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Tell me, I forget.
Show me, I remember.
Involve me, I understand . . . Eureka!

—An ancient Chinese proverb
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Preface

■ Planning
■ Implementing
■ Assessing

Effective classroom teaching requires professional commitment. Although exciting experi-
ences may occur spontaneously, such happenings are the exception, not the rule. If teachers
are to sustain a success-oriented environment by promoting student learning throughout the
academic year, they must continually and thoroughly address the teaching act, which is
founded on the planning and implementing of instructional activities and the assessing of
student performance.

These planning, implementing, and assessing components represent a continual or
cyclical process in which professional teachers strive to increase the quality of their
instruction—that is, to promote learning in increased numbers of students. The purpose
of this textbook is to provide the tools that will enable in-service and preservice teachers
to plan, implement, and assess effectively. In doing so, teachers will constantly make deci-
sions about goals and resources needed to facilitate standards and reflect on whether those
goals were met.

It is impossible for one textbook to cover the entire discipline of teaching methods.
However, we believe that we are offering a foundation that will promote student learning
by fostering effective classroom teaching and providing a solid framework for in-depth study
in the areas presented.

CONCEPTUAL FRAMEWORK

Two major goals structure this text. The first is to develop in readers the conceptual tools
needed to serve as a foundation for continued professional growth. The second is to provide
teachers with the latest research on teaching and describe implications of this research for
classroom practice.

For the first time, a substantial body of research literature is exerting a prominent
influence on educational decisions. This literature falls under a somewhat general category
of teacher effectiveness. Simply stated, the research identifies what “good,” or effective,
teachers do compared to what is done by those who are less effective. The research is wide
and varied and addresses a multitude of practical questions. For example, what effect
would reducing class size have on both teachers and students? Research shows that
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reductions in class size can have both short- and long-term positive effects (Nye, Hedges, &
Konstantopoulous, 2001; Viadero, 1999). In Tennessee, where class sizes were reduced
from 25 to 15 students, researchers found immediate gains in reading and math scores.
Follow-up studies revealed that the positive effects lasted through 12th grade. Fewer
students in the smaller class dropped out of school, they took more challenging courses,
and they were more likely to attend college than their counterparts in larger classes. These
positive effects were especially strong for African American students. Smaller class sizes
also positively affect teachers’ lives (Muñoz & Portes, 2002). When class sizes are
reduced, teachers’ morale and job satisfaction increase. In smaller classes, teachers spend
less time on discipline and more time on small-group work and diagnostic assessment.
Overcrowded classrooms are among the most talked about topics in American education
today, but critics question whether this educational change is worth the price tag.
Research provides answers to questions such as these.

Historically, education has been vulnerable to opinion and influenced by prominent
thinkers or, at the worst, unexamined beliefs or whim. That is no longer the case. Because
of this second theme, appropriate research studies that document teaching effectiveness are
used extensively throughout the text.

Learning to Teach

Learning to teach is complex and multifaceted in that it requires many different kinds of
knowledge. Among these are the following:

■ Content knowledge
■ Pedagogical knowledge
■ Teaching skills

Let’s examine each of these.
It has long been held that “you can’t teach what you don’t know.” Your content knowl-

edge is based on the hours you have spent in liberal arts courses and in courses in your major
and minor. However, according to Rudolph Dreikurs (1968b), “Knowledge of subject
matter alone is not sufficient for being proficient in the classroom . . . or even the ability to
convey that knowledge”. Teachers must also know how to translate complex and difficult
ideas into learnable topics.

Pedagogical knowledge, which involves knowing about classrooms, how they work, and
how they promote learning, is a second kind of critical teacher knowledge. Some examples
of concepts embedded in the domain of pedagogical knowledge include the following:

■ Levels of learning in the cognitive domain
■ Instructional goals and objectives
■ Lesson planning
■ Wait time
■ Inquiry
■ Rules and procedures
■ Criterion-referenced tests

vi Preface
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One of our goals in writing this text is to provide you with a knowledge of these concepts
that will allow you to think about and analyze your role as a teacher and to dialogue with
other professionals about important educational issues.

A third kind of teacher knowledge includes teaching skills, or the ability to use knowl-
edge in strategic ways to bring about student learning. The teaching skills examined in this
book are organized around the three interrelated tasks of planning, implementation, and
assessment. We hope this book will provide you with the necessary skills to become com-
petent during your first years of teaching.

ORGANIZATION OF THE TEXT

This text is organized into four units:

Unit One: Managing Classrooms for Effective Instruction (Chapters 2–3)
Unit Two: Standards and Planning for Instruction (Chapters 4–6)
Unit Three: Standards and Implementing Instruction (Chapters 7–10)
Unit Four: Standards and Assessing Instruction (Chapter 11)

In an attempt to streamline the readability of the text, we have implemented a standard
format for each chapter that includes the following:

1. Introduction. An orientation to the material and a rationale for its inclusion in the book,
including a scenario to focus the material to be studied.

2. Learner Objectives. A listing of the general knowledge you will possess after reading the
chapter.

3. Applying . . . in the Classroom. A case study and a series of questions designed to serve
as an advance organizer for the content of the chapter.

4. Content. Ideas and concepts that facilitate your attainment of the objectives by provid-
ing explanations, descriptions, and examples. Subheadings include sections on how
diversity influences teaching and learning, how you can use diversity to make your class-
rooms richer learning environments, and how technology can enhance teachers’
effectiveness and make their instructional tasks more efficient.

