree, and they negotiate softly to do so. Avoidance is a common response and is
achieved by withdrawing from the situation, ignoring the conflict, and denying emotions.
Accommodation is another response that offers protection from aggression by other stu-
dents. With both avoidance and accommodation, resentment grows and eventually feelings
of disillusionment, self-doubt, fear, and anxiety about the future develop. For example,
consider a typical middle school situation in which avoidance is the chosen response:

When Callie Davis transferred to Chapman Middle School, she was pleased when
Shauna, one of the more popular girls in the eighth grade, wanted to be her friend.
Now, Callie fears that Shauna just likes her so that she can borrow Callie’s clothes.
Every time Shauna comes to Callie’s house, she asks if she can borrow a blouse or pair
of jeans. Callie’s wardrobe is slowly being emptied, but she is afraid that if she con-
fronts Shauna, Shauna will not only stop being her friend, but she will also lose the
circle of friends she has made through Shauna.

In contrast to soft responses are hard responses to conflict, in which adversaries war
until one is victorious. Hard responses to conflict are characterized by confrontations that
involve threats, aggression, and anger (Bodine et al., 1994; Kreidler, 1984). In hard res-
ponses, pressure is applied as those in conflict try to have their own way. Hard responses
typically result in one of two outcomes. One outcome is that the more aggressive student
wins, and the other loses. The second outcome involves a lose-lose situation in which the
desire to hurt or get even with the other student provokes vindictive actions. Consider how
a hard response results in a lose-lose situation for Demario and Ryan.

Demario Wamble dreads riding the school bus because he has become the target of
bullying by Ryan Poole. On the first day of school, Ryan made Demario move so Ryan
could sit closer to his friends. Now, making Demario move each morning has become a
game for Ryan. No matter where Demario sits, Ryan decides he wants to sit where
Demario is sitting and threatens Demario until he relinquishes his seat.

After weeks of such treatment, Demario is plotting revenge. On the ride to Ryan’s
stop, Demario hides thumbtacks in the seat. Carefully avoiding the sharp points, Demario
can’t wait until Ryan once again threatens him and makes him relinquish his seat.

full of conflict. When teachers favor one student or group of students, tension and jealousy
are created. Too often, teachers place irrational or impossible expectations on students.
Students often feel that rules are inflexible or that consequences are not applied equally.
All of these teacher-created situations create an atmosphere of fear and mistrust.
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Principled responses to conflict are proactive rather than reactive. Students who use
principled responses have developed communication and conflict-resolution skills (Bodine
et al., 1994). Principled responses to conflict are characterized by each student seeking to
understand the other while trying to be understood. Principled negotiators are skilled,
active, empathetic listeners. Principled negotiators focus on the interests of both sides and
strive to create situations in which each person wins. The following example shows how
Jade and Leigh use a principled approach to resolve their differences.

For the last few days, tension has been mounting in Mr. Merriwether’s class. Best
friends Jade and Leigh are no longer speaking to each other, and the other students
have begun to take sides in the dispute. Taking the girls aside, Mr. Merriwether learns
that Jade has accused Leigh of telling a secret that Jade shared with Leigh. Realizing
that the girls want to remain friends, he suggests that they participate in peer media-
tion. After one session with the peer mediator, the girls put aside their disagreement
and become friends once again. Mr. Merriwether is pleased when peace returns to his
classroom.

The three types of responses to conflict produce different outcomes. The actions stu-
dents choose when they are involved in a conflict will either worsen or lessen the problem.
Soft positional bargaining is considered a lose-lose approach to conflict. Students do not
deal with the root of the problem, and eventually both students lose. In hard positional
bargaining, a win-lose situation is created that can be self-destructive as well as destructive
to the opponent. Only through a principled approach, such as conflict resolution or peer
mediation, can issues be resolved in a peaceful, productive manner.

PRINCIPLES OF CONFLICT RESOLUTION

Crawford and Bodine (2001) propose that conflict resolution offers an alternative approach
to classroom management that brings the disputing parties together, provides them with
the skills to resolve the dispute, and expects them to do so. Because there are different
approaches to conflict resolution, Kreidler (1984) recommends that teachers consider the
following when choosing a conflict-resolution technique.

n The age and maturity level of the students involved. Younger students may need adult
intervention to help in the resolution of the problem. If one of the students is angry
and poses a danger to others, the teacher’s presence is needed to ensure the safety of
all involved.

n The time and place appropriate for intervention. Conflict resolution requires time for
those in conflict to express feelings and to consider solutions. Such negotiations
cannot take place quickly or in a public forum. In some cases, students may need a
cooling-off period before beginning negotiations.

n The type of conflict. Whole-class problems may require a group meeting, whereas
issues between individual students may be resolved by the students or through the 
use of a mediator.
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The type of intervention used must meet the specific needs of those involved. There
are three basic types of conflict resolution available for use by students and teachers: medi-
ation, negotiations, and consensus decision making (Crawford & Bodine, 1996, 2001).

The most commonly used and best known method is mediation. Mediation is a problem-
solving process in which conflicting students meet face-to-face to work together to resolve the
dispute assisted by a neutral third party (Bodine et al., 1994). Mediation can take place within
the classroom setting or in the context of a schoolwide program available to all students.

Essential to the success of the mediation process is the mediator who orchestrates the
prescribed step-by-step procedure, asking questions and ensuring that those in conflict
hear each other. Although the role of mediator can be filled by the teacher, the principal, or
another adult, it is best filled by a fellow student or students who have been trained to be
peer mediators. Peer mediation has the advantage of demonstrating to students that they
have the ability, by communicating and cooperating, to resolve their differences without
adult intervention. When peer mediators are used, they should be selected from groups
who represent the general student population in terms of race, gender, achievement, and
behavior. Bodine and colleagues (1994) stress that students as young as third grade have the
ability and sophistication to serve as co-mediators in such a program.

In negotiations, conflicting students work together, unassisted, to solve their dispute.
Negotiation can be a powerful tool, especially within a classroom in which all of the stu-
dents have been trained in conflict resolution. Bodine et al. (1994) suggest that classrooms
have a negotiation center or “peace corner” where students in conflict sit face-to-face to
conduct the negotiation while other classroom activities proceed concurrently.

The final option available to teachers is consensus decision making. This is a group
problem-solving strategy in which all parties affected by the conflict collaborate to create a
plan of action that all parties can and will support. Crawford and Bodine (2001) suggest
this strategy of group problem solving when conflict affects the entire class. The vehicle for
group problem solving is the class meeting.

The purpose of such class meetings is to solve a problem rather than to determine who
is to blame or who should be punished. Through the process, an agreement is reached that is

I use a small plastic bucket to address the issue of
tattling. I decorate the bucket with a sad face, a
nose, eyes, and some big ears. After I discuss tat-
tling with the class, I tell my students that if they
want to tattle, they must write their concern on a
piece of paper and place it in Mr. Bucket. This has
been a great help in stopping the tattling because
kids don’t get my attention. Later, I read what is

placed in Mr. Bucket and then decide if anything
needs to be addressed.

Kirk Ver Halen
Gifted and Talented Teacher
Elisha M. Pease Elementary School
Dallas, Texas

Tips from the Field
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THE CONFLICT-RESOLUTION PROCESS

Crawford and Bodine (2001) propose that the steps in conflict resolution should be taught
to all students, not just those with disruptive behaviors. The problem-solving process incor-
porates the following steps (see Table 12.1).

acceptable to the group. This may mean that the decision will be the best resolution of the
conflict for the group as a whole but may not be the best solution for individual students.

Classroom teachers facilitate group problem solving through class meetings. To begin,
teachers review the process and list key issues to be resolved. The focus is on the process,
and the teacher is there only to ensure that all the steps in the process are completed rather
than to lobby for a particular outcome. Teachers can provide their points of view by asking
questions. Teachers restate agreements as they occur and help the class develop a plan for
solving the problem.

Table 12.1 Steps in the Conflict-Resolution Process

Step 1: Set the stage Each day a conflict develops on the playground as Pedro Salcedo
and Clayton Vassey struggle to see who will be the leader of
whatever game is being played. Both boys are good athletes and
both feel they have the right to be team leaders. Their constant
bickering is ruining everyone’s fun, and little gets done during the
limited recess hours.

Step 2: Gather perspectives During mediation with their teacher, Sara Kurita, Pedro and Clayton
are encouraged to tell their side of the conflict. It was agreed that
only one boy could talk at a time and when one boy finished, the
other boy had to repeat what he had just heard.

Step 3: Identify interests During the discussion, it became obvious that while each boy
wanted to be the leader, both Pedro and Clayton realized that they
were not being fair.

Step 4: Create options One option suggested by the boys was that they would take turns
being leader.

Step 5: Evaluate options While the plan seemed fair to them, Pedro and Clayton realized that
other students might want to be the leader as well. They decided
that the fair way to handle the problem was for all the students to
take turns being the leader, and once a student had a turn, the
student could not be leader again until everyone had had a turn.

Step 6: Generate agreement Because their plan involved the entire class, Pedro and Clayton
decided they should present their plan to the class for approval. 
At the end of the session, the boys shook hands, pleased with their
ability to solve the problem.
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Step 1: Set the Stage

Whether the method of conflict resolution is mediation, negotiation, or group problem
solving, all participants must agree to participate and cooperate to solve the problem. If at
any point the participants indicate a lack of desire to cooperate, the process ends. Without
cooperation, the process is futile.

In conflict resolution, it is important that ground rules be set. Doing so begins with
a review of the steps involved in conflict resolution. Determining the need for confiden-
tiality is essential. With elementary-age students, strict confidentiality may not be required;
however, it becomes increasingly important as the age of those in conflict increases and the
issues in dispute become more personal and sensitive. All parties must agree that there will
be no name calling or put-downs. All must view themselves as partners in trying to solve
the problem. When all agree to the ground rules, the process can begin.

Step 2: Gather Perspectives

During conflict resolution, all students have an opportunity to express their opinions and to be
heard. If one student has requested mediation, that student should be the first to describe the
problem. The mediator alternates between those in conflict, asking for clarification and summa-
rizing each person’s point of view, until all issues have been heard. It is important that the medi-
ator use open-ended questions rather than questions that can be answered with “yes”or “no.”

In this step, mediators must help participants deal with problems of perceptions and
emotions. When dealing with problems of perception, it is important to remember that
conflict is not necessarily based on reality but in how students perceive the situation
(Bodine et al., 1994). It is ultimately each student’s perception that defines the problem.
Understanding each other’s perceptions opens the way to resolution.

Emotionally charged students may be more ready to fight than to work together cooper-
atively to solve the problem. Fear can be played out through a show of anger. Having students
identify both their own emotions and those of the other side opens the way to understanding.

Bodine et al. (1994) suggest that as mediators work with the students they should be
careful to address the following:

n Attend to the nonverbal behaviors so that all can fully understand what everyone is
thinking and feeling.

n Summarize or restate facts by repeating the most important points, organizing interests,
and discarding extraneous information. In summarizing, the mediator acknowledges
emotions by stating the feelings each person is experiencing.

n Clarify by using open-ended questions and statements to obtain more information
and ensure understanding.

Step 3: Identify Interests

The mediator asks participants to explain what they want from the process. Critical to the
success of the process is the determination of shared interests. Shared and compatible inter-
ests are the building blocks for resolving the conflict.
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The goal is to separate the students from the problem by focusing on interests rather
than on positions (Bodine et al., 1994). Understanding the difference between positions and
interests is crucial because interests, not positions, define problems. Students should come
to see themselves as working side by side and attacking the problem rather than each other.

Step 4: Create Options

Creating options involves a brainstorming process. Because evaluation hinders creativity,
the process of generating options is separate from the process of evaluating options and
from creating an agreement. This step allows students the opportunity to design potential
solutions without the pressure of deciding which is the best decision. Brainstorming is used
to separate inventing from deciding.

Step 5: Evaluate Options

Using group problem solving, evaluation options are divided into two parts. The first part
establishes criteria for evaluating options. The second part is the actual evaluation of options.
The following must be considered as the participants evaluate the option:

Does the option help everyone involved?

Is the option fair?

Can the option solve the problem?

Can the group do it?

Does the option violate school rules or policies?

It may be necessary for the teacher to act as the mediator as students learn
to resolve conflict. Bob Daemmrich Photography
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Step 6: Generate Agreement

After those in conflict have discussed the available options, the mediator asks students to
make a plan of action describing what they will do.

ADDITIONAL APPROACHES TO 
CONFLICT-RESOLUTION EDUCATION

Four additional approaches to conflict-resolution education exist. The first is the conflict
curriculum approach. Using this approach, students receive instruction in a separate course,
distinct curriculum, or daily or weekly lesson plan. Instruction is provided in listening
skills, critical thinking, and problem solving, which not only resolves classroom problems
but also enhances all learning.

The second is the integrated curriculum approach. In this approach conflicts found
in literature, social studies, science, and other subject matter are used to teach students how
to resolve conflict. Rather than teaching conflict resolution as a separate curriculum, the
integrated curriculum approach integrates training in conflict resolution into the existing
curriculum. Stevahn (2004) notes that the integrated curriculum approach not only en-
ables students to learn, use, and develop more positive attitudes toward conflict resolution,
it also enhances academic achievement. The process starts with teachers examining the
content of existing curricula and identifying where conflict occurs. This process is valuable
because teachers no longer have to choose between teaching interpersonal skills and aca-
demics. The two are accomplished simultaneously.

The peaceable classroom is the third approach to conflict-resolution education. It is
possible to develop a peaceable classroom in any school (Bodine et al., 1994). The peaceable
classroom is a warm and caring community in which five qualities are present:

1. Cooperation: Students learn to work together and trust, help, and share with each
other.

2. Communication: Students learn to observe nonverbal clues, communicate accu-
rately, and listen actively.

3. Tolerance: Students learn to respect and appreciate other students’ differences and to
understand how prejudice impacts the classroom.

4. Positive emotional expression: Students learn self-control and to express feelings of
anger and frustration in ways that are not aggressive or destructive.

5. Conflict resolution: Students learn the skills for responding creatively to conflict in
the context of a supportive, caring community.

Peaceable classrooms are the building blocks of the peaceable school, the last
approach to conflict-resolution education. Crawford and Bodine (2001) describe the
peaceable school approach as a whole-school methodology that builds on the peaceable
classroom approach by using conflict resolution as a system of operation for managing
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the entire school. Using this approach, the adults and students involved learn and use
conflict-resolution principles and processes. In the peaceable school, students learn about
peacemaking in the social context of the classroom and the school. In the peaceable school,
interactions between students, between students and adults, and between adults are de-
signed to value human dignity and build self-esteem.

STRATEGIES FOR WORKING WITH DIFFICULT STUDENTS

Thornton, Craft, Dahlberg, Lynch, and Baier (2002) note that when students are faced with
social situations for which they are emotionally and cognitively unable to handle, they can
respond with aggression and violence. When teachers teach students the skills to resolve
conflict, they equip students with the skills they need to deal with difficult social situations.
If the training occurs in the early grades, the chances of successfully preventing aggressive
attitudes and behaviors in the future are improved. Training in early grades builds better
communication skills and facilitates peer relationships.

Schools can approach the teaching of conflict-resolution skills on two levels
(Thornton et al., 2002). The first are programs that are preventive in nature and are de-
signed to teach all students pro-social skills. These preventive programs can be taught by
classroom teachers who have been trained to incorporate these skills into their traditional
curriculum.

Although violent students may be positively influenced by nonviolent participants,
students with high levels of aggression need special attention. Therefore, the second type of
school programs is reactive in nature and is designed to deal specifically with those stu-
dents who have displayed aggressive behavior. Separate programs for aggressive students
are critical because interventions designed for the general student population may fail to

In order to have PEACE in our classroom, we
will have

P—Pride in our class and what we accom-
plish. We will come to class prepared and
ready to learn.

E—Expectations of excellence for ourselves
and others.

A—Acceptance of our differences. We will
be tolerant and learn from each other.

C—Consideration for others’ feelings.
“Please,” “thank you,” and “I’m sorry”
will be said often by the teacher and 
students.

E—Enthusiasm and excitement about what
we will learn.

Poster found in classroom in Dublin, Ireland.

Tips from the Field
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impact students at risk for aggression. Aggressive students need to have skill building in im-
pulse control, problem solving, anger management, assertiveness, and empathy. The goal is
that these difficult students will develop skills that prevent them from resorting to aggres-
sion when faced with uncomfortable situations. Programs for this population of students
are often conducted by other school personnel because students may be hesitant to disclose
hostile or sensitive emotions to their own teachers.