5. Reflecting On . . . This feature, which keys the content of the chapter to INTASC stan-
dards, provides opportunities for you to reflect on the material presented through
specific questions.

6. Summary. Brief concluding statements relating the work to the overall conceptualiza-
tion of the book.

7. Key Concepts for Review. Important terms and concepts that are listed in this section and
marked in bold in the chapter.

8. Preparing for Your Licensure Examination. This feature presents a teaching scenario
followed by a number of questions designed to help you focus on key chapter topics
and provide opportunities and experience for the types of questions you will likely
encounter on PRAXIS II.

9. Video Exercise. This feature presents a specific video that can be viewed online. After
viewing the video, students respond to a series of questions.

Preface vii

# 101176 Cust: PHOH Au: Jacobsen Pg No vii K DESIGN SERVICES OF

A01_JACO0000_00_SE_FM.QXD  2/18/08  11:41 PM  Page vii



10. Developing Your Portfolio. Suggestions regarding topics covered in the chapter that can
be addressed in your academic portfolio.

11. Questions for Discussion. Questions designed to stimulate thinking about chapter content.
12. Suggestions for Field Experience. A list of activities that can be undertaken in schools and

classrooms.
13. Tools for Teaching. This section presents suggested printed annotated references and

suggested annotated Web sites.

This text is designed to be interactive—to help you actively use the information in it to
construct a comprehensive view of effective teaching. We encourage you to use the differ-
ent components of each chapter as you define yourself as a teacher.

NEW TO THIS EDITION

In addition to the contemporary references and updated research on teacher effectiveness
throughout the text, the eighth edition includes significant additions:

■ New and expanded discussions on national and state standards and their impact of the
three-phase model of teaching

■ An increased focus throughout the text on teaching strategies in the classroom
■ A new chapter that establishes the relationship between sources of goals, the taxonomy

of education, and content in the cognitive domain
■ An “Applying . . . in the Classroom” section that presents a case study and follow-up ques-

tions that serve as advance organizers for the content of the chapter
■ A glossary that presents the key concepts found in the text
■ A “Video Exercise” section integrates Pearson’s myeducationlab.com online video with

follow-up questions and feedback. See further information about MyEducationLab below.
■ A “Tools for Teaching” section that presents selected, annotated print references and

selected annotated Web sites.

Finally, as with the previous seven editions, we have attempted to produce a methods book
that is even more practical and applicable to classroom teaching. To this end, additional revised
and expanded scenarios, examples, and exercises are offered throughout the text.

viii Preface
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1 Darling-Hammond, I., & Bransford, J.,Eds. (2005). Preparing Teachers for a Changing World. San Francisco:
John Wiley & Sons.

“Teacher educators who are developing pedagogies for the analysis of teaching and learn-
ing contend that analyzing teaching artifacts has three advantages: it enables new teachers
time for reflection while still using the real materials of practice; it provides new teachers
with experience thinking about and approaching the complexity of the classroom; and in
some cases, it can help new teachers and teacher educators develop a shared understanding
and common language about teaching. . . .”1
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As Linda Darling-Hammond and her colleagues point out, grounding teacher education
in real classrooms—among real teachers and students and among actual examples of students’
and teachers’ work—is an important, and perhaps even an essential, part of training teach-
ers for the complexities of teaching today’s students in today’s classrooms. For a number of
years, we have heard the same message from many of you as we sat in your offices learning
about the goals of your courses and the challenges you face in teaching the next generation
of educators. Working with a number of our authors and with many of you, we have created
a Web site that provides you and your students with the context of real classrooms and
artifacts that research on teacher education tells us is so important. Through authentic
in-class video footage, interactive simulations, rich case studies, examples of authentic
teacher and student work, and more, MyEducationLab offers you and your students 
a uniquely valuable teacher education tool.

MyEducationLab

It is easy to use! Wherever the MyEducationLab logo appears in the margins or elsewhere
in the text, you and your students can follow the simple link instructions to access the
MyEducationLab resource that corresponds with the chapter content. These include:

Video

Authentic classroom videos show how real teachers handle actual classroom situations.

Homework & Exercises

These assignable activities give students opportunities to understand content more deeply
and to practice applying content.

Case Studies

A diverse set of robust cases drawn from some of our best-selling books further expose
students to the realities of teaching and offer valuable perspectives on common issues and
challenges in education.

Simulations

Created by the IRIS Center at Vanderbilt University, these interactive simulations give
hands-on practice at adapting instruction for a full spectrum of learners.

Student & Teacher Artifacts

Authentic student and teacher classroom artifacts are tied to course topics and offer practice
in working with the actual types of materials encountered every day by teachers.

Preface ix
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Readings

Specially selected, topically relevant articles from ASCD’s renowned Educational Leadership
journal expand and enrich students’ perspectives on key issues and topics.

OTHER RESOURCES

Lesson & Portfolio Builders

With this effective and easy-to-use tool, you can create, update, and share standards-based
lesson plans and portfolios.

News Articles

Looking for current issues in education? Our collection offers quick access to hundreds of
relevant articles from the ABC News Feed.

MyEducationLab is easy to assign, which is essential
to providing the greatest benefit to your student.

Visit www.myeducationlab.com for a demonstration of this exciting new online teaching
resource.
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INTRODUCTION

You are probably reading this book because you are either enrolled in an undergraduate
general methods course or a teacher interested in improving your instructional effectiveness.
As we write this book, we are assuming that while you have had experience with schools and
classrooms—as we all have had as students, parents, aides, or tutors—you may not have done
any formal teaching yourself. Based on this assumption, we will provide you with the back-
ground and basic tools needed to make intelligent decisions about planning learning activi-
ties, implementing those activities with children, and assessing their success in an era of
standards and accountability. We hope that when you finish your study, you will have the con-
ceptual and intellectual tools to continue to grow as a professional throughout your career.

For those of you who have had formal experience with teaching, we hope this material
will help make your work more systematic and effective and will further assist you in making
even better decisions about teaching.

Teaching in an Era of Standards
and Accountability
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We begin by familiarizing you with the influence that standards have had on classroom
teaching and how federal and state standards as well as professional organizations have im-
pacted the planning, implementing, and assessing of instruction.

LEARNER OBJECTIVES

After completing your study of Chapter 1, you should be able to do the following:

■ Identify ways in which standards influence the act and process of teaching
■ Discuss the primary role of the teacher
■ Describe a variety of strategies teachers use to promote student growth and achievement
■ Discuss ways in which teachers serve as decision makers
■ Describe the importance of reflection in classroom teaching
■ Identify the components of the three-phase model of teaching

APPLYING TEACHING AND STANDARDS IN THE
CLASSROOM

Following is a case study in which a kindergarten teacher presents a lesson on dental health.
As you read the case study, consider the following questions:

■ Is the teacher promoting social and emotional growth in the children? If so, how?
■ Are the students actively involved in the lesson?
■ What are some of the different activities that Mrs. Warner employs?
■ Is the learning environment primarily teacher centered (the teacher is the sage on the

stage) or student centered (the teacher is the guide on the side)?

Mrs. Joy Warner wanted her kindergartners to learn about dental health. She organized her room into
several learning centers, including a dentist’s office where the children counted each other’s teeth, cav-
ities, and fillings and put information on a chart; a play-dough center where the children made mod-
els of teeth; an art center where the children painted the different parts of a tooth; a center by the sink
where students practiced correct toothbrushing strokes; and a nutrition center where she interacted
with a few children at a time. Three children sat with Mrs. Warner while an aide and a parent vol-
unteer worked with children in the other learning centers.

To begin, she showed them a picture of some food.
“What kind of food is this?” Mrs. Warner asked.
“It looks like meatloaf,” JuRelle said.
“Look a little closer.”
“Cake.”
“Yes, it does look like cake. And what is the stuff on top?”
“Icing,“ Melina said.
“And maybe nuts,” Nirav added.

3
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“Great, Mrs. Warner said. “Now what do we have here?”
“Strawberries.”
“Good, Jessica. What about this one?”
“A tomato,” Preston said.
“Good,” Mrs. Warner said as she continued to hold up the pictures and ask the children to iden-

tify the food in each. She then turned toward the felt board, on which she had a cutout happy face.
“What we are going to do now is sort these pictures. Some of these are pictures of food that can

make your teeth happy, while others make your teeth not so happy. I’m going to put all the pictures in
the middle and choose one, and then you can tell us where the pictures go.

“OK, now let me model it first to show you. This is cake, and I am going to put cake right up here
under the sad tooth. Why do you think the cake would make the tooth unhappy . . . Melina?”

“Cavities,” Melina replied.
“What might cause a cavity?” Mrs. Warner asked.
“Sweet things,” Melina said.
“Yes. Cavities are caused by eating too many sweet things, but what makes them sweet?”
“I know. It’s sugar!” Melina exclaimed.
“Very good,” Mrs. Warner said. “You put sugar in things to make them sweet. Now let’s go back to

our pictures to see if they should go under the happy face or the sad face. . . . JuRelle, you do one for us.”
JuRelle reached out, picked up a picture, and said, “Tomatoes.”
“Can you say that in a complete sentence, please?”
“Tomatoes are healthy for your teeth.”
“Nice job, JuRelle. I like that word healthy. OK . . . Preston?”
“Strawberries are good for your teeth.”
“Right. A strawberry is a fruit, and it does have some sugar in it. But if you are going to eat the

natural sugar in it, we know that is better than when you put sugar into foods to make them sweet like
candy and cake.”

Mrs. Warner continued to have the students classify the pictures and place them on the felt board.
“Now,” she asked, “how many things do we have that are not good for your teeth?” The children
counted aloud, one through seven.

“And how many things do we have that are good for your teeth?” The children counted again, one
through eight.

“So which foods do we have the most of?”
“Healthy food,” the children replied.
“Good. Now I want everyone to listen. When we go over to our mural on the floor, you are going

to draw either one healthy food or one unhealthy food.”
“I’m going to draw a strawberry,” Preston said.
“And where are you going to draw it? Under healthy things or unhealthy things?”
“Healthy.”
“Good, Preston,” Mrs. Warner said. “You are going to draw your strawberry under healthy, and

after you draw it, write the word for the food right under your drawing.”
Mrs. Warner then sat on the floor next to the children and monitored their progress with a focus

on an inventive spelling exercise that allowed her to diagnose the children’s progress on writing and
their use of phonetics. These observations gave her information for future, individualized instruction.

4 Chapter 1
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She was also able to review with them their work in this integrated learning experience, including
numbers, sets, language development, health, communication skills, writing, and art.

Before we see how responses to this relate to teaching and the role of the teacher, let’s
begin by examining how standards and professional organizations impact what is taught in
the classroom.

STANDARDS AND PROFESSIONAL DEVELOPMENT

Several organizations aim to improve education through the publication of guidelines or
standards to guide the profession. These guidelines and standards influence teachers’ roles
both directly and indirectly. In this section, we describe national and state efforts to improve
education and their effects on teachers.