Thornton et al. (2002) note that programs for students who display aggressive
tendencies must take into account the environment where participants live and the
circumstances they face. Often these students come from homes where aggression is the
norm and from neighborhoods where risk factors such as poverty, drug or alcohol
abuse, and divorce are commonplace. Programs must address these issues if they are to
be effective.

STRENGTHS AND WEAKNESSES OF CONFLICT
RESOLUTION

With students exposed to a daily diet of talk shows on which the participants yell and
scream at each other rather than actively work to resolve conflicts, it is critical that students
learn that there is another way to resolve conflicts. Crawford and Bodine’s conflict-resolution
model is an important alternative because it invites participation and expects those who
choose to participate to plan for more effective behavior.

An additional strength in Crawford and Bodine’s model is that faculty and students
work and learn together while supporting one another. Conflict resolution and peer medi-
ation promote academic and social growth, in that they increase skills in listening, critical
thinking, and problem solving—skills basic to all learning.

School-based conflict-resolution programs reach every child in the school. They are
critical in changing the total school environment and creating a safe community that
promotes nonviolence. When youth experience success with negotiation, mediation, or
consensus decision making in school, they are more likely to use these conflict-resolution
processes elsewhere in their lives.

Unfortunately, conflict-resolution programs, whether classroom or schoolwide,
require additional time and planning on the part of teachers and administrators.
Many teachers contend that they simply don’t have the extra time needed to implement
the plan.

Others note that conflict resolution works only if all participants are willing to cooper-
ate and be actively involved in reaching a solution. If one of the parties in the conflict
refuses to participate, then the process fails and more traditional discipline methods have
to be implemented.

The benefits of teaching students to resolve conflicts are numerous. These skills
not only enhance the lives of individual students but also improve the overall school
climate a well. Table 12.2 provides a listing to the benefits of teaching conflict resolution
to students.
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CONFLICT RESOLUTION IN THE CLASSROOM

Scenario
When Karen Aquino’s sixth-grade class won Stapleton Middle School’s Accelerated
Reader contest, she never dreamed that winning would cause a major conflict in the
classroom. As part of their prize, the class had been given a field trip to a location of
their choosing. Where the class would spend their free day had become the issue of
daily battles between the boys and the girls.

The boys want to go a professional ballgame. The girls want to go to a mall and
to a movie. Because they can’t agree, a class meeting is called to resolve the issue.
After the students gather in a circle and Ms. Aquino has reviewed the ground rules,
she asks, “Who wants to start?”

Benjamin raised his hand and says, “We think we should go to a professional
baseball game. There are more boys than girls, so the majority should win.”

“So, you are suggesting that the majority should win and that the minority, the
girls in this case, should just go along, whether they are happy or not?”

Several of the girls raise their hands, and Ms. Aquino calls on Kayla. “All the boys
ever want to do is play ball. Whenever we have free time, they start a ballgame, and
they don’t want the girls to play. We are tired of being left out. Besides, the girls read
more books, and that is why we won. We wouldn’t have this prize if it weren’t for the
girls, so we should be the ones to decide where we go.”

Table 12.2 Benefits of Teaching Students to Resolve Conflicts

n Students who can resolve conflict constructively are healthier psychologically.
n Students who can resolve conflict constructively develop socially and cognitively in more

healthy ways.
n Students who can resolve conflict constructively are happier more of the time.
n Students who can resolve conflict constructively have more positive and supportive

interpersonal and intergroup relationships.
n Students who can resolve conflict constructively have a greater sense of meaning and

purpose in life.
n Students who can resolve conflict constructively are more engaged with the school and

its academic program.
n Students who can resolve conflict constructively make more friends and have stronger

relationships.
n Students who can resolve conflict constructively have more successful careers.
n Students who can resolve conflict constructively achieve higher academically.
n Students who can resolve conflict constructively show more empathy and less prejudice.

Source: Heydenberk and Heydenberk (2007); Johnson and Johnson (2006).
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Daniel is recognized. “I guess I can see the girls’ point of view, but none of the
boys want to go to a mall. Is there anything the girls would like that is outside?”

Several of the girls want to speak, but Ms. Aquino calls on Lindsey. “Well, I would
like to go to a park or to the zoo. Then the girls could picnic and the boys could play
ball. I like the idea of being outside. We are inside all the time at school. On our free
day, we should do something different.”

“Could we do both?” Kimree asks. “I know that the zoo has a picnic area and a
playground. I like the idea of going to the zoo. I would vote for that.”

“I think we are making progress,” Ms. Aquino notes. “Let’s see if we have any
consensus. How many of you think the idea of going to the zoo and having a picnic 
at the park is a good idea?” Several students hesitate, looking around the group to
see how their friends will vote. Slowly hands go up, and in seconds every hand is up.
“Wonderful: I think we have reached an agreement that will please everyone. I’m
proud of your willingness to work through this problem.”

Summary

Conflict resolution and peer mediation are accepted parts of many schools’ discipline plans.
Donna Crawford and Richard Bodine propose that conflict resolution offers an alternative
approach to classroom management that brings the parties of a dispute together, provides
them with the skills to resolve the dispute, and then requires them to use these skills to
resolve the problem. There are three basic types of conflict resolution available for use by
students and teachers: mediation, negotiation, and consensus decision making.

Definitions for these terms appear in the glossary.

Negotiations
Peaceable classroom
Peaceable school
Principled responses
Soft resposes

Conflict curriculum approach
Conflict resolution
Consensus decision making
Hard responses
Integrated curriculum approach
Mediation

Key Terminology

Chapter Activities

Reflecting on the Theory

1. A committee of faculty, administrators, and parents at Liberty High School are reviewing
the school’s zero-tolerance policy. They incorporated the policy two years earlier as a
response to an increase in the number of fights they were seeing between students. However,
in most cases the fights were the result of misunderstandings and could easily have been
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resolved before punches were thrown. They fear that a reversal in the zero-tolerance policy
will send a message that violence is tolerated, but they also realize that the policy creates
more problems than it resolves.

How could the establishment of a conflict-resolution program at Liberty High School pro-
vide an alternative to their zero-tolerance policy?

2. This chapter presents three approaches to conflict resolution. Do you consider all three
equally effective, or is there one you would be more comfortable implementing? Why?

3. In the first scenario, Jamil and Sean agreed to negotiate. Should they still face the conse-
quences for their behavior at the computer center? Why or why not?

Developing Artifacts for Your Portfolio

1. Consider conflicts you have observed between students. What were the causes of these
conflicts? What could the teacher have done to prevent these conflicts? Develop a plan to
resolve conflicts in your classroom.

Developing Your Personal Philosophy of Classroom Management

1. One of the criticisms of conflict resolution is that it requires a great deal of time and
planning by the classroom teacher. Do you think the benefits of conflict resolution are
sufficient to offset the time commitment by the teacher? Is this an approach you will use 
in your classroom? Why or why not?

2. Do you feel that conflict resolution is a solution to all conflicts that occur in schools? Are
there types of students or students of certain grade levels who might not respond to conflict
resolution? Are there types of conflict that must be dealt with by teachers and administrators
rather than by students? Explain your answer.
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Conflict Resolution and Peer Mediation

Go to the Topic: Creating Positive Student–Student Relationships in
the MyEducationLab (www.myeducationlab.com) for your course, where
you can:

n Find learning outcomes for Creating Positive Student–Student
Relationships along with the national standards that connect to
these outcomes.

n Apply and practice your understanding of the core teaching skills
identified in the chapter with the Building Teaching Skills and
Dispositions learning units.
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Objectives

Chapter 13 prepares preservice teachers to meet
INTASC standards #3 (Diverse Learners), #5 (Motiva-
tion and Management), and #9 (Reflective Practitioner)
by helping them to

■ understand the basic principles behind Judicious
Discipline.

■ understand how Judicious Discipline helps all
students, regardless of backgrounds, abilities,
and behaviors, to feel that they are a part of the
school community.

■ evaluate the rights of students guaranteed by the
United States Constitution.

■ establish class rules based on compelling state
interests.

■ learn that all classroom-management strategies
must protect students’ due process.

■ evaluate the balance between individual rights
and responsibilities.

■ learn the appropriate application of Judicious
Discipline in the classroom.

■ use the principles of Judicious Discipline to deal
with problem behavior.

From Chapter 13 of Effective Classroom Management: Models and Strategies for Today’s Classroom, 3/e.
Carlette Jackson Hardin. Copyright © 2012 by Pearson Education. All rights reserved.

Design Pics Inc./Alamy
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INTRODUCTION

Kennisha’s question is a good one, and one that administrators, teachers, and school boards
struggle with on a daily basis as they strive to establish and maintain a learning environ-
ment that ensures freedom, justice, and equality. Forrest Gathercoal (2004) addresses these
issues through his classroom-management model, Judicious Discipline. According to
Gathercoal (2004), it is critical that students and educators understand that students’ con-
stitutional rights consist of three foundational principles:

n Freedom—Students have the right to be themselves and the right to express themselves
through their behavior and opinions.

n Justice—Students have the right to school rules and consequences that are fair to every-
one. They have the right to due process if accused of breaking a school or district rule.

n Equality—Students have the right to an equal opportunity. This does not mean that
students are treated the same, but that that each student has an opportunity to succeed.

Noting that one of the most important jobs of educators is the teaching of citizenship,
Gathercoal proposes that Judicious Discipline teaches citizenship by requiring educa-
tors and administrators to acknowledge and respect students as citizens. Gathercoal sug-
gests that citizenship is best learned when educators teach students about their individual
rights and allow students to exercise their rights within the school and its classrooms.

Judicious Discipline is both a philosophy and a framework for classroom management
and school discipline. Forrest Gathercoal (2001) describes Judicious Discipline as “a man-
agement style based on the synthesis of professional ethics, good educational practice, and
students’ constitutional rights and responsibilities” (p. 15). Judicious Discipline allows
teachers to move beyond punishments and rewards to the development of personal
responsibility and moral behavior. One of the primary aspects of Judicious Discipline is
that unlike reward and punishment models for classroom discipline, Judicious Discipline

Judicious Discipline

Scenario

The student council at John F. Kennedy Middle
School is struggling to develop a new dress code.
The members of the council agree that the way many
of their classmates dress is offensive, but they are
hesitant to place too many restrictions on the student
body. Frustrated, Aaron says, “I still think we have 
no right putting restraints on what someone wears.
How about our right to free speech? Isn’t the way 
we dress one of the ways we express ourselves?
Doesn’t the Constitution protect our personal rights
even if we are students?”

Mr. Reedy, the student council sponsor, tries to
explain. Remembering a line he learned from one of

his education classes, he says, “Aaron, students
don’t leave their personal rights at the schoolhouse
door. Of course you have your rights, but the rights of
an individual student can’t interfere with the rights of
others. Therefore, we have to carefully balance our
decisions to ensure that the rights of an individual
student don’t interfere with the rights of all the other
students to learn or to participate.”

Shaking her head in confusion, Kennisha says, 
“I don’t think this group is smart enough to figure this
out. How does a school ever manage to balance the
rights of a thousand individuals with the needs and
interests of the entire student body?”

172



Judicious Discipline

teaches citizenship skills that can be transferred from school to community and from today
to tomorrow. It is a model that prepares students for life outside the classroom.

Gathercoal (2001) stresses that a classroom-management model such as Judicious
Discipline is needed for two reasons. One is the increasing diversity in our classrooms. The
constitutional framework of Judicious Discipline ensures equality that cuts across cultural,
ethnic, and religious lines. F. Gathercoal (2004) contends that Judicious Discipline helps all
students, regardless of backgrounds, abilities, and behaviors, realize that they have a valued
place in the school community. Through Judicious Discipline, intolerance and prejudices
can be replaced with concern for others, feelings of self-worth and confidence, a sense of
belonging, and a cooperative attitude.

The second reason for the need for a classroom model with an emphasis on student rights
is the shift from “in loco parentis” to the realization that students “no longer shed their consti-
tutional rights at the schoolhouse gate” (F. Gathercoal, 2001, p. 51). Until 1969, court decisions
historically supported the concept of in loco parentis, which granted to educators the same
legal authority over students as that of parents. Early courts’ decisions applied the same “abuse
tests” used for parents to educators, and unless abuse was evident, courts rarely interceded.
In loco parentis has been replaced by language that addressees the constitutional rights and
responsibilities of students. F. Gathercoal (2001) notes that today “our public schools and class-
rooms have become, in fact, microcosms of the United States of America” (p. 51).

Judicious Discipline is an approach to classroom management that provides edu-
cators with a foundation for teaching citizenship. This is primarily done through daily
student–teacher interactions. Educators using Judicious Discipline become role models
who practice the values of a democratic society through the professional and ethical
relationships they establish with all members of their learning community (McEwan,
P. Gathercoal, & Nimmo, 1999).

Judicious Discipline is unique because the constitutional language that is used promotes
reasoned decision making and a peaceful school climate. P. Gathercoal & Nimmo (2001)
describe Judicious Discipline as a citizenship approach, based on the U.S. Bill of Rights,
that teaches students about their rights and responsibilities for living and learning in a
democratic society.

To use Judicious Discipline in your classroom, you
will need to do the following things:

1. Determine to treat all students with respect
and to assure that they are provided justice,
freedom, and equality.

2. Study the First, Fourth, and Fourteenth
Amendments to determine student rights.

3. Review these amendments with students and
discuss their rights as citizens of a democracy.

4. Teach that rights are balanced with respon-
sibilities through compelling state interests.

5. Teach the concept of Time, Place, and Manner.

6. Work with students to create classroom
rules using compelling state interests.

7. Solve classroom issues through class meetings.

8. Resolve individual discipline issues through
logical consequences and problem solving.

Step-by-Step Judicious Discipline
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The 1970–1971 school year was my first as a
teacher. I taught in an urban high school and was
having discipline problems. I noticed that Joe
Geremia, a science teacher down the hall, never
seemed to have discipline problems so I asked
him for advice. He replied, “If you need to disci-
pline a student, take the student outside the door
of your classroom. This accomplishes two things.
First, it gives you both some time to calm down.
Second, it means that the student no longer has

to “save face” in front of the class when you tell
the student what you plan to do about the behav-
ior.” This advice has served me well the past three
and a half decades.

Burt Saxon
Advanced Placement (AP) History
Hillhouse High School
New Haven, Connecticut
Connecticut Teacher of the Year 2004–2005

Tips from the Field

THE BILL OF RIGHTS

The foundation of Judicious Discipline is the U.S. Bill of Rights. The Bill of Rights, the first ten
amendments to the U.S. Constitution, were written to protect three basic human values: free-
dom, justice, and equality. F. Gathercoal (2004) notes that it is important for students to under-
stand that in our nation’s constitutional democracy, individual human rights are as important
as the needs and interests of the majority. Three of those amendments—the First, Fourth, and
Fourteenth—specifically apply to schools. Teachers who practice Judicious Discipline teach stu-
dents the concepts of these three amendments and how they apply in the school environment.

The First Amendment

Congress shall make no law respecting an establishment of religion or prohibiting the
free exercise thereof; or abridging the freedom of speech or of the press; or of the peo-
ple peaceably to assemble, and to petition the government for a redress of grievances.

According to F. Gathercoal (2004), the First Amendment protects freedom of speech,
freedom of expression, freedom of press, freedom of religion, and the right to assemble
peacefully. Until the late 1960s, the courts rarely applied the First Amendment to students.
However, during the years following the Vietnam War, numerous judicial decisions related
to matters concerning free speech were litigated. In addition, issues concerning student
rights to publish and distribute material on school premises have been raised in the court.
However, it has been matters related to church-state and school relationships that have
been most troublesome for courts to resolve.

The Fourth Amendment

The right of the people to be secure in their persons, houses, papers, and effects against
unreasonable searches and seizures, shall not be violated, and no warrants shall issue
but upon probable cause, supported by oath or affirmation, and particularly describ-
ing the place to be searched, and the persons or things to be seized.
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This amendment addresses situations in which it is necessary for teachers and admin-
istrators to take property from students. Effective school management requires school
personnel to adhere to guidelines similar to those law-enforcement officers have to follow
when taking property from students. The Fourth Amendment protects students’ property
at school and requires teachers and administrators to have reasonable cause to search lock-
ers or desks (F. Gathercoal, 2004).

The Fourteenth Amendment

All persons born or naturalized in the United States, and subject to the jurisdiction
thereof, are citizens of the United States and of the state wherein they reside. No state shall
make or enforce any law which shall abridge the privileges or immunities of citizens of
the United States; nor shall any state deprive any person of life, liberty, or property, with-
out due process of law; nor deny to any person the equal protection of the laws.

F. Gathercoal (2004) notes that two phrases of the Fourteenth Amendment have had a
significant impact on public education. The first, known as the “due-process clause,” provides
the legal basis for reasonable rules and a fair process for balancing student rights. Educators

The constitutional framework of Judicious Discipline
ensures equality that cuts across cultural, ethnic, and
religious lines. Steve Skjold/Alamy
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who understand and are able to apply the concepts of due process to student conflicts are
viewed as just and fair. In order to have the right to appeal, courts require that there be a
state action. Therefore, only students in public schools enjoy due process. Administrators
and teachers must understand that every rule or decision made in a public institution is
subject to review by another person, board, or court and that all rules and decisions made
in public schools are appealable.

The last clause, known as the “equal-protection clause,” serves as the constitutional
foundation for prohibiting all forms of discrimination. The Fourteenth Amendment pro-
vides equal protection under the law and protects against discrimination based on sex, race,
national origin, disabilities, age, or religion.

COMPELLING STATE INTERESTS

Providing a balance to the individual rights held by students are four time-tested public-
interest arguments crafted in the courts for the precise purpose of limiting constitutionally
protected freedoms (F. Gathercoal, 2004). These arguments are well grounded in legal prin-
ciples and history and are the line of reasoning that allows for individual rights. Authority
for denying people their civil rights comes from Article I, Section 8 of the Constitution,
which reads, in part, “The Congress shall have power to provide for the common Defense
and General Welfare of the United States.” This general-welfare clause acts as the legal foun-
dation for legislative bodies representing the needs and interests of the majority.

This legal concept is commonly referred to as “compelling state interests,” and simply
means that in some cases the welfare and interests of the majority are more compelling
than the rights of an individual. These compelling interests give educators all the legal
authority they need to create and carry out fair and equitable school rules (F. Gathercoal,
2004; Larson, 1998). Legally speaking, if educators can demonstrate a compelling state in-
terest, the rights of students can be denied.

The following four compelling state interests assure that the needs and interests of the
majority are balanced with the rights and needs of individuals:

1. Property Loss and Damage: An interest that acts as steward for the care and
appropriate use of individually and state-owned property.

2. Threat to Health and Safety: An interest that serves a fundamental purpose of
government to protect the health and safety of students who attend public schools.

3. Legitimate Educational Purpose: An interest that legitimizes administrators’,
teachers’, and the educational institution’s license to make arbitrary decisions that 
are based on sound educational practice and the mission of the school.

4. Serious Disruption of the Educational Process: An interest empowering schools
with the professional responsibility to deny student rights that seriously disrupt
student activities (P. Gathercoal & Nimmo, 2001).

School rules and policies based upon these four compelling state interests are upheld
in court. Educators not only have a legal authority to deny student constitutional rights, but
it is also their professional responsibility to prohibit student behaviors if those behaviors are
detrimental to the welfare of the school (P. Gathercoal & Nimmo, 2001).
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TIME, PLACE, AND MANNER

When students are taught about the need for balancing their rights with the rights and
interests of society, they come to understand that there is always an appropriate time, place,
and manner for exercising their individual rights. McEwan et al. (1999) note that Judicious
Discipline teaches students to examine their actions critically by looking at their behaviors
in light of the “appropriate time, place, or manner” criteria.

Judicious Discipline is composed of ten basic principles. The principles of individual
freedom, justice, and equality provided by the First, Fourth, and Fourteenth Amendments
are balanced with the four compelling state interests—property loss and damage, legiti-
mate educational purpose, health and safety, and serious disruption. Providing the bridge
between individual rights and the needs of the majority are the questions of reasonable
time, place, and manner. Figure 13.1 shows the balance among these principles.

Figure 13.1

Principles of Judicious Discipline

IMPLEMENTATION

Because the concepts presented in Judicious Discipline are counter to the typical behavior-
management approaches presented in schools, it is critical for teachers to provide class-
room instruction about the concepts of Judicious Discipline (McEwan et al., 1999).
F. Gathercoal (2001) stresses that such activities should begin on the first day of school, in
order to communicate trust in students’ abilities to reason and to act appropriately.

P. Gathercoal and Nimmo (2002) stress that implementing Judicious Discipline takes
time. Teachers can’t begin using the model without teaching the basic concepts of Judicious

Student Rights of
Freedom, Justice, and Equality

Provided through the
First, Fourth, and Fourteenth

Amendment

Student Responsibility Expressed
in Four Compelling State Interests:

Property Loss and Damage
Threat to Health and Safety

Legitimate Educational Purpose
Serious Disruption of the

Educational Process

Exercise of Rights and Responsibilities
in the Appropriate Time, Place, and Manner

Principles of Judicious Discipline

Source: Gathercoal (2001).
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Discipline to students. Students have to know and practice the language and concepts
embedded in Judicious Discipline, and they must develop their own expectations for civil
living around the framework of democracy.

Teachers incorporating Judicious Discipline into their classroom structures begin by
introducing students to the rights encompassed in the concepts of freedom, justice, and
equality (McEwan et al., 1999). Students are taught that they have the freedom to express
themselves in their speech, their clothing, their writing, and in other aspects of their lives.
However, it is also made clear to students that a free society only functions successfully
when all citizens understand and abide by the limits to those freedoms. Students then de-
velop classroom and school expectations by rewording the four compelling state interests
into positive behavioral statements and language they understand.

P. Gathercoal and Nimmo (2001) suggest that the teacher define each positive behav-
ioral statement by conducting a democratic class meeting. From the first day of class
through the rest of the school year, class meetings can serve as the lifeblood of a democratic
community. Class meetings are important, in that they create a sense of enfranchisement for
students. Paul Gathercoal (2000) stresses that democratic class meetings provide students
with a sense of value and belonging, and are therefore an essential part of the effective oper-
ation of all Judicious Discipline classrooms. Class meetings can give students a feeling of
significance and eliminate most of the reasons students resort to “power struggles.” Landau
and P. Gathercoal (2000) stress the following key elements of democratic class meetings:

n Teachers and students determine who can call a class meeting and when meetings
should be held.

n All students and the teacher should be seated so that everyone can see the faces of the
others in the class meetings.

n The teacher sets the ground rule that individual names will not be used during the
class meetings. The purpose is to discuss issues rather than individuals.

n The teacher reminds students of the expectation that they will stay on the topic and
avoid sharing personal information during the class meetings.

n Students should never be coerced to participate in the class meeting.

n Each student and teacher should be encouraged to have a class-meeting journal.
Immediately following each meeting, both teachers and students should take a few
minutes to record their thoughts about what took place.

n Students and the teachers should write down the goals they set for themselves after or
during the class meetings.

McEwan (1991) stresses that Judicious Discipline is not designed to supplant other
discipline models or to be used alone. She feels that Judicious Discipline is most successful
when used with other student-centered discipline approaches. Judicious Discipline is de-
signed to be integrated into these other approaches by specifically framing the decision-
making process of management in the language of human rights and responsibilities.
Rudolph Dreikurs’s model, Logical Consequences, is often used as a complementary piece
to Judicious Discipline.

178



Judicious Discipline

DEVELOPING RULES

After a classroom discussion of the rights and responsibilities of students, classroom rules
are developed together. However, F. Gathercoal (2004) notes that it is not the rules that keep
students in school and behaving appropriately, but rather the philosophy and attitude with
which educators approach rules that convince students that they belong. The philosophy
upon which all rules and decisions are based is critical to whether school will be an inviting
and safe place for students.

The four compelling state interests are the basis for classroom rules (McEwan, 2000).
See Table 13.1 for examples of rules developed from the four compelling state interests.
Educators should work with students to develop rules that emphasize the behavior
desired and empower students to think for themselves. As students learn to think and act
using the four compelling interests, the language used in the classroom moves from
autocratic talk to democratic talk. Involving students when creating rules gives the
students a feeling of responsibility. Rules should be written clearly for the educational
level of those affected. It is imperative that students fully understand the meaning of

Table 13.1 Turning Compelling State Interests into Classroom Rules

Compelling State Interests Corresponding Classroom Rules

1. Property loss and damage Treat all school property with respect.
Use equipment and school property appropriately.
Respect others’ possessions by not taking items belonging to

others.

2. Legitimate educational purpose Take responsibility for learning.
Bring needed materials to class.
Be organized and prepared for class.
Bring books, pencil, and paper to class every day.

3. Health and safety Act in a safe and healthy way.
Report incidences where you or others are bullied.
Teasing or harassment is not tolerated in this classroom.
Fighting and play fighting are unacceptable.
Racist, sexist, threatening, and/or derogatory remarks will not be

tolerated.
Weapons, or items that can be physically dangerous to school,

will not be tolerated.

4. Serious disruption of the
educational process

Respect the rights and needs of others.
No interfering with the teaching and learning of others.
Raise your hand before you speak during a classroom lesson.
Have permission before leaving your seat.
Never talk when the teacher is talking.
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rules in order to meet the adequate-notice requirement of the Fourteenth Amendment.
Consider how the students in Ms. Stafenau’s fifth-grade class develop rules from the four
compelling state interests.

“Class, now that we have discussed the four compelling state interests, we are going to
use these interests to develop our class rules. I want to divide you into groups and have
each group suggest rules that we might want for our class that relate to the compelling
state interests you are assigned.”

After the groups discussed possible rules for their classroom, Ms. Stafenau asked
each group to report. “Wade, your group had the compelling state interest of Health
and Safety. What rules did you develop?”

As Wade listed each rule, he also wrote the rule on the whiteboard.“We developed
the following four rules:

Be careful with your words.

Walk when inside the school or classroom.

Keep hands and feet to yourself.

Use classroom equipment safely.”

“Your group did an excellent job. I noticed that you expressed the rules in positive
terms. We may want to consider this for all our rules. Nina, your group had the com-
pelling state interest of Property Loss and Damage. What rules did your group develop?”

Part of our curriculum is a discussion of the
Constitution and the Bill of Rights. To help stu-
dents understand rights and responsibilities, I
have them create a Bill of Rights for our class-
room. Students are put in groups and draft a
Classroom Bill of Rights. We then review each
group’s contribution and create a final version
for our classroom. The following is a copy of last
year’s Classroom Bill of Rights.

We, the students, have the right to
Teachers who will not discriminate

against us according to our race, gender, age,
religion, size, background, or social class;

Be provided desks, textbooks, resources,
and other necessities;

A safe uninterrupted learning envi-
ronment;

Use the bathroom in an emergency;
Be notified of our current grade;
Express our opinion without offending

others;
Be informed and responsible for all

assignments and accept the consequences
of not completing it or not handing it in at
the appropriate time.

When completed, all students sign the Classroom
Bill of Rights and it is posted for all to see.

Kevin White
Eighth-Grade Social Studies Teacher
Coopertown Middle School
Coopertown, Tennessee

Tips from the Field
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Nina came to the front of the classroom. “Our group had one rule similar to the
first group: ‘Be careful with classroom equipment.’ We could only think of two other
rules. They are

Ask permission before using someone else’s things.

Treat school property with respect.”

“Very good. Seth, your group had Serious Disruption of the Educational Process.
What rules did your group develop?”

“Well, we said ours as don’ts,” Seth explained as he came to the front of the room,
“but they can be changed if you want. Here are our rules:

Don’t touch anyone without permission.

Don’t make noise while others are working.

Don’t use bad language.

Don’t talk when someone else is talking.”

As Seth returned to his desk, Ms. Stafenau explained, “Well if we decide to write
our rules in positive terms rather than negative, I think we can easily change what you
wrote. All right, our last group is Karlisa’s. What rules did you develop for Legitimate
Educational Purpose?”

“We developed three rules. They are

Come to school prepared to learn.

Bring needed materials to class.

Work quietly and on time.”

Reviewing the students’ work, Ms. Stafenau said, “All of you did a great job.
Now let’s decide if we will keep all the rules or select the ones we think will best
serve our class.”

DEVELOPING CONSEQUENCES

Judicious rules necessitate judicious consequences (Larson, 1998). One important concept
of the Judicious Discipline model is that it focuses on teaching appropriate behavior, not
punishing inappropriate behavior. When students misbehave, teachers act as mentors,
viewing students’ problems as an educational opportunity. When a problem does occur or
a rule is broken, Judicious Discipline advocates approaching the situation as a teachable
moment.

Teachers begin by asking questions. Behavior questions should be approached by
asking general questions of inquiry and concern in an effort to encourage students to
talk about their perceptions of the event. It means approaching the problem from the
perspective of the student with the intent of getting to the heart of the problem and
understanding the student’s point of view. F. Gathercoal (2004) stresses that questions
have a way of “softening the blow” to those who might be in the wrong and allowing
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I teach my students about the “productive
hum” level of sound in the room. I get the
students in small groups to demonstrate what
it sounds like. I tell the students that this is
the sound level you’d find in most offices.
People aren’t silent. They’re interacting, but
they’re respectful of each other’s need to keep

the noise level down so people can think and
work.

James F. Linsell
Eastern Elementary School
Sixth-Grade Social Studies
Traverse City, Michigan
2002 Michigan Teacher of the Year

Tips from the Field

them to save face and recover. By asking leading questions and listening carefully, the
underlying issues begin to emerge. The students then have the opportunity to tell about
the situation, recalling what happened, explaining perceptions of the situation, making
predictions about what is likely to happen, and suggesting possible choices based on
recollections and predictions. The question/reflecting process is important, because, as
F. Gathercoal (2001) states, “Good communication lies not in the words we use, but in
the spaces between the words. The longer the spaces, the more we are sharing power
with our students” (p. 120).

Consequences should flow logically from the student’s misbehavior and not be de-
signed to punish students. Therefore, Gathercoal is an advocate of logical consequences
that are tied directly to the behavior. When rules are broken, the discussion needs to
center around two important questions: What needs to be done now? What can we learn
from this? Consider the questions Mr. Davis asks a student who has vandalized the
school.

When Springlake High School principal Paul Davis saw the graffiti written on the back
wall of the gym, he feared he knew who had written “Coach Greene is unfair. Coach
Greene sucks.” The day before, basketball coach Joel Greene had cut tenth-grader
Bastian Borowik from the team. A review of the campus surveillance video confirmed
that sometime during the night, Bastian had used spray paint to express his anger on
the back wall of the school.

Within minutes of the opening of school, Bastian sat in the principal’s office. After
showing Bastian the incriminating evidence, Mr. Davis asked,“Bastian, do you want to
tell me why you did this?”

Defensively, Bastian responded, “You are always talking about our rights. Well,
don’t I have the right to say what I want? What happened to free speech?”

“You absolutely have the right to free speech, and there were several ways you
could have expressed your anger over being cut from the team. If you had written a
letter to the school paper or come to talk to me, those would have been appropriate
actions. If you wanted to walk with a sign around school stating that you think the
coach is unfair, you would have had my permission. But you didn’t consider two
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other things when considering your rights. First, one of our compelling state
interests is protection of school property. Now, the back wall of the gym will have
to be repainted. Second, remember that there is an appropriate time, place, and
manner in which to do everything. You went about this in the wrong manner.
We have a game tonight. Your classmates aren’t going to be happy to have what
you wrote on the wall of the gym displayed during our game. So, we have to think
what you need to do next. What do you think? How do we fix this? What do we
do now?”

Bastian dropped his head. Embarrassed by his own behavior, he thought of
what he could do to make up for the problems he had created. Finally, he said,
“First I need to apologize. I need to apologize to Coach Greene, and I need to
apologize to the school. I think I should apologize to Coach Greene in private, but 
I will apologize to the school when you make the morning announcements, if that 
is all right.”

“I think that is a good way to start. What are we going to do about the wall?”
“I’ll repaint the wall. If I start this morning, do you think it will be done by

tonight? I guess we need to call my parents and tell them what I’ve done. I may need
their help in buying the paint I need.”

“I think you are developing a good plan. I’m going to leave you alone so you can
call your parents. We will talk again after you get off the phone.”

There are two important aspects in determining consequences for each student’s
misbehavior. The first is understanding the real nature of the problem, and the second is
taking into account individual differences among students (McEwan, 2000). By defini-
tion, judicious consequences are designed to take into account individual differences
among students in order to meet the emotional and learning needs of each person
involved. Because consequences are educational by nature, students who misbehave simply
may have different ways of learning from their mistakes. As a result, different conse-
quences are necessary. Age and the mental, emotional, and physical condition of the
students being punished are factors that must be considered when determining reason-
able consequences.