Interstate New Teacher Assessment and Support Consortium

The Interstate New Teacher Assessment and Support Consortium (INTASC) was created
in 1987 to help states develop better teachers through coordinated efforts of support and
assessment. INTASC developed 10 teacher performance standards or principles. These prin-
ciples, found in Figure 1.1, present a wide range of content knowledge, pedagogical
methodologies and strategies, and personal behaviors that promote student learning. For
example, in the scenario that opens this chapter, Mrs. Warner is clearly addressing principle 5,
in which the teacher uses an understanding of individual and group motivation and behav-
ior to create a learning environment that encourages positive social interaction, active
engagement in learning, and self-motivation.

National Board for Professional Teaching Standards

The INTASC standards were developed to guide the professional development of all teach-
ers but have been especially helpful for beginning teachers. A comparable movement focus-
ing on the professional development of experienced teachers is the National Board for
Professional Teaching Standards (NBPTS). Created in 1987 as an outgrowth of a Carnegie

1. The teacher understands the central concepts, tools of inquiry, and structures of the
discipline he or she teaches.

2. The teacher understands how children learn and develop.
3. The teacher understands how students differ in their approaches to learning.
4. The teacher understands and uses a variety of instructional strategies.
5. The teacher uses an understanding of individual and group motivation.
6. The teacher uses knowledge of effective verbal, nonverbal, and media techniques.
7. The teacher plans instruction based on knowledge of subject matter.
8. The teacher understands and uses formal and informal assessment strategies.
9. The teacher is a reflective practitioner.

10. The teacher fosters relationships with colleagues, parents, and agencies.

Figure 1.1 Principles of the Interstate New Teacher Assessment and Support Consortium (INTASC)
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Table 1.1 Propositions of the National Board for Professional Teaching Standards

Proposition Description

1. Teachers are committed to ■ Accomplished teachers believe that all students can 
students and their learning. learn, and they treat students equitably.

■ Accomplished teachers understand how students
develop, and they use accepted learning theory as
the basis for their teaching.

■ Accomplished teachers are aware of the influence
of context and culture on behavior, and they 
foster students’ self-esteem, motivation, and
character.

2. Teachers know the subjects they ■ Accomplished teachers have a rich understanding 
teach and how to teach those of the subject(s) they teach, and they appreciate 
subjects to students. how knowledge in their subject is linked to other 

disciplines and applied to real-world settings.

■ Accomplished teachers know how to make subject
matter understandable to students, and they are
able to modify their instruction when difficulties
arise.

■ Accomplished teachers demonstrate critical and
analytic capacities in their teaching, and they
develop those capacities in their students.

3. Teachers are responsible for ■ Accomplished teachers capture and sustain the 
managing and monitoring student interest of their students and use their time 
learning. effectively.

■ Accomplished teachers are able to use a variety of
effective instructional techniques, and they use the
techniques appropriately.

6 Chapter 1
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Forum Report, A Nation Prepared: Teachers for the 21st Century, the board is composed
mostly of K–12 teachers but also includes union and business leaders and university faculty.
NBPTS seeks to strengthen teaching as a profession and raise the quality of education by
recognizing the contributions of exemplary teachers, compensating them financially, giving
them increased responsibility, and increasing their role in decision making (Serafini, 2002).

National Board certification is based on standards that grew out of the report What
Teachers Should Know and Be Able to Do. Certification is directed by five core propositions
about professional educators. These propositions and descriptions of how they play out in
practice are outlined in Table 1.1.

Clearly, the NBPTS standards, when properly implemented, are critical to the promotion
of student learning and serve as focal points for much of the material presented in the text.
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National Council for Accreditation of Teacher Education and 
Teacher Education Accreditation Council

Additional attempts to improve the quality of education in the United States have focused
on teacher education. Both the National Council for Accreditation of Teacher Education
(NCATE) and the Teacher Education Accreditation Council (TEAC) have created stan-
dards for teacher education. The standards of these councils are designed to ensure that
their accredited institutions produce competent, caring, and qualified teachers and other
professional school personnel. Through this process, NCATE provides assurance to the
public that graduates of those institutions have acquired the knowledge and skills necessary
to help all students learn (NCATE, 2000). NCATE also addresses the need for teacher
education institutions to identify teacher dispositions, examples of which could include the
following (Adams State College, 2002):

■ A belief that all students can learn
■ A vision of high and challenging standards
■ A commitment to personal professional development and to a safe and supportive learning

environment

Teaching in an Era of Standards and Accountability 7
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■ Accomplished teachers can use multiple methods
to assess the progress of students, and they
effectively communicate this progress to parents.

4. Teachers think systematically ■ Accomplished teachers are models for intellectual 
about their practice and learn from curiosity, and they display virtues—honesty, 
experience. fairness, and respect for diversity—that they seek 

to inspire in their students.

■ Accomplished teachers use their understanding of
students, learning, and instruction to make
principled judgments about sound practice, and they
are lifelong learners.

■ Accomplished teachers critically examine their
practice, and they seek continual professional
growth.

5. Teachers are members of ■ Accomplished teachers contribute to the 
learning communities. effectiveness of the school, and they work 

collaboratively with their colleagues.

■ Accomplished teachers evaluate school progress,
and they utilize community resources.

■ Accomplished teachers work collaboratively with
parents, and they involve parents in school
activities.