Judicious consequences are never malicious, cruel, or excessive. The primary goal of a
consequence should be on restitution, not shame (Landau, 2008b). Therefore, the follow-
ing discipline methods should be avoided when using Judicious Discipline:

n demeaning students

n judging or lecturing students on their behaviors

n comparing students

n criticizing students

n demanding respect

n refusing to apologize

n accusing students of not trying

n asking students why they misbehave
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n getting into a power struggle

n becoming defensive

n losing control

n intimidating students

n punishing the class for one student’s misbehavior

n acting too quickly without information

n believing that all students should be treated equally

Conferences, community service, apology, and restitution are among the many appro-
priate options available. It is most important for educators using Judicious Discipline to be
flexible about consequences because what is most appropriate for one situation may not be
for another. F. Gathercoal (2001) notes that this flexibility helps to avoid the mistake of
being locked into predetermined responses that fail to meet the needs of the individual
student or the student body as whole.

STRATEGIES FOR DEALING WITH DIFFICULT STUDENTS

Busse (2008) states that she often hears that Judicious Discipline cannot work with students
who have severe behavior problems, because they are incapable of controlling their be-
havior. However, through her work with students with behavior disorders she found that
Judicious Discipline can be used. She notes that her students adapt to the model quickly
because it makes sense to them; they see it as not some “made up” system. Busse’s students
see Judicious Discipline as fair because they understand that it provides for due process in
decisions made about their behaviors.

Before consequences are provided, teachers must determine what is in the best interest
of the student and what are the goals of consequences. Teachers first need to evaluate their
behaviors and the environment. What, if anything, should be changed to prevent problems
in the future? Then, teachers must determine what students can learn that will prevent the
problems in the future. Landau (2008b) suggests that teachers use the following conse-
quences when working with difficult students:

n conferencing with teachers and parents to determine an agreed upon consequence

n requiring an apology from the student

n providing a “time-out” so the student has time to cool down and gather his or her
thoughts

n assigning in-school suspension with the intent that the student will receive one-to-one
attention from a caring teacher

n providing counseling with a professional to resolve personal issues that might be the
cause of the behavior 
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STRENGTHS AND WEAKNESSES OF JUDICIOUS
DISCIPLINE

Judicious Discipline is the only model for school and classroom management that is based
on principles of democracy and operates at the principled level of moral development.
Since its introduction in the 1980s, those using it have found that Judicious Discipline

n empowers students to be strong in character.

n encourages higher-order thinking skills through real social situations as students are
invited to describe, explain, predict, and make reasoned choices.

n minimizes classroom stress and anxiety for both students and teachers because of the
environmental emphasis on human rights and individual dignity.

n serves as a real-life model for the same system of rules and responsibilities under which
students will live when they leave school.

n teaches students accountability, self-efficacy, tolerance, cooperation, and mutual
respect.

n promotes fairness and consistency by balancing individual freedom, justice, and
equality with the needs and interests of society.

n contributes to a decrease in dropout rates, in acts of violence in and around schools,
and in referrals to the office, while also resulting in an increase in any levels of daily
attendance (F. Gathercoal, 2001; P. Gathercoal & Nimmo, 2001).

Most important, Judicious Discipline does not wait for problems to occur. Teachers
who use this constitutional framework for classroom rules and decisions teach students to
resolve classroom conflicts peacefully in a democratic forum.

However, not everyone will find Judicious Discipline as a workable model for their
classrooms. If teachers do not believe that students have the ability to think and behave
responsibly, a democratic model will not work for them. F. Gathercoal (2001) notes that
much of the success of Judicious Discipline comes from the teacher’s ability to trust the
students, teaching them the concepts of rights and responsibilities, and acting in ways
consistent with civil responsibility. To teach one thing and do another is abuse of power
and is disrespectful to the human rights of the students.

It is time consuming to use an approach such as Judicious Discipline. P. Gathercoal
and Nimmo (2001) found that teachers need time to make Judicious Discipline work.
Converting to a democratic school community takes time, because students and teachers
are not accustomed to reacting in this manner. It takes time to process new perceptions and
expectations. Grandmont (2003) found that many teachers found it hard to find logical
consequences to discipline problems and would revert to filling out referral forms and
more traditional forms of punishment.

Finally, there are students who may not be cognitively or emotionally able to respond
to an approach like Judicious Discipline (Larson, 1998). Students who are emotionally un-
stable or who suffer from physiological disorders may not respond to the principles of
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Judicious Discipline. Grandmont (2003) found that the model simply did not work for
very difficult students. For Judicious Discipline to be effective, students must have reached
a level of moral development that allows them to understand socially agreed-upon stan-
dards of individual rights. This will lessen its effectiveness with very young children and
those who are not cognitively able to process these ideas.

Summary

Administrators, teachers, and school boards struggle daily to establish and maintain a
learning environment that ensures justice and equality for all students. Forrest Gathercoal
addresses these needs through his classroom-management model, Judicious Discipline.

JUDICIOUS DISCIPLINE IN THE CLASSROOM

Scenario
Realizing that many of the sixth-grade students entering Westover Middle School 
had never been taught using a classroom-management plan like Judicious Discipline,
the sixth-grade teachers spend much of the first week of classes discussing student
rights and responsibilities. After spending time the first day providing an overview of
Judicious Discipline, Ms. Umayam spends the second day discussing the issues
related to the First Amendment.

Reading the First Amendment to the class, Ms. Umayam asks, “All right, what
rights does this amendment give to you as individuals?”

Heather raises her hand and says, “Well, as a citizen I have freedom of speech.
But does this mean I can say anything I want to anyone, including a teacher?”

“Well, having personal rights doesn’t give us total freedom to do anything we
want. Remember what we talked about yesterday. If your rights interfere with those 
of the majority and are in conflict with one of the compelling state interests, then your
rights might be limited. Can anyone think of an example?”

Brittney answers, “Well, if I stood in the middle of the hall and yelled, ‘Run! Run!’ 
I might cause chaos. That might be a threat to health and safety.”

“Exactly! In addition to considering the compelling state interests, we have
to consider the proper time, place, and manner for our actions. So yelling ‘run’ 
in a crowded hallway might never be appropriate, or it might be the right thing 
to do if there was some immediate danger in the hall. So we have to always
remember that our personal freedoms have to be balanced with the compelling
state interests and with whether it is the appropriate time, place, and manner 
for our actions.”
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Judicious Discipline is both a philosophy and a framework for classroom management
and school discipline and is composed of ten basic principles. The principles of individual
freedom, justice, and equality provided by the First, Fourth, and Fourteenth Amendments
are balanced with the four compelling state interests—property loss and damage, legitimate
educational purpose, health and safety, and serious disruption. Providing the bridge
between individual rights and the needs of the majority are the questions of reasonable
time, place, and manner. Landau (2008a) describes Judicious Discipline as a framework for
ensuring the permanent value of all students.

Key Terminology

Definitions for these terms appear in the glossary.

Judicious DisciplineCompelling state interests
In loco parentis

Chapter Activities

Reflecting on the Theory

1. In the middle of Mr. Lee’s discussion of noun/verb agreement, Deidre England exclaimed,
“Yuk, there’s chewing gum stuck to the bottom of this desk.” After class, Mr. Lee was dis-
appointed to find chewed gum stuck to several of the desks. He thought he had been fair 
to all students when he allowed students to chew gum in his class. Now, he is considering
disallowing all gum chewing.

How could Mr. Lee use the principles of Judicious Discipline to resolve this problem?

2. There are those who suggest that Judicious Discipline can work only when it is a schoolwide
plan and will not be effective for an individual classroom. Do you agree? What problems
could develop if Judicious Discipline were used only in an individual classroom rather
than by an entire school?

3. Give an example of when the rights of an individual student should come before the rights
of the student body as a whole.

Developing Artifacts for Your Portfolio

1. What rules could you develop for your class based on the four compelling state 
interests?

2. Judicious Discipline teaches students to examine their actions critically by teaching them
to examine their behaviors in light of the “appropriate time, place, or manner” criterion.
Develop an activity to help students understand this concept.
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Resources for Further Study

Further information about Judicious Discipline and resources for its use in the classroom can
be found by contacting

Forrest Gathercoal
Caddo Gap Press
3145 Geary Boulevard
Suite 275
San Francisco, CA 94118
Telephone 415-666-3012
Fax 415-666-3552
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Developing Your Personal Philosophy of Classroom Management

1. Judicious Discipline requires a great deal of time and planning by the classroom teacher.
Do you consider the benefits of Judicious Discipline sufficient to offset the time commit-
ment by the teacher? Why or why not?

2. Consider the age and maturity level of the students you will be teaching. Would Judicious
Discipline be an effective classroom-management tool to use with these students? Why 
or why not?
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Go to the Topic: Establishing Classroom Norms and Expectations in
the MyEducationLab (www.myeducationlab.com) for your course, where
you can:

n Find learning outcomes for Establishing Classroom Norms and
Expectations along with the national standards that connect to
these outcomes.

n Apply and practice your understanding of the core teaching skills
identified in the chapter with the Building Teaching Skills and
Dispositions learning units.

n Examine challenging situations and cases presented in the IRIS
Center Resources.

n Use interactive Simulations in Classroom Management to practice
decision making and to receive expert feedback on classroom-
management choices.
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Research-Based Best
Practices in Classroom
Management

Objectives

Chapter 14 prepares preservice teachers to meet
INTASC standards #2 (Student Development), 
#5 (Motivation and Management), #6 (Communication),
#7 (Planning), #9 (Reflective Practitioner), and 
#10 (School and Community) by helping them to

n use research on effective classroom management
to select strategies and methods for managing
the classroom.

n evaluate research concerning the impact of 
reinforcement on learning and behavior.

n evaluate classroom arrangement in maintaining
appropriate classroom control.

n determine appropriate instructional strategies to be
used in teaching classroom rules and procedures.

n determine the characteristics and actions of 
effective classroom managers.

n plan for an effective beginning of the school year.

n evaluate the impact of teacher–student interactions
on the learning environment.

From Chapter 14 of Effective Classroom Management: Models and Strategies for Today’s Classroom, 3/e.
Carlette Jackson Hardin. Copyright © 2012 by Pearson Education. All rights reserved.

auremar/shutterstock
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INTRODUCTION

When Rebecca begins her search for research on classroom management, she may struggle
to find useful research. This might seem surprising, but classroom-management researchers
Carolyn Evertson and Carol Weinstein (2006) note that despite the concern of faculty,
administrators, parents, and the public about discipline and classroom management,
few researchers focus explicitly on classroom management or identify themselves with
this field. They suggest that too often, classroom management is seen as a “bag of tricks”
rather than a set of research-based principles, concepts, and skills that warrant serious pro-
fessional study. Brophy (2006) agrees and notes that classroom management has an
orphaned status and has never been established as a true part of the teacher education
curriculum. Because classroom management cuts across disciplines, it has never been
adequately addressed.

Brophy (2006) stresses that one reason for the lack of research in classroom manage-
ment is that it is not feasible to use classical experimental methods to examine management

Research-Based Best Practices in Classroom Management

Scenario

Gently tapping on the door, Rebecca Choi sticks her
head into the office of her classroom management
professor, David Libertore. “Dr. Libertore, do you
have a minute to talk to me?”

Smiling, Dr. Libertore puts down the papers he is
grading and points to the empty chair in the corner. 
“I always have time for you. What’s on your mind?”

“I’m frustrated. The more classroom models we
review, the more confused I get. They all seem so dif-
ferent, and yet, each theoriest seems to think he or she
has the answer.” Rebecca leans in a little closer. “So,
Dr. Libertore, what is the answer? Which one is right?”

Smiling, he says, “Wow, I wish it were that simple.
What might be the ‘right’ answer for you,” he says,
making imaginary quotation marks with his fingers,
“might not be the answer for another teacher. Each
classroom is different, each school is different, and
each teacher is different.”

Seeing her confusion, he quickly adds, “But there
are some strategies that the majority of theorists
agree upon because research has shown them to 
be effective. Take rule development for example.
Don’t most theorists say we should create classroom
rules in order to have a well-ordered classroom?”

“Of course, but they certainly don’t agree about
how those rules should be written or even who
should develop them,” Rebecca argues.

“Ah, you have discovered the great rule develop-
ment debate. I’m glad you noticed the conflict. While
most everyone agrees that rules are important, there
are philosophical differences about who should
develop the rules or how the rules should be written.
For example, Coloroso thinks the rules should be
based on what students will be asked to do once
they leave school.”

“And Gathercoal thinks they should be based on
compelling state interests,” Rebecca adds.

“Exactly, and probably both are right. If a particular
theory fits your personal philosophy, then it will work
well for you. But if there is not a theory that speaks 
to you personally, the best plan might be to identify
the strategies that seem to cut across all theories 
and then determine how you will implement those
strategies into your classroom. And remember, 
you want to pick strategies that have a proven
research base.”

Preparing to leave, Rebecca says, “That makes a
lot of sense. I’ve really learned a lot this semester, but
sometimes it is so much, it’s overwhelming. Thanks
for your time.”

“Oh, I enjoyed it. I needed a break from all this
grading,” Dr. Libertore says, putting on his reading
glasses. “But now, I guess it’s back to work. I’ll see
you in class.”
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strategies. Classroom teachers can control only a portion of what happens in the class-
room, and much of good management involves reacting to unforeseen situations. The
inability to control the environment makes traditional experimental design difficult.
Therefore, investigators are forced to use interviewing, observing, and surveying as the
principal methods of researching classroom management.

Much of the research that has been in classroom management was actually conducted
by professionals outside the field of education. For example, research on behavioral theory
has applications for classrooms. Much of the research on the application of reinforcers to
influence the behavior of animals and individual students also can be used to control
groups. The body of research on the effective use of reinforcers, modeling, extinction, and
punishment has found its way into the classrooms (Landrum and Kauffman, 2006).

Beginning in the 1960s and continuing through the 1980s, several research teams ex-
plored relationships between classroom processes and subsequent outcomes (Brophy,
2006). Gettinger and Kohler (2006) identify this search for a relation between classroom
processes (teaching) and outcomes (how students behave) as process-outcome research.

Important instructional advancements for both improving classroom behavior and
promoting student achievement have come from this research. Process-outcome research
has been successful in identifying management and instructional variables associated with
high student performance. As a result, process-outcome research has moved the field of
classroom-management research closer to that of being a science through evidence-based
teaching practices derived from credible data.

Since the 1990s, studies of classroom management have used a different method of
research known as meta-analysis to analyze the effectiveness of management strategies.
Meta-analysis is the statistical procedure for combining data from multiple studies. When
the treatment effect (or effect size) is consistent from one study to the next, meta-analysis can
be used to identify this common effect. Two groups of researchers have used meta-analysis
to research effective classroom-management methods. Wang, Haertel, and Walberg (1993)
conducted a comprehensive study of hundreds of research reviews, journal articles, and
government reports to determine what elements most related to student achievement.
Marzano, Marzano, and Pickering (2003) analyzed the research of over 100 separate reports
on effective schools. Their research clearly indicates that classroom management is one of
the critical ingredients of effective teaching.

From nearly fifty years of research in classroom management has come a significant
discovery—there is a direct correlation between effective management and student
achievement. Brophy and Evertson (1976) found that teachers whose students consistently
gained in achievement had organized classrooms that ran smoothly with a minimum of
disruptions. Wang et al. (1993) found that effective classroom management has been
shown to increase student engagement, decrease disruptive behaviors, and enhance use of
instructional time. In their analysis, classroom management was rated first in terms of its
impact on student achievement.

Marzano et al. (2003) agree as their findings show that effective classroom manage-
ment has been seen as a critical element in teaching. They found that poor management
results in wasted time, reduction of time on-task, and distractions from the learning envi-
ronment. When these factors were eliminated, student achievement increased. Brophy
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(2006) agrees and notes that teachers who have withitness, who can overlap, and who can
pace lessons, are better classroom managers. Therefore, when an individual teacher uses the
techniques and strategies found to be effective in managing a classroom, the payoff is
increased student achievement.

When Alexander McNeese became the principal of Whitaker High School, he had
been given the charge by the local school board to change the learning environment of
the campus. Whitaker had earned the reputation of being the worst school in the dis-
trict, and parents complained about the lack of classroom management by teachers.
Mr. McNeese immediately pulled his faculty together and created a schoolwide man-
agement system that provided consistent expectations for the entire campus. During
the next year, the climate at Whitaker slowly changed as students responded to the
changes in the learning environment. The most surprising result, however, was that for
the first time Whitaker was removed from the list of poor performing schools because
the percentage of students making significant gains on achievement increased.

I teach behavior modification to elementary
school students at an alternative school in South
Mississippi. I have found that art therapy is an
extremely successful behavior modification tool.
I use the arts to give students an opportunity to
express their feelings, to evaluate their own be-
havior, and to facilitate the development of healthy
peer relationships. I use arts throughout all areas of
academic instruction. I teach math with drum-
ming and dance. I teach social studies with drama
and visual arts. I teach science through digital pho-
tography. By teaching the arts, I am able to meet the
learning needs of students with unique and differ-
ent learning styles.

My students have been referred to as the “ing”
children (jumping, shouting, screaming, cursing,
fighting, failing). Through participation in arts-
infused programs, they have been transformed!
They are still “ing” children . . . they are singing,
dancing, painting, acting, sculpting, smiling, learn-
ing children.

Christina Ross Daniels
Center for Alternative Education
Picayune, Mississippi
2005 Mississippi Teacher of the Year

Tips from the Field

BEST PRACTICES IN CLASSROOM MANAGEMENT

For over forty years, researchers such as Carolyn Evertson, Edmund Emmer, Linda Anderson,
Barbara Clements, Jere Brophy, and Carolyn Weinstein have researched effective classroom-
management practices. Some sought to verify the results of Jacob Kounin’s pivotal study
(see Chapter 1), and others have sought to determine the impact of effective classroom
management on student achievement. These studies involve large numbers of teachers and
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students from all grade levels. More recently, meta-analysis studies by Robert Marzano,
Margaret Wang, Geneva Haertel, and Herbert Walberg have reviewed hundreds of studies
in classroom management.

Both types of research have identified eight specific strategies that represent the best
practices in classroom management. These strategies were evaluated using sound experi-
mental design and methodology and have been demonstrated to be effective as reported by
numerous studies. Although most theorists agree that these strategies are essential to good
management, the application of these strategies continues to cause debate.

Creating Classroom Rules

Research by Gettinger and Kohler (2006) and Marzano et al. (2003) found that classroom
rules are an integral part of effective classroom management. Classroom rules refer to the
general expectations or standards for classroom conduct for all students. Clearly the
research supports the notion that designing and implementing rules has a profound influ-
ence on student behavior and learning.

In his research on effective classroom rules, Thornberg (2008) identified the following
types of classroom rules:

n relational rules—rules that provide students the standards for how to relate to other
students.

n structuring rules—rules for participating in the activities of the classroom.

n protecting rules—rules that are created to provide safety for students.

n personal rules—rules that require self-reflection on a student’s personal behavior.

n etiquette rules—rules that relate to how students should behave in social situations.

His research found that students felt relational rules to be the most critical for classroom.
Older students are highly critical of “etiquette rules” and feel they are treated as little kids.
Thornberg’s research also found that if students do not see the point of a rule, they will have
negative feelings toward it. Research by Brophy and McCaslin (1992) supports this finding
because they found that effective teachers not only articulate and enforce rules, but they
make sure that students understand why the rules are needed.

Cotton (1995) noted that rules should set standards that are consistent with or identi-
cal to the schoolwide code of conduct. Rules should be stated in positive terms rather than
as a list of things that cannot be done. Once written, these rules are posted and/or provided
to students and their parents.

Once rules are created, effective classroom managers teach the rules in the same way
that they teach academic content (Marzano et al., 2003). Effective teachers explain, prac-
tice, and review classroom rules until students have mastered them. Simonsen, Fairbanks,
Briesch, Myers, and Sugai (2008) found that pairing rule instruction with feedback and
reinforcement leads to greater gains.

However, creating rules and teaching them to students is the beginning of the process.
Effective teachers act when rules are broken. Effective teachers inform students of the con-
sequences of breaking rules and then monitor compliance and enforce consequences.
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Consistency is critical as Thornberg (2008) discovered that students judge how their teach-
ers handle rule violation and are critical of disrespectful and unfair treatment. Students
want consistencies in the rule system.

Kindergarten teacher Ericka Diamond begins her discussion of classroom rules to her
class by reading Never Spit on Your Shoes. The book tells the story of a kindergarten
class of animals who help their teacher create the class rules. The students love the
book and find the rules the students create hysterical. Building on the experiences
of the animals, she has her students suggest rules for their classrooms. Typically, by
the end of the first day, her class has created a set of rules in which the students feel
ownership.

Creating Classroom Procedures

Along with establishing rules, creating classroom procedures has been proven to be an
effective classroom-management strategy. Marzano et al. (2003) define classroom proce-
dures as expectations for specific behaviors. Though rules might be general in nature, pro-
cedures are very specific. The importance of establishing procedures was first investigated
in the late 1970s. In a study of third-grade classrooms that recorded behaviors of teachers
and students from the first day of school and throughout the school year, Emmer, Evertson,
and Anderson (1980) found that better classroom managers analyzed the classroom tasks.
Their research found that effective managers were able to analyze in precise detail the pro-
cedures and expectations required for students to function well in a classroom.

This reserarch was confirmed more recently when Emmer et al. (2006) and Cotton
(1995) found that inefficent procedures and the absense of routines for common aspects of
the classroom resulted in lost instructional time and caused students to lose focus. As

“The idle brain is the devil’s playground”is an infa-
mous saying that is quite good advice for class-
room management. The key to keeping students
focused on learning is to have them constantly
engaged in some way of thinking about ideas or
practicing skills from the moment they step in the
classroom to the moment they leave. Students in
my classroom understand that I expect all of them
to be actively participating at all times. It eliminates
the need to use methods to “fairly”call on students.
The only fair way to assess learning is for all stu-
dents to be participating at all times. Receiving

feedback from one student randomly does not
help. Each student in my classroom is provided
a whiteboard, so all students are responding
simultaneously. Teachers who want more effec-
tive classroom management learn to keep all
learners thinking and engaged at all times.

Michael Fryda
Westside High School
Ninth-Grade Science
Omaha, Nebraska
2010 Nebraska Teacher of the Year

Tips from the Field
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classrooms become more learning centered, more complex procedures are needed due to
the variety of activities, the movement of students around the room, and simultaneous
activities by multiple students (Evertson and Neal, 2006).

Needed procedures for all classrooms include the following:

n a process for distributing and collecting materials

n a procedure for the storage of common materials

n specific procedures for the use of equipment such as computers

n procedures for entering and exiting the classrooms

n specific procedures for handling emergency situations such as fire alarms, weather
alerts, and security issues

Just as rules need to be taught and practiced, procedures also must be taught and
practiced. Practicing is especially essential for complex tasks so that students will have a
thorough understanding of procedures. Gettinger and Kohler (2006) found that practicing
procedures makes classroom activities less suscepible to breakdowns during interruptions
to the normal school day.

The first fifteen minutes of twelfth-grade history teacher Shavonna Pulley’s class are
always chaotic. She has trouble quieting the class as she is bombarded with students
who need notes signed, who are turning in late assignments, or who are asking for
missing papers. By the time the class is finally settled, her nerves are frayed and she is
screaming at the students to be quiet. Her students enjoy the drama and are reinforced
by the chaos to be even more disruptive.

Across the hallway, Brittney Trice’s class is an example of organization. As students
arrive to class, they pick up a folder that contains their graded work or assignments
they might have missed if they have been absent. While they complete the bell ringer
assignment, Brittney moves through the room signing any paperwork that is needed
and answering individual questions. Five minutes after class starts, bell work is com-
pleted and the day’s lesson begins.

Managing Classroom Transitions

Transitions are a constant in classrooms and have been a favorite topic of researchers in
classroom management. In 1970, Jacob Kounin found that effective classroom managers
possessed “transition smoothness.” Kounin defined transition smoothness as the ability to
manage various activities throughout the day and noted that the typical teacher must initi-
ate, sustain, and terminate many activities during school time. Thirty years later, Gettinger
and Kohler (2006) confirm Kounin’s finding. They estimate that 15 percent of classroom
time is spent in transition. Minor transitions occur between speaking turns, and major
transitions occur between activities or phases of a lesson, between lessons, or as students
move from one location to another. Therefore, the successful management of transitions is
critical for maximizing learning time and minimizing misbehavior.

Effective classroom managers have the ability to make such transitions in a smooth
and orderly fashion. The quality of transitions sets the pace and tone of the subsequent
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segment (Doyle, 2006). Successful managers have the ability to prevent problems before
they occur and clearly signal the onset of transitions to prevent confusion. Effective teach-
ers actively structure and orchestrate transitions, and they minimize the loss of momentum
during these changes in activities. As with rules and procedures, effective teachers provide
students with beginning-of-year instruction and practice transitions in the classroom.

Beginning teacher Brandon Long was amazed when he realized he would have
approximately 90 students in each of his physical education classes. He wondered how
he would be able to manage that large number of students. It seemed that just check-
ing the roll would take up a large portion of the class time. Fortunately, Brandon was
not alone in teaching these students and found his co-teacher, Dedrick Parsons, a
master in managing the classroom. What impressed Brandon most was the skill
Dedrick used in having the students transition from one class to another. On the gym
floor were the numbers 1 through 100. Each student had been assigned a number.
During the change of class, Dedrick played several songs that had been suggested by
the students. By the time the music ended, each student was to be sitting on his or her
assigned number. In the minutes following the ending of the music, Brandon checked
the roll for students numbered 1 through 45 by walking by the students and noting
who was not sitting on his or her number. Dedrick checked numbers 46 through 90.
In less than a minute, roll was taken and the list of those who were absent recorded. As
soon as roll is completed, students are divided into groups and class begins.

Creating an Effective Classroom Design
Marzano et al. (2003) found that the way a teacher arranges and decorates the classroom
sends a message to students. As students enter the classroom on the first day, judgments are
made about the teacher and how the teacher will manage the classroom. However, they
stress to teachers that “it is not your job to create a ‘pretty environment’; it is your job to
create a ‘learning’ environment” (p. 98).

Creating a learning environment requires designing a classroom that supports the
learning activities and the management of students that is desired. Teachers must consider
the physical characteristics of a classroom, the number and needs of the students who will
occupy the space, the arrangements of the desks, and restraints of the physical design of the
room. Simonsen et al. (2008) note that additional attention must be given to traffic flows,
teacher–student areas, and visual displays on the walls. Marzano et al. (2003) found that
effective classroom arrangements allow

n all students to be seen by the teacher.

n all students to be reached by the teacher in moments.

n students to see all presentations.

n materials to be accessible to students and teachers.

n clear traffic flow for students.

n students to be easily organized into learning groups.

n no distractions in the learning process.
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Simonsen et al. (2008) found that the physical arrangement of the classroom influ-
ences behavior. Effective planning and arrangement of the learning environment can prevent
inappropriate and disruptive behavior.

When new teacher Kawana Hughes saw her third-grade classroom for the first time, she
thought she would cry. During her student teaching, she had been in bright, colorful
classrooms. Now, facing her blank walls, she feared she didn’t have the time, energy, or
money to transform the dull room into what she had envisioned her classroom to be.
Her principal suggested she contact the retired teacher association to see if anyone had
materials they might donate to her. To her delight, she was given bean bags, boxes of
books, a bookcase, curtains, and bulletin board materials. Within days, she had filled
her room with materials that had been donated to her and transformed what had been
an empty dull room into a bright learning environment for her students.

Planning for the Beginning of the Year

Over thirty years ago, Emmer et al. (1980) found that classrooms that ran smoothly had set
the stage by thorough preparation and organization at the beginning of the school year. In
2003, Marzano et al. agreed when they stated that “virtually all research points to the begin-
ning of the year as the ‘linchpin’ for effective classroom management” (p. 92). During the
first days of class, teachers convey powerful messages about who they are and how they will
manage their classrooms. If during the beginning weeks of school, rules, procedures, and
transitions are established, taught, and reinforced, teachers find the rest of the year tends to
go smoothly. Therefore, planning how one manages the classroom during the first weeks of
school is as critical as planning instruction.

Doyle (2006) notes that from the perspective of order, the early class sessions of the
school year are of utmost importance. Relationships are established during these critical
weeks, and Brophy (2006) found that at the beginning of the year, the best teachers conveyed
more personal acceptance of students. Brophy (2006) notes that the consensus of the re-
search in effective classroom management shows that from the first day of school, teachers
should be friendly, personable, and businesslike while they take charge and establish a posi-
tive classroom atmosphere. Effective teachers reinforced good behavior and praised students
more than less effective teachers. They provided critical cues for the behavior that is desired.
These teachers watched student behavior carefully and corrected behavior quickly.

Clearly, there is a difference during the first weeks of school in an elementary class-
room versus a middle or secondary classroom. Evertson and Emmer (1982) found that
elementary students must learn “going to school” behaviors. Middle school and high school
students have been taught these skills and, therefore, need to spend their time learning their
responsibility for engaging in and completing work.

As a veteran eighth-grade science teacher of over thirty years, Melissa Webb under-
stands the importance of establishing procedures for her classroom during the first
week of classes. The first day of class is spent going over her classroom rules and get-
ting to know her students. The second day is devoted to safety. As Melissa introduces
the procedures for using the science equipment in the classroom, she stresses that the
purpose of the procedures is to keep students safe. At the end of the first week, her
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students put on skits showing the correct and incorrect ways to use the equipment.
Her students have a great deal of fun showing the tragic things that can happen when
science equipment is used incorrectly.

Providing Individual and Group Reinforcements 

The use of positive reinforcement as a classroom-management strategy has been well
established (Landrum and Kauffman, 2006). This research cuts across all age groups, ability
levels, and a variety of settings. In the past forty years, literally thousands of studies have
shown that teacher’s delivery of social reinforcement can result in improved academic per-
formance, rule following, and good school behavior.

Simonsen et al. (2008) identify a continuum of strategies to acknowledge appropriate
behavior. The following strategies have been supported by research as effective in changing
and controlling student behavior:

1. Specific contingent praise. Simonsen et al. (2008) state that praise has the strongest
evidence base as being an effective strategy.

2. Group reinforcements. This strategy is used to create common expectations for a
group of students, and the group is rewarded when all engage in expected behaviors.

3. Behavior contracts. Used with individual students, behavior contracts have been
effective in changing unacceptable behaviors.

4. Token economies. Students earn tokens individually or as a group when they display
desired behaviors. These tokens are then cashed in for a desired award.

The four types of reinforcers above have all been proven to be effective in changing behaviors.
Group reinforcement and token economies are often used together. These reinforcers have
been found to

n increase positive and decrease negative verbal interactions.

n decrease transition time.

n increase achievement.

n increase appropriate classroom behavior.

n promote peer social acceptance.

n increase student attendance.

n decrease inappropriate behavior.

n decrease talk-outs and out-of-seat behavior.

n increase student preparedness for class and assignment completion.

Although research clearly shows the effectiveness of reinforcers, many educators disagree
with their use. They argue that these reinforcers only change behavior for a short period and
do nothing to create lifelong learners (Kohn, 1996). Reeve (2006) agrees that if reinforcers
are administered in controlling ways, they can undermine a student’s autonomy, intrinsic
motivation, self-regulation, and engagement. Therefore, it is critical that teachers who provide
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reinforcers to their students study research on extinction so that the reinforcers can be with-
drawn as students learn to take responsibility for their learning and their behaviors.

Heather Collins was known for her popcorn in a jar. Each day she determines the over-
all behavior of the class. If they have had a good day, a scoop of unpopped popcorn is
placed in a large gallon jar. Sometimes, a scoop is put in the jar when the students get
a good report from another teacher or when they are especially well behaved. When
students perform a procedure accurately and quickly (such as lining up in the class),
Heather gives them a scoop. This encourages them to perform the task the same way
each time. When the jar is full, they pop the popcorn and have a popcorn party.
Heather’s students love watching the jar fill.

Monitoring Student Performance

Gettinger and Kohler (2006) found that monitoring student performance is a critical aspect
of classroom management. Research by Doyle (2006) agrees with this finding and adds that
effective teachers constantly monitor the classroom and are able to juggle many tasks at
once. Effective teachers monitor student behavior in one of the following ways:

1. They monitor the entire class. The teacher constantly circulates around the room and
sees that the class is functioning as a whole.

2. They observe individual students. Effective teachers watch for verbal and physical cues
that students are stressed or having difficulty. Therefore, they are able to prevent situa-
tions from escalating. They respond to incidents of student misbehavior promptly and
consistently. Because of this constant monitoring, effective teachers know who is off-task
and redirects the corrected student.

Often teachers must research the most effective interventions to reach
challenging students. Bob Daemmrich Photography
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3. They monitor their own teaching. Effective teachers read their students’ nonverbal
behaviors and adjust the pace, rhythm, and duration of classroom activities and
assignments to meet student needs. They use feedback from students and their assess-
ment of their students to provide clear instructions. Most important, they consider
this adjustment as a natural part of the teaching process rather than a failure on their
part or on the part of their students.