Source: Reprinted with permission from the National Board for Professional Teaching Standards, What
Teachers Should Know and Be Able to Do, www.nbpts.org. All rights reserved.
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■ An ability to accept responsibility
■ An understanding of school operations as an integral part of the larger community
■ An acceptance of families as partners in the education of their children
■ A dedication to bringing ethical principles into the decision-making process

For TEAC, three quality principles are the means by which a teacher education faculty
makes the case that its professional education program has succeeded in preparing compe-
tent, caring, and qualified professional educators. Those principles are the following
(TEAC, 2004):

■ Evidence of student learning, including subject matter knowledge, pedagogical knowl-
edge, and caring teaching skill

■ Valid assessment of student learning
■ Institutional learning, including program decisions and planning based on evidence and

influential quality control system

Federal Efforts to Improve Teaching

Goals 2000. In addition to accreditation agencies, national goals and federal mandates are
fueling the reform movement to reorganize schools around standards. Because education
of children is constitutionally a state’s right, standards were put forth in the 1980s in the
form of reports, not mandates, such as A Nation at Risk. When that now-famous exposé on
public education, along with other white papers, produced disappointing results, educa-
tional leaders turned to national goals and the notion of voluntary compliance (Marzano &
Kendall, 2003). In 1989, the first President Bush convened an educational summit of gov-
ernors, led by Governor Bill Clinton of Arkansas, that focused on educational reforms and
included the following six national educational goals, which were part of Goals 2000. By
2000, the following goals were to have been met:

1. All children in America will start school ready to learn.
2. The high school graduation rate will increase to at least 90%.
3. All students will leave grades 4, 8, and 12 having demonstrated competency over chal-

lenging subject matter, including English, mathematics, science, history, and geogra-
phy, and every school in America will ensure that all students learn to use their minds
well, so that they may be prepared for responsible citizenship, further learning, and pro-
ductive employment in our nation’s modern economy.

4. American students will be first in the world in science and mathematic achievement.
5. Every adult American will be literate and will possess the knowledge and skills nec-

essary to compete in a global economy and exercise the rights and responsibilities of
citizenship.

6. Every school in the United States will be free of drugs, violence, and the unauthorized
presence of firearms and alcohol and will offer a disciplined environment conducive to
learning.

It is important to note that goals 3 and 4 specifically addressed academic achievement
and that, during the Clinton administration, goal 4 was expanded to include foreign
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languages, the arts, economics, civics, and government. Two additional goals were also
added:

7. By 2000, the nation’s teaching force will have access to programs for the continued im-
provement of their professional skills and the opportunity to acquire the knowledge and
skills needed to instruct and prepare all American students for the next century.

8. By 2000, every school will promote partnerships that will increase parental involvement
and participation in promoting the social, emotional, and academic growth of children.

The establishment of these goals provided the impetus for a wide variety of national
councils and associations to publish standards in their given disciplines and field of study.

No Child Left Behind. Although many critics found the standards reform effort problematic
because of the overwhelming number of standards and their minimal and ambiguous
nature, the focus led to more specific federal proposals, such as No Child Left Behind
(NCLB). This legislation, signed by President George W. Bush in 2002, is a reauthorization
of the Elementary and Secondary School Act of 1965 and provides, among other things,
guidelines for teacher and school accountability and low-performing schools that include
the following:

■ By 2005–2006, schools will test all children in reading and math in grades 3 to 8. Schools
failing to meet standards run the risk of losing federal funds in addition to funding trans-
fers to high-performing schools, while schools meeting standards could be eligible for
additional funding.

■ Scientifically based methods, such as phonics, will be employed.
■ By 2005, school systems will be required to ensure high-quality teachers.

Although professional education associations and school systems support much of this
legislation, concerns include the expanded role of the federal government in education and
the perceived lack of financial support to enact these mandates (Hardy, 2002; Jennings,
2002). While state education officials and school boards grapple with NCLB compliance,
principals are the frontline interpreters for parents and teachers. That means they must
explain accountability (e.g., testing students, offering extra services for low achievers, and
improving educator quality), give parents more information (e.g., written parent involve-
ment policy and state report cards), and provide choice (e.g., transfers to higher-performing
public schools) (National Association of Elementary School Principals, 2004).

State Standards

The U.S. Constitution makes it clear that states have the responsibility for educating citi-
zens. To that end, the standards movement at the state level encompasses not only content
knowledge and skills but also how courses and subjects are defined, how student perfor-
mance is described, and how student performance is graded and reported (Marzano &
Kendall, 2003). For example, Mrs. Warner’s dental health lesson addresses Colorado’s
standard 1: Students understand the process of scientific investigation and design, conduct,
communicate about and evaluate such investigations. More specifically, at the kindergarten
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level, the students “use data based on observations to construct a reasonable explanation.”
Colorado has been identified as one of four states with the clearest model content standards
for grades K–12, along with suggested grade-level expectations. Let’s take a look at some
examples of standards at different grade levels in mathematics:

Standard 1: Students develop number sense and use numbers and number relationships in
problem-solving situations and communicate the reasoning involved in solving these problems.

■ Kindergarten students will, using objects and pictures, represent whole numbers from 0 to 50
in a variety of ways.

■ Fourth-grade students will, using objects and pictures, represent whole numbers, including
odds and evens, from 0 to 1,000,000.

■ Seventh-grade students will locate integers and positive rational numbers on the number line.
■ High school students will demonstrate relationships among subsets of the real-number system,

including counting, whole, integer, rational, and irrational numbers, one to the other.