4. They monitor their thoughts. Marzano et al. (2003) stress that it is critical for teachers
to self-monitor their attitudes about specific students because negative attitudes get in
the way of helping students who are most in need of interventions.

Kindergarten teacher Melinda Parsons noticed that her students had spent a lot
of time during recess pointing at her and staring at her head. Unable to suppress
her curiosity any longer, she calls a group of students over to her. “I noticed that
you have been watching me. What’s going on?”

Two of her little girls giggled. “Can we feel the back of your head?”
Surprised, Melinda responded, “Well, I guess so. Why do you want to feel

my head?”
“Cody’s daddy said you must have eyes in the back of your head because you

always know when Cody is bad even when you aren’t looking at him. We told
Cody that you can’t have eyes in the back of your head. You don’t, do you?”

Laughing, Melinda parted her hair so the girls could take a closer look. “See,
there are no eyes in the back of my head. I don’t need eyes in the back of my head
to know when you are being bad or good.”

Giggling, the girls ran to tell Cody that Mrs. Parsons didn’t have eyes in the
back of her head.

Building Positive Relations with Students

Marzano et al. (2003) note that a quality student–teacher relationship is critical for a positive
learning experience. Wang et al. (1993) agree and found that just as positive student–teacher
academic interactions foster learning, positive student–teacher interactions foster a positive
classroom environment. They found that effective teachers express personal warmth and
encouragement and use humor to hold students’ interest and defuse classroom tensions.

Some unruly students suffer from family dis-
cord and divorce, parents with drug and alcohol
problems, neglect or abuse, serious lack of self-
confidence and self-esteem, and personal emo-
tional problems. Sometimes having a personal
talk early in the year can uncover what is both-
ering a student. Take the time early in the year to

develop a relationship with your students—get to
know them.

Alison Standing
Behaviour Management Teacher
Churchill State School
Churchill, Ipswich
Australia

Tips from the Field
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Because of these positive relationships, there are fewer disruptions, more acceptance of rules,
fewer disciplinary actions, and more tolerance toward divergent points of view.

Often behavioral problems are the result of a breakdown in teacher–student relation-
ships. Teachers who want total control in the classroom will find that students rebel against
that control. Teachers who are too lax will lose control of the classroom as students take over
the running of the class. What students want is a benevolent dictatorship in which the teacher
is in charge of the classroom. Marzano et al. (2003) found that the optimal teacher–student
relationship consists of equal parts of dominance and cooperation. Students want the teacher
to be in control but to be fair in that control. Effective managers do not treat all students the
same, particularly in situations involving behavioral problems. They recognize that some
students need encouragement, others need a gentle reprimand, and still others might need
another consequence. It is important that teachers convey the message that they are con-
cerned about their students as individuals and the class as a whole.

Though effective teachers maintain control of the classroom, Cotton (1990) found
that they share the responsibility for managing the classroom with students. Their goal is
that students develop a sense of belonging, ownership of their own behavior, and responsi-
bility for each other.

For-sixth grade teacher Natasha Brown, building a positive relationship with students
begins before the first day of class. As soon as Natasha receives her class list, she begins
making calls to her students’ parents. After introducing herself, she asks several ques-
tions about the student’s family, pets, and interests. She uses this information on the
first day of class. As she greets each student, she makes a point of mentioning some-
thing she knows about the students. This acknowledgment is the start of the positive
relationship she has with her students.

Selecting Appropriate Interventions

When teachers talk of the interventions they use in their classroom, the idea of punishment
comes to mind. However, the majority of interventions in classroom settings are not puni-
tive. Most interventions fall into two categories—preventive or reactive (Clunies-Ross,
Little, & Kiehuis, 2008). In general, preventive strategies are those behaviors that a teacher
uses to prevent the likelihood of behavior problems. Reactive strategies occur following a
student’s behavior. Figure 14.1 provides examples of both types of interventions.

Preventive interventions include rule development, the creation of procedures and tran-
sitions, the development of positive relationships with students, the monitoring of students,
and the arrangement of the classroom. These strategies have been discussed extensively in this
chapter. When these interventions are in place, the need for reactive interventions diminishes.

Reactive interventions also fall into two categories, and the guiding principle for reactive
interventions is that that there should be a healthy balance between negative interventions
for inappropriate behavior and positive interventions for appropriate behavior (Marzano
et al., 2003). Therefore, it is important that teachers recognize when their students display
good behavior. This recognition can be provided through praise, tangible rewards, group
rewards, or through a token economy. If appropriate behavior is never recognized, the stu-
dents will decide that they can never please the teacher and will eventually stop trying.
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Eventually all teachers will be forced to provide a corrective intervention when stu-
dents display undesirable behavior. Teachers dread these types of interactions because as
Clunies-Ross et al. (2008) found, student misbehavior affects teacher stress, well-being, and
confidence. It also impacts negatively on student learning and academic achievements.

Care is needed when corrective interventions are used because they call attention to
potentially disruptive behavior. Doyle (2006) states that corrective interventions are risky
because the teacher must determine if stopping instruction is necessary. The decision to
intervene requires complex judgments concerning the behavior, the student, and the cir-
cumstances at a particular moment in classroom time. In some cases, interventions can
pull the class farther away. Some teacher responses to disruptive behavior can backfire and
actually increase disruptive behavior.

Some investigators suggest that corrective interventions are not effective, but Marzano
et al. (2003) found that the categorical rejection of corrective interventions is simply not
supported by research. Their findings strongly support a balanced approach that employs a
variety of techniques. Research by Stage and Quiroz (1997) confirms this, and they learned
that corrective interventions resulted in a decrease in disruptive behavior among almost
80 percent of the subjects in the studies they analyzed. In addition, Nelson, Martella, and
Galand (1999) found that a systemic response to disruptive behavior was a key role in re-
ducing office referrals.

Figure 14.1

Effective Interventions

Proactive Interventions Reactive Interventions

Positive Reactions

• Rules
• Procedures
• Transitions
• Positive relationships
  with students

• Praise
• Tangible rewards
• Token economies
• Positive phone calls
• Public recognition
• Notes of appreciation

Corrective Reactions

• Time-out
• Calls to parents
• Missed privileges
• Individual behavior plan
• Referral to principal
• Detention
• Suspension

• Student monitoring
• Effective classroom
  arrangement
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Therefore, corrective interventions are needed in order to maintain classroom control
and to help individual students become more responsible. More effective teachers tried to
develop long-term solutions to address the causes of problems rather than simply trying to
control the students (Brophy & McCaslin, 1992). Teachers who got the most effective
results used minimally intrusive yet prescriptive techniques. Often the technique was as
simple as gaining attention by touching or moving closer to misbehaving students. These
teachers provided specific cues concerning the desired behavior. Effective teachers remained
professional in their interactions and maintained control of their own emotions.

In contrast, teachers who were nonintrusive but less prescriptive appeared to be inef-
fectual. Teachers who relied on loud and disruptive interventions were reported to be less
successful in achieving student compliance. Other ineffective techniques included yelling,
blaming, threatening, and punitive actions. When students did comply, they did so grudg-
ingly and often returned to the previous behavior as soon as the teacher was not present.

Brophy and McCaslin (1992) found that effective teachers and ineffective teachers
often used the same interventions. What differed was the way the strategies were used.
Effective teachers catch disruptive behavior early (Nelson et al., 1999). They don’t let the
situation escalate and get out of control.

Scenario
Principal Jorge Hernandez stared at two stacks of office referrals on his desk. Looking
up at his two assistant principals, he said, “Can you explain what we have here? This
stack,” he said as he motioned to the stack, “comes from ten faculty members. These
ten teachers have had less than thirty referrals this semester.” He waved his hand over
the second stack. “And this stack is from ten faculty members. There are over three
hundred referrals here. These teachers are averaging one referral a day. I want to know
why. I want you”—he nodded toward the two assistant principals—“to find out the
difference. If the first group has some magic formula that we don’t know about, 
I want us to all know it.”

Two weeks later, his assistant principals return to give Mr. Hernandez a report of
what they had found. Bill Lawson leans back in his chair. “I have to tell you that before 
I did this research I was convinced that the first group of teachers just had better kids.
However, what I found was that some of the students are in the classes with teachers
with the low number of referrals and also in the classes of teachers with the high numbers
of referrals. The number of referrals seems to have nothing to do with the students.”

“I agree,” Rebecca Ramsey says. “And there’s not any magic. The teachers with
low referrals have extremely organized classes. The students come in to class, and they
know what is expected. If there is a disruption, they take care of it quickly and everyone
gets back to work. When I observed the other teachers, however, I found classes in
chaos. It takes the teachers half the class time to get the attention of the students. I saw
no rules posted and no rules enforced. They let the class run wild until they are frus-
trated and send students to the office. I didn’t see them even try to correct behavior.
They simply sent students to the office. If we want this to change, the second group
must use the same tactics as the first group. It seems simple, but I doubt it is.”
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Table 14.1 Summary of Research in Classroom Management

n Group behaviors differ from individual behavior.
n Effective classroom management starts with careful planning for the school year and

each school day. The order created during the first few days of school reliably predicts
the degree of student engagement and disruption for the rest of the year.

n Effective classroom management prevents disruptions from occurring rather than merely
reacting to situations.

n Effective teachers weave instructional and disciplinary strategies together.
n Better managers provide instruction in classroom rules and procedures as part of the

curriculum.
n Academic achievement and effective classroom management are tied together.
n Effective classroom management enables teachers to spend more time on instruction,

resulting in greater academic gains for students.
n Effective managers begin by identifying the goals of instruction. They then consider the

student behaviors needed to achieve these goals. As they plan instruction, they also plan
for the management necessary to accomplish their objectives.

Summary

In the past fifty years, researchers have spent thousands of hours observing the behaviors
of teachers who successfully and unsuccessfully managed their classrooms. The findings
from these fifty years of research appear in Table 14.1. The good news is that research
verifies that good managers aren’t born; they are made by using research-based practices
(Marzano et al., 2003).

Definitions for these terms appear in the glossary.

Process-outcome researchMeta-analysis research

Key Terminology

Chapter Activities

Reflecting on the Theory

1. Consider a class you attended that had a successful beginning. What activities established
the learning environment in that class? What activities made you feel welcome and part of
the learning environment?
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2. Where do you stand in the great rule debate? Will you create the rules for your classroom
or will you involve your students in the creation of the rules?

3. Robert Marzano said, “It is not your job to create a ‘pretty environment’; it is your job 
to create a ‘learning’ environment.” What did he mean? How do you create a “learning
environment”?

4. Research on effective classroom management points to the importance of having a positive
relationship with students. What strategies will you use to establish effective relationships
with your students?

Developing Artifacts for Your Portfolio

1. Find a research article related to the topic of classroom management. Critique the article
by providing a brief analysis of the research and your evaluation of the research.

2. Review a lesson plan you have created. Evaluate the lesson plan to determine what
procedures will be needed for the lesson to be effective.

Developing Your Personal Philosophy of Classroom Management

1. This text has presented twelve models of classroom management. Which of these models
do you feel best utilizes the effective strategies identified in this chapter?
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Objectives

Chapter 15 prepares preservice teachers to 
meet INTASC standards #1 (Content Pedagogy), 
#3 (Diverse Learners), #4 (Instructional Strategies),
#5 (Motivation and Management), #9 (Reflective
Practitioner), and #10 (School and Community) 
by helping them to

■ evaluate the impact of a teacher’s philosophy,
personality, and teaching style on the selection 
of a classroom-management plan.

■ evaluate the impact of teaching strategies on the
selection of a classroom-management plan.

■ determine whether they will use a teacher-centered
or student-centered approach to classroom
management.

■ develop a personal classroom-management plan.

■ select specific classroom-management strategies
they will use in their individual classrooms.

From Chapter 15 of Effective Classroom Management: Models and Strategies for Today’s Classroom, 3/e.
Carlette Jackson Hardin. Copyright © 2012 by Pearson Education. All rights reserved.

Annie Pickert/Pearson
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INTRODUCTION

The panel of principals may have a difficult time selecting from the three candidates, because
none of their answers were incorrect. Their answers represented the philosophy, person-
ality, and teaching style of each candidate. Therefore, any of the three candidates would
be an appropriate choice if the teacher’s plan fits into the principal’s philosophy and man-
agement style.

Ultimately, the most effective classroom-management plan is one that meets the needs
of the individual teacher, the teacher’s students, and the school environment. In many
cases, an existing model will be the best choice. In other cases, the teacher will find it best to
merge parts of several models to meet the requirements of the classroom and school envi-
ronment. Often, the teacher is more comfortable creating a plan that meets the teacher’s

Creating Your Own System

■ determine ways to prevent student 
misbehavior.

■ select methods for dealing with inappropriate
behavior.

■ evaluate how subject-area content impacts 
classroom-management strategies.

■ determine how the school environment impacts
individual management plans.

Scenario

As part of the recruitment process for the Denton
School District, a team of principals interviews all
candidates using a predetermined list of questions.
Two of the questions deal with classroom manage-
ment, and candidates are asked to provide a per-
sonal definition of effective classroom management
and to describe the classroom-management plan
they intend to use in their classrooms. Today, recent
graduates Denise Sowell, Martin Segovia, and
Brianne Kraeske are being interviewed.

Denise hesitates only a moment before answering
the two questions. She had anticipated the questions
and says, “I think that effective classroom manage-
ment is having sufficient control of your classroom 
so that everyone can learn. To do this, I plan to use
Assertive Discipline. I studied Assertive Discipline
when I was in college, and my cooperating teacher
was using Assertive Discipline as her management
plan when I student-taught. So, I’ve had a lot of
opportunity to see its application. I think I will feel
comfortable using this model.”

Martin is visibly nervous when he is being inter-
viewed, and his hands shake as he responds to the

questions. “I see classroom management as manag-
ing all the elements of the classroom so that learning
can occur. That means I have to carefully plan how
my room is arranged, my class rules, and the proce-
dures for how we will do our activities. I don’t have a
specific plan in mind. I hope to follow the plan the
school has adopted or to use what the majority of 
the teachers in the school use, because I think there
should be consistency within a school.”

Brianne is pleased when she is asked the ques-
tion. She has spent a lot of time thinking about the
management plan she would adopt. She has even
brought diagrams of how she hopes to arrange her
classroom. “I want to use a very student-centered
approach with my students. That means I want them
to help me create our rules and our consequences. I
plan to have a student-centered classroom with lots
of activities, so I will need to carefully plan the proce-
dures I will use for group management. I guess 
I would define effective classroom management as
helping students learn to be responsible for their 
own behavior. That will be my ultimate goal: to help
students learn to manage themselves.”
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unique needs. Swick (1985) suggests that the selection of the appropriate classroom-
management plan requires teachers to give careful consideration to their own philosophies,
personalities, teaching styles, and teaching experiences, and to carefully evaluate the mis-
sion and environment of their school and community.

THE PHILOSOPHY OF THE TEACHER

Gathercoal (2001) notes that the basis of a teacher’s philosophy is generally formed from
fundamental beliefs concerning the basic nature of students, the way students learn, the
amount of control or freedom students need, and the way students should respond to the
authority of the teacher. This philosophy will provide the foundation for the classroom-
management plan selected and used by the teacher.

Martin and Baldwin (1993) suggest that there is an ideological continuum along which
a teacher’s philosophy will fall. At one end of the continuum is the belief that a student
must learn appropriate behaviors and that one of the functions of the teacher is to main-
tain classroom control while this learning process occurs. At the other end of the continuum
is the belief that it is a student’s nature to “be good” and that a student will behave
appropriately if given the freedom and responsibility to do so.

Gathercoal (2001) also argues that two different educational philosophies exist re-
garding the nature of students. One philosophy contends that students are evil from birth
and that this evil nature can be corrected only by a strong teacher who uses authoritarian
methods. The other philosophy views students as innately good and the teacher’s role as
nurturing the growth of this goodness through positive interactions.

Teachers like Denise, who consider it the responsibility of teachers to maintain control
in the classroom, are considered teacher-centered in their approach. In the past few years,
teacher-centered approaches have been viewed negatively by educators as new research on
teaching has focused on the effectiveness of student-centered approaches. However, many
teachers think students need guidance by a trained teacher as they move through various
stages of cognitive, social, and moral development. Often, it is not their view of students as
“evil” that causes teachers to support a teacher-centered approach, but rather their belief
that the student’s environment influences behavior and that student behavior can be
changed by reward, reinforcement, and punishment (Martin & Baldwin, 1993). In the
teacher-centered classroom, rules begin with student responsibilities. The breaking of rules
requires interventions in the form of punishments or consequences to help students make
mental connections between behavior and the consequences of behavior. Privileges in a
teacher-centered classroom are earned through appropriate behavior.