In addition to academic standards, Colorado also established performance-based standards
for its teachers that serve as required knowledge and skills for the licensing of all teacher edu-
cation candidates in that state. The six standards, which include 45 elements, are the following:

■ Knowledge of literacy
■ Knowledge of mathematics
■ Knowledge of standards and assessments
■ Knowledge of content
■ Knowledge of classroom and instructional management
■ Democracy, educational governance, and careers in teaching

For a complete review of both K–12 Academic Standards and the Performance-Based
Standards for Colorado Teachers, see the Web site listing in the “Technology in the Class-
room” section on pp. 30–32.

The reform efforts you have read about in this section attempt to improve education by
clearly stating educational goals and purposes. Another way to improve education is through
an analysis of teaching and the role of the teacher.

THE TEACHER’S ROLE

An often-held and stereotypical view of a teacher is that of an informed person disseminat-
ing information to a group of people hungry for knowledge. The group is often viewed as
passive, and the main activity in such a learning environment involves the teacher telling the
students what they need to know. However, most educators agree that this view is extremely
narrow and that telling is only one of many strategies a teacher may employ. To begin our
study of the different roles teachers play, refer to the case study at the beginning of this
chapter, which follows a teacher implementing a primary science unit.

Promoting Growth and Achievement

Several teacher roles are undertaken in this teaching scenario, and they are often found in
the form of contrasting dualisms. For instance, by providing several interactive learning
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centers, Mrs. Warner hoped to promote social and emotional growth in the children, while
the teaching strategy she employed to facilitate students’ understandings of healthy and un-
healthy foods promoted both the acquisition and the internalization of knowledge. Thus,
in this particular activity, Mrs. Warner had dual goals—the development of social and emo-
tional growth and knowledge acquisition.

It is important to note that when asked to classify healthy and unhealthy foods, the stu-
dent JuRelle said, “Tomatoes are healthy for your teeth.” Mrs. Warner, up to that point, had
the children thinking about pictures of food items by placing them under either a sad tooth
or a happy tooth. It was JuRelle, not Mrs. Warner, who verbalized the concept and made
the connection between food items and healthy teeth. Her emphasis on engaging the stu-
dent as an active learner is one aspect of constructivism, a developing view of learning that
we will discuss later in the chapter.

In addition to the acquisition of desired knowledge, both the social and the intellectual
enhancement of children are primary aims that teachers address as a significant part of their
role as professional educators. Socially, Mrs. Warner had the children interacting with one
another in many of her learning centers, particularly the “dentist’s office,” where the chil-
dren worked with one another to complete their chart. The center in which she participated
with the children was focused on intellectual or cognitive activities. The dualism here and
in many other aspects of teaching is not an either/or situation but one of priority.

A major question facing teachers is, What component of a student’s growth is most
important for public school institutions to address? Is it intellectual-academic or emotional-
social growth? Stated in terms of what should be taught, should the curriculum be based on
a storehouse of knowledge that has enabled humankind to advance civilization, or should
our instruction focus on helping students interact better with their peers to improve 
self-esteem and academic achievement and provide opportunities to develop friendships
(Campbell, Campbell, & Dickinson, 2004).

We contend that the central role of a teacher is to facilitate student learning, broadly
defined, in a variety of ways. This brings up a fundamental question: How do we learn? We
learn in many different ways, ranging from pure experiential learning to learning from oth-
ers. We see these types of learning illustrated in Mrs. Warner’s classroom in the different ac-
tivities she organized to promote learning. On closer inspection, however, we also see that
her learning environment is primarily student centered, practical, and action oriented, all of
which reflect a constructivist approach to learning.

Constructivism in the Classroom

Although constructivism is multifaceted, a common view argues that knowledge resides
only within learners and that we cannot teach precise representations of “truth.” We can
only negotiate shared meanings with students and provide them with opportunities to con-
struct useful understanding as students engage in purposeful activity (Jacobsen, 2003a).

Although this radical view of constructivism is highly valued by many academicians, it
often fails to translate or apply to the practical realities teachers face in today’s classrooms.
While evidence overwhelmingly indicates that learners do indeed construct understanding,
not all forms of understanding are equally valid, and a reality independent of individual
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understanding exists (Eggen & Kauchak, 2007). If this were not true, teachers would have
little role in education, and an “anything goes” constructivism could result. That would fly
in the face of the fact that teachers are being increasingly held accountable for facilitating
the acquisition of a concrete cognitive body of knowledge measured by standardized, high-
stakes assessments.

A constructivist learning environment prioritizes and facilitates the student’s active role.
A constructivist learning environment shifts the focus from teacher dissemination, which
promotes a passive role for students, to student autonomy and reflection, which promotes
an active role. Active learning suggests learning activities in which students are given con-
siderable autonomy and control of the direction of learning activities. Active learning activ-
ities include problem solving, small-group work, collaborative learning, investigational
work, and experiential learning. In contrast, passive learning activities, in which the stu-
dents are basically receivers of information, include listening to what the teacher says and
commonly  being asked low-level questions. This constructivist shift is based on the idea
that learners are naturally active and curious, both of which suggest a deemphasis on lecture
and textbooks. This deemphasis does not imply that teachers should not explain content to
students; it does suggest that we should be skeptical about how much understanding learn-
ers develop on the basis of our explanations and their recording of that knowledge. Believ-
ing that learners construct rather than record understanding has important implications for
the way we teach. In addition to the note of caution listed previously, as teachers we should
do the following (Eggen & Kauchak, 2007):

■ Provide learners with a variety of examples and representations of content
■ Promote high levels of interaction in our teaching
■ Connect content to the real world

Even though there is no single constructivist theory, many constructivist approaches
recommend the following (Ormrod, 2000):

■ Complex challenging learning environments and authentic tasks
■ Social negotiation and shared responsibility as a part of learning
■ Multiple representations of content
■ Understanding that knowledge is constructed
■ Student-centered instruction

The focus on student-centered instruction is multifaceted. As students construct their
own understanding of content, they develop a personal feeling that the knowledge is their
own. Second, student centeredness implies a heavy emphasis on inquiry and problem-based
learning and group work. Much of the focus on problem-solving activities in the classroom,
along with other student-centered components of constructivist theory, is founded on the
philosophy of John Dewey (1906, 1938), probably the most influential American educa-
tional philosopher. Prior to Dewey, the aim of education in the United States was facilitat-
ing a student’s acquisition of knowledge. With the appearance of Dewey’s theories and
reflective method, educators became increasingly interested in students’ ability to think
about information and engage in realistic problem solving. Teachers applying his theories
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to their classroom teaching emphasize a student-centered, activity-oriented curriculum
(Jacobsen, 2002b). Dewey further believed that these activities should be meaningful and
of practical value, that the most effective learning activities for students involved learning
by doing, and that learning should be a continuous lifelong experience in which “an active
mind interacts with a wide-open world to solve genuine problems that are continuous with,
yet different from, previous experiences” (Reed & Johnson, 2000, p. 91).

Constructivist theories of learning were also influenced by the developmental theories
of Piaget (1952, 1959) and the social learning theories of Vygotsky. Piaget’s work focuses
on direct, individual experiences that move the learner, sequentially over a period of time,
to construct perceptual, concrete, and finally abstract knowledge. Vygotsky’s work empha-
sizes the importance of social interaction as students participate in meaningful learning
tasks. Learners advance their own thinking through exposure to the views and insights of
others. One of the most commonly implemented group-work learning strategies is
cooperative learning, in which the teacher’s role is to promote learning by emphasizing a
team, as opposed to a competitive approach to learning. In this role, teaching can, once
again, facilitate students’ construction of knowledge.

However, a word of caution is necessary: the operable word in the previous sentence is
can. Specifically, the view that social interaction facilitates the construction of understand-
ing is an underlying principle of constructivist learning theory. This is sometimes intended
to mean that a teacher who uses cooperative learning is “constructivist,” whereas one who
relies on large-group learning activities is not. In fact, both teachers may be basing their in-
struction on constructivist views of learning, or neither may be. Large-group instruction,
effectively undertaken, can promote the construction of understanding, while cooperative
learning, improperly undertaken, may not (Eggen & Jacobsen, 2001). Therefore, the bot-
tom line is not how teachers teach but rather what and how students learn. The effective-
ness of a strategy is found not in how it was implemented but in whether it promoted
students’ personal acquisition and understanding of knowledge. This suggests that during
the planning process, teachers consider all the traditional questions of teaching—how to
organize and implement learning activities, how to motivate students, and how to assess
learning—but ultimately analyze these in terms of student learning (Eggen & Kauchak,
2007). In later chapters, we discuss constructivist considerations regarding planning,
implementing, and assessing, but now let’s consider how motivation influences learning.

Motivating Students

A critical teacher role in promoting student learning is increasing students’ desire or
motivation to learn. To accomplish this task, you need to know your students well enough
to be able to provide learning experiences that they will find interesting, valuable, intrinsi-
cally motivating, challenging, and rewarding (Kellough, 2000). The better you know your
students, understand their interests, and assess their skill levels, the more effective you can
be in reaching and teaching them. Some of the questions you might want to get your stu-
dents to answer are the following: (McCarty & Siccone, 2001):

■ What are some of the things you think an “educated adult” needs to know?
■ What are your interests, hobbies, and favorite ways to spend time?
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■ What are your skills, talents, things you do well, and things you enjoy?
■ What are your strongest dislikes?
■ What do you worry about most?

Parents and teachers promote student motivation in many ways. For example, most
parents reinforce and reward their children to say such things as “please” and “thank you.”
This can be effectively accomplished through modeling when parents use these terms and
personally illustrate for children the desirability of these socially acceptable behaviors. The
initial motivation for children in this process probably involves the concept of extrinsic
worth. When using “please” and “thank you,” children get what they want and also please
their parents in the process. However, the parents have not actually taught the children; they
have facilitated the children’s ability to recognize the extrinsic worth of using these terms
in their everyday speech.

Some educators are uncomfortable with the heavy use of motivational factors based on
extrinsic rewards because pleasing others and receiving rewards may result in short-term
learning gains. However, these educators may still employ the use of extrinsic rewards and
then assist students in making the transition from these tangible rewards. This means that
students are making the transition from the extrinsic need to please others and participate
in order to obtain a reward to the intrinsic need to obtain knowledge or satisfy an interest.
In addition to initially offering rewards for good or improved behavior, teachers should em-
phasize the value of the learning activity and structure that activity in ways that make all stu-
dents believe they will succeed (Parsons & Brown, 2002).

For example, providing a reward (in a classic study, the reward was ice cream) for chil-
dren who successfully tie their shoes can be effective in initiating the desired behavior, but
our ultimate goal should be to promote intrinsic, and not extrinsic motivation. In other
words, the bottom line involves the children feeling good about their ability to tie their
shoes, thereby enhancing their self-worth and positive self-image. Teachers play a critical
role in this area. Teachers facilitate the internalization process, and they most effectively do
so by designing learning activities that promote a positive, academic, or cognitive self-
concept. They do this by providing challenging activities at which students can succeed
(Pintrich & Schunk, 2002; Stipek, 2002).