At the opposite end of the continuum are teachers like Brianne, who propose a
student-centered approach to teaching and classroom management. The student-centered
teacher presupposes that the student has an inner drive to do what is right and learn re-
sponsibility through interactions and experiences in a safe, welcoming environment.
Gathercoal (2001) notes that student-centered teachers think of students as inherently
good and believe they can trust students. Therefore, they are quite comfortable putting into
practice methods designed to help students learn and develop attitudes of respect and

211



Creating Your Own System

responsibility. When behavior problems occur, the student-centered teacher is concerned
with which strategies will be most effective in bringing about a reasonable resolution to
the problem. Every interaction with misbehaving students centers on the resolution of
the problem by creating learning experiences that allow them to grow and recover from
mistakes. This growth results in students learning responsibility. Choice is important in 
a student-centered classroom because of the belief that students are active, positive, moti-
vated, and unique problem solvers.

Few teachers act totally according to either of these extreme philosophies or are either
totally teacher- or student-centered. Most teachers weigh their basic philosophies about
students with educational research and their own experiences to provide a more balanced
approach in their teaching practices and management strategies.

Fellow teachers can be your best resource. Don’t
try to reinvent the wheel. New teachers think they
have to come up with some snappy original idea
for every concept they teach. Let me dispel the
myth. I haven’t had an original idea in twenty
years. I’ve learned to sponge off others’ ideas
and weave them into my own to make magical
lessons. However, it is important to give credit
where credit is due. Use the Internet, professional

magazines, and colleagues to gain great ideas. Go
to professional meetings (a potpourri of great
ideas) and absorb. Don’t burn out. Bone up on
what others can teach you.

Cynthia H. Lynch
Fourth-Grade Teacher
C.E. Hanna Elementary School
Oxford, Alabama

Tips from the Field

THE PERSONALITY OF THE TEACHER

Martin and Baldwin (1993) propose that the personality of the teacher is the most signifi-
cant variable in classroom success. They found no real research, however, that defines the
ideal personality for a teacher. Students, too, would have difficulty describing the ideal per-
sonality for a teacher. During their twelve years of school, students will encounter teachers
with a variety of personalities. Some teachers can tolerate a great deal of noise in their class-
rooms, whereas others want their classrooms to be a quiet place. Some teachers joke and kid
with their students, whereas others maintain a serious, businesslike demeanor. A look into
classrooms will find some that are messy, with materials scattered around the room, and
others that are neat, with everything carefully organized and in its place. Some teachers
allow students to leave their seats to sharpen their pencils and retrieve materials, whereas
others will allow students to leave their seats only with permission. Teachers vary in a thousand
ways, and amazingly, most students manage to deal relatively effectively with this variety of
personalities.
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Perhaps, then, it is not a specific teacher personality that creates a successful classroom,
but the congruence between the teacher’s personality and the teacher’s actions. Teachers
often adopt a particular instructional or discipline technique because research shows it is
effective or there is a mandate from the administration. If that technique does not fit the
teacher’s personality, however, the technique will fail, students will be frustrated, and prob-
lems will occur.

Martin found this to be true during his student teaching experience. Both Martin’s
cooperating teacher and his university supervisor encouraged him to use cooperative
learning as a part of his teaching strategies. However, Martin found that he was constantly
telling students to lower their voices. Although his cooperating teacher thought the noise
level appropriate, Martin felt the class was constantly out of control, and he often resorted
to shouting at students to lower their voices. Brianne had the opposite experience.
Observing a very traditional classroom, Brianne found the activities boring and wondered
what kept the students from falling asleep. She vowed that when she had her own class-
room, students would move, talk, and work together.

A second key to finding the balance between teaching personality and classroom man-
agement lies with the teacher’s expectations. Students can and do deal effectively with a
variety of teaching styles, management styles, and teacher personalities as long as they
understand what the teacher expects and the teacher is consistent in those expectations.
When expectations are not clearly defined, however, students may feel they are treated
unfairly and conflicts may develop between students and the teacher. It is important, there-
fore, that the management plan selected fit the personality of the teacher, and that all com-
ponents of the plan, including rules, consequences, and procedures, are clearly defined for
students from the first day of school.

Collaborating with fellow teachers will enhance your classroom-
management plan. Bob Daemmrich Photography
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THE TEACHING STYLE OF THE TEACHER

Brianne’s answer about her classroom-management plan showed an unusual understand-
ing of the connections between teaching style and classroom management. Having given
careful consideration to how she wanted to provide instruction, she used her approach
to teaching as the springboard for selecting the plan she would use. Swick (1985) agrees
that room size, seating arrangements, time spent in various activities, available learning
resources, subject-area transitions, and group interactions are typical management issues
that teachers need to work out in advance of actual teaching and in conjunction with the
teaching strategies they plan to use.

Brophy (2006) emphasizes that well-established classroom-management techniques
often have to be adapted or elaborated to fit a particular classroom. Strategies used for
managing small groups might not be effective for large groups. Therefore, the teacher will
be required to adjust based on the teaching strategies used. Classroom-management prac-
tices must be aligned to support the teacher’s intended goals and activities. Brophy suggests
that teachers work backward from the goals they hope to achieve to the strategies that will
make these goals possible.

Many classroom-management instructional issues are dictated by the subject area
taught. Lab classes, vocational classes, and fine arts classes require differing approaches to
classroom management because of the physical design of the classroom, the activities in-
volved, group interactions, transitions, procedures, and safety requirements. However,
these same issues must be considered with regard to the learning environment in traditional
classrooms. Therefore, classroom-management plans must be developed with considera-
tion given to both the subject area taught and the teaching style of the classroom teacher.

Brianne plans to use a student-centered approach to her teaching. As she noted in her
response to the panel of principals, this approach requires that she give careful thought to
the grouping of students, the management of transitions, and procedures for working in
cooperative groups. She may find it helpful to adopt a model such as Marshall’s Discipline
without Stress® Punishments or Rewards, Curwin and Mendler’s Discipline with Dignity
and Kohn’s Building Community, or Evertson’s Classroom Organization and Management
Program (COMP), because these models support student-centered teaching strategies. She
may find elements from several of these models helpful and create a model that combines
many of the ideas and strategies presented in these existing models.

Teachers who plan to use teacher-centered approaches have other issues to consider
and must develop a classroom-management plan that supports the instructional practices
they intend to use. Lectures, tutorials, drills, demonstrations, and other forms of teacher-
controlled teaching tend to be the focus of instruction in teacher-centered classrooms.
Such activities require that the seating arrangement allow all students to see and hear the
teacher. In classrooms where students respond to teacher-directed questions, the teacher
must develop clear rules for engaging in the discussion process. Because teacher-centered
classrooms tend to use distinct time periods for each subject area, it is important that
students progress through the day in an orderly fashion. Teachers using a teacher-centered
approach to teaching may want to adopt Skinner’s Behavioral Management, Canter’s
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Assertive Discipline, Jones’s Positive Classroom Discipline, or Albert’s Logical Consequences,
because all of these models work well in teacher-centered classrooms.

The establishment and maintenance of an effective classroom-management plan is
derived not only from knowledge about management theory and strategies, but also from
the teacher’s content and procedural knowledge of the subject matter. Daily planning by
the teacher must include thoughtful consideration about both classroom management and
instruction.

THE TEACHER’S EVALUATION OF THE SCHOOL
ENVIRONMENT

Martin looked to the school and its administration for guidance in developing his classroom-
management plan. To create his plan, Martin will assess the school environment because he
understands that a knowledge of the mission of the school; the policies of the school,
district, and state; and the management style of the administration will impact his plans for
classroom management. Martin must also consider the size of the school and the cultural,
gender, and socioeconomic makeup of the student body as he develops his plan.

Swick (1985) recommends that a teacher’s classroom-management approach evolve
from the total school setting and reflect the ecology of the school. He advises that classroom
management should be proactive and related to all the factors that influence the functioning
of teachers, students, parents, and administrators in the classroom and the school. Swick
identifies six elements of a school ecology that directly influence classroom management:

1. Behavior of School Personnel: A visit to any school immediately gives a view of the
interactions between school personnel and the student body. Often overlooked are the
interactions of the office staff, custodians, and other support people. If these personnel see
their jobs as important to the functioning of the school and understand that their interactions

My most effective classroom-management “trick”
is always to have fast-paced lessons and to keep stu-
dents focused on the task at all times. I must know
my lesson so well that I can constantly run and
work the class while being aware of potential issues
and problems before they appear. If students are
actively engaged in their own education, they will
not have time to stray from the purpose of the
class. I have found, in many classes I observe, that
time is wasted by the teacher preparing class mate-

rial during instructional time. Thus students know
that their time is being wasted, and they act out. To
prevent this, teachers must be prepared with all
materials ready when instruction begins.

David Neves
Music Teacher and Band Director
Scituate High School–Middle School
2002 Rhode Island Teacher of the Year
North Scituate, Rhode Island

Tips from the Field
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contribute to the overall climate of the school, the atmosphere will be one of mutual
respect among staff, faculty, students, and administrators.

2. The Campus: The physical layout of the campus contributes to the overall feeling
of safety and security felt by students and teachers. Classrooms that are isolated or that 
are housed in portable facilities present unique management issues. The neighborhood
bordering the campus must also be evaluated for additional security issues.

3. Existing Discipline Practice: Many schools have a schoolwide discipline plan. As
Martin pointed out in his interview, confusion develops when teachers fail to follow the
schoolwide plan. It is important that teachers understand the school’s plan for discipline
before accepting a position. The three candidates should also question the principals 
about their individual school’s discipline policies, so they can determine whether their
philosophies will fit into the existing discipline policies.

4. Parental Involvement: Parents will not be supportive if they do not think that the
school and its personnel have their students’ best interest at heart. Parents must feel
comfortable coming to teachers and administrators with their concerns. When parents 
feel part of the school community, they will support teachers and administrators as they
make difficult management decisions.

5. Current Student Behavior Pattern: A walk down any school hallway reveals much
about the existing behavior pattern of a school. The noise level, degree of student engage-
ment, amount of movement within the classrooms, and room arrangements speak
volumes about how students behave. Change in existing behavior patterns comes slowly
and requires all faculty to make a commitment to new patterns.

6. School Administrators: The amount of administrative support provided to teachers
will determine how successful they will be in carrying out their discipline plans. Therefore,
it is important that teachers share their plans with their administrators before implement-
ing them. Denise wants to use Assertive Discipline as her classroom-management plan.
However, if her principal doesn’t value or agree with the principles of Assertive Discipline,
Denise will find it difficult to carry out her plan.

THE TEACHER’S EXPERIENCES IN THE CLASSROOM

Gathercoal (2001) notes that there is often a difference between what a teacher considers
philosophically to be an appropriate action and what the teacher actually does when a prob-
lem occurs.

This is because actual classroom situations are complicated by the need for quick
action, unforeseen situational factors, and emotions that are not present when a teacher
abstractly plans for classroom management. Gettinger and Kohler (2006) stress that the key
to effective teaching rests on the teacher’s ability to make decisions about the appropriate
classroom-management techniques within the context of their particular classroom. As a
result, until teachers are put under pressure to act, they are never really sure how they will
behave. Such will be the case for Denise, Martin, and Brianne. Although they all think they
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know the classroom-management plan they will use, ultimately what they do will be deter-
mined by a multitude of factors, many of which cannot be planned for in advance.

Each year teachers are required to revise their plans as they evaluate their experiences,
learn about new research about classroom management, deal with changing school and
district policies, and strive to meet the changing needs of students. Therefore, few teachers
will use a single classroom-management plan throughout their careers; instead, over the
years they will modify their plans and develop new ones as they reflect on their teaching
and their students and as they learn from experience.

As teachers, we often fall into habits of communi-
cation with our children. In order to keep myself
accountable for positive praise, I use a ��� sys-
tem for tracking interactions. On my clipboard 
I place a list of the names of all my students. For
each positive comment I make I will add a � sign,
and for each redirection I add a � sign. At the end
of the data-gathering week, I will analyze the
trends in my interactions. Not only do I see data
on how I communicate with my class, but also
how often I am talking to individuals. For stu-
dents who receive frequent positive praise, I
look for opportunities to push them to be more
independent and rely on intrinsic satisfaction.
For students who receive frequent redirection,
I determine whether I need to review classroom
rules and procedures with my whole class or if
just a few individuals require a review of expecta-
tions. This also helps to determine the necessity of

a Functional Behavior Assessment for additional
behavior support. For students who are often off-
task, I also make sure that the first and last inter-
action of the day is a smile. I let them know I am
happy to have them in my class, because they are
the most high risk for additional problems such
as depression, withdrawal, and lack of school
success. In addition, I measure the frequency of
interactions to ensure that I am fair in how often 
I talk to students to make sure that everyone is an
equal partner in our classroom environment.

Stephanie Day
PK–Second-Grade Special Education

Resource Teacher
Friendship Public Charter School
Chamberlain Campus
Washington, DC
2010 Washington, DC, Teacher of the Year

Tips from the Field

PUTTING IT ALL TOGETHER

This textbook has reviewed twelve classroom-management models. These models fit into
one of three distinct categories: classroom management as discipline, classroom manage-
ment as a system, classroom management as instruction. Teachers may find that the models
for one category might best meet their needs. Others may find that they will choose to pick
aspects of various models to create a unique classroom management plan. One way to
determine which category fits a particular teacher’s personality traits, teaching styles, and
personal philosophies is to complete the quiz found in Table 15.1.
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Table 15.1 Classroom-Management Quiz

Classroom-Management Item Personal Agreement Score

Strongly Disagree Agree Strongly Agree

1. Effective classroom management includes 
the teaching of appropriate behavior and
social skills. 1 2 3 4 5

2. The teacher is in control and responsible 
for all decisions concerning classroom
management. 1 2 3 4 5

3. Planning for rules, instruction, classroom
design, and procedures is essential to
effective classroom management. 1 2 3 4 5

4. Students must be taught morals and 
personal responsibility. 1 2 3 4 5

5. Discipline must come before instruction. 1 2 3 4 5
6. Consequences must exist for inappropriate

behavior and for consistency should be 
the same for all students. 1 2 3 4 5

7. Teachers must assure that students’ rights 
are honored and respected. 1 2 3 4 5

8. Students choose to misbehave and must 
face the consequences of their decisions. 1 2 3 4 5

9. Students must be taught appropriate
behavior. 1 2 3 4 5

10. Effective classroom management is providing
sufficient control so that all students can
learn. 1 2 3 4 5

11. Classroom management and instruction are
interwoven and not two separate jobs of the
teacher. 1 2 3 4 5

12. Effective classroom management does not
focus on behavior at a particular moment 
but on helping students develop positive
interactions throughout their lifetime. 1 2 3 4 5

13. Rules should be developed by the teacher 
and must be clearly defined. 1 2 3 4 5

14. Teachers should teach the rules and
procedures of the classroom rather than
assuming that students understand their
meaning. 1 2 3 4 5

15. Teachers must help students make ethical
judgments and decisions. 1 2 3 4 5

(continued)
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Definitions for these terms appear in the glossary.

Student-centered approach Teacher-centered approach

Key Terminology

Place a score for each number beside the number of item.

Category A Category B Category C

2. _______ 3. _______ 1. _______ 

5. _______ 9. _______ 4. _______ 

6. _______ 11. _______ 7. _______ 

8. _______ 14. _______ 12. _______ 

10. _______ 17. _______ 15. _______ 

13. _______ 18. _______ 16. _______ 

Total _______ Total _______ Total _______ 

Classroom-Management Item Personal Agreement Score

Strongly Disagree Agree Strongly Agree

16. Students must share in classroom
responsibilities. 1 2 3 4 5

17. Rule development is a joint effort between
students and teachers. 1 2 3 4 5

18. Consequences should be based on the
motivation and nature of the offense and
designed to meet the individual needs of
students. 1 2 3 4 5

Calculate your score below. Determine which category in which you had your highest score. Based on the
score you have below, consider the following:

■ If you scored highest in category A, you may wish to consider the following classroom models:
Skinner’s Behavioral Management, Canter’s Assertive Discipline, Jones’s Positive Classroom
Discipline, and Albert’s Logical Consequence.

■ If you scored highest in category B, you may wish to consider the following classroom models:
Curwin and Mendler’s Discipline with Dignity, Evertson’s Classroom Organization and Management
Program (COMP), Kohn’s Building Community, and Marshall’s Discipline without Stress®

Punishments or Rewards.
■ If you scored highest in category C, you may wish to consider the following classroom models:

Coloroso’s Inner Discipline, Positive Behavior Support, Bodine and Crawford’s Conflict 
Resolution and Peer Mediation, and Gathercoal’s Judicious Discipline.
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Chapter Activities

Reflecting on the Theory

1. Imagine that the same panel of principals that interviewed Denise, Martin, and Brianne is
interviewing you. How would you define classroom management?

2. Take the quiz found in Table 15.1. What did the results of the quiz reveal about the classroom
management you should select?

Developing Your Personal Classroom Plan

1. State your philosophy of classroom management. In developing your philosophy, consider
the following:

■ How do you view students? Must they learn appropriate behaviors because their
basic nature is to be “bad,” or do you consider that most students are “good” and
want to behave appropriately?

■ How much freedom are you prepared to give students?
■ Do you want a teacher-centered or student-centered classroom?
■ Is your goal to prepare students for your classroom or for the world beyond your

classroom?

2. How will your personality impact your classroom management? Evaluate your personality
by considering the following with regard to your classroom-management plan:

■ What is your tolerance for noise?
■ What will be your tolerance level for student movement within the classroom?
■ What, if any, place is there in your classroom for joking and humor?
■ Do you consider yourself organized and structured?

3. What will be your instructional style? What teaching strategies will you use? How will your
teaching style impact your classroom-management plan?

4. What will your classroom look like? Draw the floor plan and design your classroom.
Explain in writing why you have designed the room as you have. How did you deal with
issues of visibility, distractibility, and accessibility?

5. What will you do to prevent behavioral problems in your classroom?

6. What rules will you have? Who will develop the rules—you or you and your students
working together? How will you share your rules with your students? How will you 
share your rules with parents?

7. How will you correct behavioral problems in your classroom? What will be the 
consequences for inappropriate behavior?

8. How will you use rewards or reinforcers in your classroom? What rewards will you give?
Will they be individual or group rewards? What is your personal belief about giving
rewards?

9. Describe three procedures you will use in your classroom.
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Go to the Topic: Planning, Conducting, and Managing Instruction in
the MyEducationLab (www.myeducationlab.com) for your course, where
you can:

■ Find learning outcomes for Planning, Conducting, and Managing
Instruction along with the national standards that connect to these
outcomes.

■ Apply and practice your understanding of the core teaching skills
identified in the chapter with the Building Teaching Skills and
Dispositions learning units.

■ Examine challenging situations and cases presented in the IRIS
Center Resources.

■ Use interactive Simulations in Classroom Management to practice
decision making and to receive expert feedback on classroom-
management choices.
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70-20-10 Principle: concept proposed by
Richard Curwin and Allen Mendler that suggests
that 70 percent of students rarely break rules or
violate principles, 10 percent of students break
rules on a somewhat regular basis, and 10 percent
of students are chronic rule breakers and out of
control most of the time.

Accessibility: a classroom arrangement that
allows teachers to maintain on-task behavior by
proximity control and to reach every student in
the classroom quickly and without disturbing
other students.

Acquisition phase: the time of the school year
when students are first learning classroom rules.

Active supervision: the control of behavior by
the physical presence of faculty and adminis-
trators in all areas of the school.

Activity reinforcers: participation in a preferred
activity that is earned after completion of a
required activity.

Anarchy: the lowest level of behavior identified
by Marvin Marshall. Anarchy is the least desirable
level of social behavior and classrooms operating
at this level are without social order or are in
chaos.

Apology of action: actions following an apology
designed to repair the relationship between the
offender and the person who was hurt.

Applied behavior analysis: a systematic
approach to changing undesired behaviors;
sometimes used as an alternative term for
behavior modification.

Appreciative praise: praise that describes a
student’s work, action, or accomplishments.

Assertive Discipline: a classroom-management
program developed by Lee and Marlene Canter in
the early 1970s.

Assertive teachers: teachers who clearly and
firmly express their requirements.

Attention seeking: one of the four reasons
students misbehave.

Backbone classroom: a term developed by
Barbara Coloroso to describe a classroom that 
is a consistent structure in which students are
listened to and learn to respect themselves and
others.

Backup system: a systematic, hierarchic
organization of negative sanctions for
misbehavior.

Behavior modification: a systematic program
developed to change the behavior of individual
students.

Behavioral techniques: classroom practices
that use reinforcement and punishment to
modify behaviors.

Bothering: term that is used interchangeably
with bullying in Marvin Marshall’s social
development hierarchy.

Brick-wall classroom: a term developed by
Barbara Coloroso to describe a classroom that 
is a dictatorship and in which rules are rigid and
unbending.

Bullying: the second level of Marvin Marshall’s
social development hierarchy. Students who
operate at this level of social development bully
other students and, in some cases, the teacher 
as well.

Glossary
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Checking for Understanding: the second step
in implementing Discipline without Stress®
Punishments or Rewards in a classroom.

Classroom community: a classroom in which
communities are built upon a foundation of
cooperation throughout the day, with students
continually being allowed to work together.

Classroom Organization and Management
Program (COMP): a classroom-management
program developed by Carolyn Evertson.

Classroom principles: statements that
represent the value system of the classroom that
define attitudes and expectations for long-term
behavioral growth.

Classroom universals: organizational and
teacher instructional practices that are essential
to prevent the occurrence of problem behaviors
while simultaneously increasing academic
achievement.

Compelling state interests: four time-tested
public-interest arguments crafted in the courts for
the precise purpose of limiting constitutionally
protected freedoms. The Judicious Discipline
model uses four arguments as the basis for rule
development.

Conflict Curriculum approach: an approach
to conflict resolution in which students receive
instruction in a separate course, distinct
curriculum, or daily or weekly lesson plan.

Conflict resolution: a viable alternative to
traditional classroom-management programs, in
which students are taught alternatives for resolving
personal conflict.

Consensus decision making: a group problem-
solving strategy in which all parties affected by
the conflict collaborate to resolve the conflict.

Consequences: the results of a student’s
behavior. When the behavior is inappropriate,
the consequences are typically punitive in
nature. This can be a synonym for 
punishment.

Continuous schedule of reinforcement: the
reinforcement of behavior every time it occurs.

Cooperation/Conformity: the third level of
Marvin Marshall’s hierarchy of behaviors. This
level of behavior is acceptable and desired because
cooperation/conformity is as essential for a class-
room to function as it is for a society to exist.

Corrective consequences: specific strategies
for helping students manage their own behavior.

Cyberbullying: the use of technology to intimi-
date, threaten, stalk, ridicule, humiliate, taunt, and
spread rumors about those being bullied.

Democracy: the highest level of Marvin
Marshall’s hierarchy of behaviors. It is at this 
level that students take responsibility for their
own behaviors.

Desists: the actions and words used to stop
misbehavior.

Direct bullying: bullying that involves face-
to-face confrontation, open attacks (including
physical aggression), and threatening and
intimidating gestures.

Discipline hierarchy: a listing of consequences
for misbehavior that begins with a warning and
increases in severity with each infraction of a
class or school rule.

Discipline with Dignity: a classroom-
management theory developed by Richard
Curwin and Allen Mendler that has as a
fundamental principle the idea that everyone in
the school setting is to be treated with dignity.

Discipline without Stress® Punishments or
Rewards: a classroom management model
developed by Marvin Marshall that promotes the
internal motivation to develop responsibly—
both individually and socially.

Distractibility: a classroom arrangement
containing things or people in the room that
compete for the teacher’s attention or encourage
off-task behavior.

Glossary
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Evaluative praise: praise that evaluates
personality or judges student character.

Exclusionary time-out: the removal of a
disruptive child from the immediate instructional
area to another part of the room for a specified
amount of time.

Extinction: the weakening or elimination of
behavior by withdrawing reinforcement.

Failure-avoiding: one of the four reasons
students misbehave.

Flag rules: rules developed by the teacher that
are nonnegotiable.

Functional behavioral assessment: a process
which seeks to identify the problem behavior a
child or adolescent may exhibit, particularly in
school, to determine the function or purpose of
the behavior, and to develop interventions to
teach acceptable alternatives to the behavior.

Grandmama’s rule: the concept that students
must complete a required task before participating
in a preferred activity.

Guided Choices: the last part of Marvin
Marshall’s three-part strategy and designed 
to provide choice to students and to foster
responsible behavior. By using guided choices,
the teacher maintains authority without being
confrontational.

Hard response: a reaction to conflict in which
adversaries compete until one is victorious.

Hostile teacher: a teacher who responds to
students in a manner that disregards the needs
and feelings of students and in many cases
violates students’ rights.

Indirect bullying: bullying that is
psychological in nature and includes name
calling, making faces, teasing, taunting, and
making threats.

Individual contract: a plan developed with an
individual student when the social contract in 
the classroom fails to work.

In loco parentis: a legal stance that grants to
educators the same legal authority over students
as that of parents.

Inner Discipline: a classroom-management
model developed by Barbara Coloroso.

Integrated curriculum approach: a technique
for teaching conflict resolution by using conflict
in stories and literature as an example of positive
and negative conflict resolution.

Intermittent schedule of reinforcement: the
reinforcing of behavior on some occasions but
not each time the behavior occurs.

Interval schedule of reinforcement: the
distribution of reinforcements based on the
passage of time.

Intervention strategies: strategies used to
redirect emerging student misbehavior.

Jellyfish classroom: a term developed by
Barbara Coloroso to describe a classroom that
has no structure and in which the teacher’s
expectations are constantly changing.

Judicious Discipline: a classroom-management
system developed by Forrest Gathercoal that is
based on the synthesis of professional ethics,
good educational practice, and students’
constitutional rights and responsibilities.

Law of Effect: the concept that if behavior is
rewarded it will be repeated, and if behavior is
not rewarded it will cease.

Limit Setting: a technique from Fredric Jones’s
Positive Classroom Discipline through which
teachers systematically teach students to obey the
classroom rules.

Logical Consequences: a classroom-
management program developed by Rudolf
Dreikurs that suggests that the consequences 
of behavior should be natural, or logically tied 
to the behavior. Also, teacher-arranged
consequences that are logically tied to the
misbehavior.

Glossary
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Mediation: an approach to conflict resolution
that uses trained selected individuals (adults 
or students) to act as neutral third parties 
who help conflicting students resolve their
differences.

Meta-analysis research: a research method
that combines the results of several studies that
address a set of related research hypotheses.

Natural consequences: the results of ill-advised
acts by students that are not imposed by the
teacher or administrators but are the natural
result of the behavior.

Negative consequences: undesired consequences
that follow a behavior that are used to decrease
the unwanted behavior.

Negative reinforcement: the removal or
avoidance of an aversive stimulus following a
desired behavior, which strengthens the
likelihood that the desired behavior will be
repeated in the future.

Negotiation: a process that allows conflicting
students to work together to solve their dispute.

Nonassertive teacher: a teacher who does not
make his or her needs or wants known and allows
students to take advantage of him or her.

Nonseclusionary time-out: punishment of a
student by excluding him or her from participation
in classroom activities for a specified amount 
of time.

Omission Training: the name given to an
incentive system that rewards the omission of
unwanted behavior. In Omission Training, the
teacher rewards the individual student for
behaving appropriately for a certain period 
of time.

Overlapping: the teacher’s ability to manage
two issues simultaneously.

Peaceable classroom: an approach to conflict
resolution in which the classroom becomes a
warm and caring community.

Peaceable school: an approach to conflict
resolution that applies the peaceable-classroom
approach to managing the entire school.

Perspective taking: a strategy that teaches
students to look at the world from another
person’s point of view.

Positive Behavior Support: a classroom
management plan that uses a set of behavioral
strategies to decrease problem behavior by
teaching new skills and making changes in the
environment.

Positive Classroom Discipline: a classroom-
management model developed by Fredric
Jones.

Positive consequences: the presentation of
extrinsic incentives or rewards following
behavior to increase or maintain behavior.

Positive reinforcement: the presentation of a
reinforcer desired by the student after he or she
has exhibited desired behavior.

Power seeking: one of the goals of misbehavior,
in which the students try to control the teacher.

Precorrection: reminders given to students
before students misbehave to remind students of
the expected behavior and provide reinforcement
for correct behavior.

Preferred Activity Time (PAT): activities
students enjoy are earned by completing
required work.

Premack Principle: a concept developed by
David Premack suggesting that participation in 
a preferred activity can be used to reinforce a
less-desired activity.

Presentation punishment: the presentation 
of an aversive stimulus in order to decrease
inappropriate behavior.

Primary prevention: first level of a three-tier
approach to managing behavior, which focuses
on preventing the development and frequency 
of behavior problems.

Glossary
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Primary reinforcements: reinforcers that
satisfy the biological needs or drives of a
student.

Principled response: a response to
conflict in which students use conflict-
resolution skills.

Procedures: the specific “how-tos”
that show students step by step how to
successfully follow the rules.

Process-outcome research: research that
seeks to identify a relation between class-
room processes (teaching) and outcomes
(how students behave).

Proximity control: the management of
classroom behavior by moving throughout
the classroom and being physically close to
students.

Punishment: the application of an
unpleasant stimulus or the withdrawal 
of a pleasant reward in an attempt to
weaken a response.

Punishment lite: a term used by Alfie
Kohn to describe consequences.

Range of consequences: an element of
Discipline with Dignity that suggests that 
a consequence for misbehavior be selected,
based on the needs of the individual
student, from an established list.

Ratio schedule of reinforcement: the
distribution of reinforcements based on
the number of responses given.

Real-world consequences: a concept
developed by Barbara Coloroso suggesting
that consequences for misbehavior should
either happen naturally or be reasonable
consequences that are intrinsically related
to a student’s actions.

Reconciliatory Justice: a three-step
process through which students are taught
to fix problems they create, to prevent

similar situations from recurring, and to
heal their relationships with people they
have harmed.

Reinforcement: the presentation of a
desired reward to increase the likelihood
that the desired behavior will be repeated
under the same or similar circumstances.

Removal punishment: the removal of
a pleasant stimulus or the eligibility to
receive a positive reinforcement as a
consequence for inappropriate behavior.

Responsibility Training: a group
incentive program in which students are
accountable for each other.

Revenge-seeking behavior: the result of
a long series of discouragements in which
the student has decided that there is no
way to acquire the attention or power
desired, and that only revenge will
compensate for the lack of belonging.

Ripple effect: the concept that the
teacher’s method of handling misbehavior
by one student influences the behavior of
other students in the classroom.

Seclusionary time-out: the removal of a
disruptive child for a specified period of
time.

Secondary prevention: second level of a
three-tier approach to managing behavior,
which includes individualized behavior
management programs and targeted group
interventions.

Secondary reinforcement: a stimulus
that is not reinforcing in itself but that
becomes a reinforcer as a result of the
connections students make to it.

Severity plan: the immediate removal
from the classroom of a student whose
severe misbehavior places students or the
teacher in danger or prevents instruction
from taking place.
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Shaping: the process of teaching new
behaviors and new skills through the
reinforcement of successive approximations
of a terminal behavior.

Social contract: a system for managing
the classroom designed to enhance human
interaction in the classroom.

Social reinforcer: a behavior by teachers,
parents, peers, or administrators that
reinforces students and therefore increases
desired behaviors.

Soft responses: a reaction by students to
conflict in which they give in as a way to
keep peace in the classroom, school, or
neighborhood.

Student-centered approach: an approach
to classroom management that focuses 
on helping students learn responsibility
through interactions and experiences in 
a safe, welcoming environment.

Teacher-centered approach: an approach
to classroom management that places the
total responsibility for maintaining control
with the teacher.

Teaching the Concepts: the first step in
implementing Discipline without Stress®
Punishments or Rewards in a classroom.

Tertiary prevention: third level of a
three-tier approach to managing behavior,

which focuses on students who exhibit
patterns of behaviors that are dangerous,
highly disruptive, and/or impede learning
interventions.

Three-tier approach: the three levels 
of intervention in Positive Behavior
Support.

Token reinforcer: a reinforcer that has
no intrinsic reinforcing properties; it
obtains its value because it can be
exchanged for something tangible or a
desired activity.

Transition smoothness: the teacher’s
management of the transition from one
activity to another throughout the day.

Variable schedule of reinforcement: the
distribution of reinforcers in such a way
that no pattern can be established, and the
students cannot predict when they will be
reinforced.

Visibility: a classroom arrangement 
that allows every student to see teacher-
led instruction, demonstrations, and
presentations.

Withitness: the teacher’s ability to know
everything that is happening in the
classroom and an awareness of the verbal
and nonverbal interactions of students
with the teacher and classmates.
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