Occasionally you may hear a teacher say, “There are kids you just can’t motivate.”
Actually, students are never unmotivated, they just may not be interested in what the teacher
is teaching. In dealing with “unmotivated kids” the teacher’s challenge is to help students
understand the relevance or practical application of a given learning task. It is equally im-
portant for the task to be within their capability. If it is too difficult, or too easy for that mat-
ter, they may avoid it because they are either puzzled or bored (Pintrich & Schunk, 2002;
Stipek, 2002). Students are more likely to continue to work at something if they experience
a feeling of genuine accomplishment and satisfaction. The desire to confront, explore, and
overcome challenges, whether intellectual or physical, is at the core of intrinsic motivation
in the classroom. Students who are motivated by a need to understand and master a task
(mastery orientation) demonstrate more positive behaviors and thinking than students who
are doing something for the result or outcome (performance oriented) (McMillan, 2004).

One of the most important teacher roles is to convince students that we are involved with
them in each and every challenge and are “in their corner.” This requires both organizational
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and personal strategies that focus on the worth and power of intrinsic motivation and its pos-
itive impact on students’ academic achievement. It is difficult for students to achieve if they
lack the motivation to stay focused during challenging, extended tasks. Teachers need to
consider the following factors to promote student focus on a desired learning outcome
(Guillaume, 2004):

■ Meeting needs and interests
■ Addressing levels of concern
■ Facilitating a perception of a reasonable amount of effort
■ Addressing the probability of success
■ Providing immediate knowledge of result

Additionally, critical organization strategies that lead to increasing student involvement
include building meaningful and interesting curricula, providing appropriate learning expe-
riences and materials, and allocating sufficient time to enhance student opportunities for suc-
cess. The more achievement, or success, students experience, the more likely they are to
elevate their expectations and become increasingly “motivated” to stick to and attempt other
tasks. Research suggests that motivation is a strong variable in the learning process, perhaps
an even more important variable than ability (Pintrich & Schunk, 2002).

Although involvement is a critical component in motivating or engaging students,
teachers’ organizational strategies should also focus on structure and autonomy support. By
creating classroom organizational structures that increase student involvement, teachers
increase student engagement and satisfy a student’s need for competence. In addition to
organizational strategies, a teacher’s interactions with students is an equally important

A critical motivational factor is the students’ belief that the teacher is their
advocate and not their adversary.
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motivational factor. Personal teaching strategies to enhance motivation include being sincere,
positive, enthusiastic, and supportive. In addition, one of the most powerful ways of com-
municating our interest is simply by listening to what students are saying and letting them
know we value their thoughts and contributions to the class. Finally, humor can be an
indispensable tool in promoting a positive relationship with your students.

A negative factor regarding motivation involves mistakes. Overemphasis on mistakes
can damage a child’s positive self-concept and eventually inhibit the child’s desire even to
attempt the task at hand. This can also happen when “winning” becomes an end goal.
Teachers can deemphasize competition and student comparisons by focusing on a cooper-
ative learning environment with an emphasis on the mastery of learning outcomes.

In motivating students, teachers cannot internalize concepts or behaviors for students
because internalization is a personal, unique process that all of us must undertake for our-
selves. However, teachers can do many things to facilitate the process. For example, in teach-
ing a child to ride a bicycle, we can demonstrate bicycle functions, such as the use of brakes
and pedaling. We can have the child sit on the bike with us, roll it slowly, and lean from side
to side, thereby demonstrating balance. We can put the child on a stationary bicycle and al-
low him or her to experience pedaling and using the brakes. We can run alongside the child,
aid in corrections, and constantly encourage and reinforce appropriate behaviors. In short,
we can provide instructional support by demonstrating or modeling riding a bicycle; pro-
viding a knowledge base regarding operation, and providing appropriate, sufficient, and
supportive practical experiences. These instructional scaffolds enable the child to ultimately
learn to ride and develop pride in his or her developing ability to cope with the world.

Mistakes are a natural part of learning and are part of the process of challenge. Rudolph
Dreikurs (1968a) provided us with a classic example of this. When children learn to ride a
bicycle, they frequently go down a street. If there is a rock in the middle of the road, they
attempt to hit it because they want to experiment, to experience what it is like to hit a rock
when learning to ride. Challenge and the mistakes that go with it are essential to learning.

Likewise, many students are prone, metaphorically, to hit rocks. We cannot teach them
to do otherwise. What we can do is provide educational experiences that promote positive
learning environments laden with a variety of extrinsic motivational factors that, we hope,
students will transfer to the intrinsic plane. In this way, teachers enhance and, to some de-
gree, direct the internalization process, the final product of which is determined by the child.

Throughout history, great teachers have facilitated that which students think or do, and
an educator’s value is found in paving the way for students’ transfer from what they do to
what they know or become.

EXERCISE 1.1

Review the discussion on motivation and list three ways you would facilitate student motivation.

TEACHING: AN ANALYSIS

How do effective teachers promote student learning and motivation? To answer this ques-
tion, let’s look at three examples of teachers working in classrooms.
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Scenario 1. Mrs. Shafer is a sixth-grade teacher at Plainview Elementary School. Plainview is an older
school in a lower-middle-class neighborhood of Laqua, Florida. While the school is not new, the
administration has kept the grounds and building attractive. Everyone cooperates in keeping the small
areas of grass from being trampled on and killed, and the paved and cemented areas are kept free of
debris. There are no broken windows, and the water fountains and lavatories work well and smell fresh.

Mrs. Shafer’s room has a high ceiling that makes it seem big, but she has grouped large boxes to
make cubbyholes and privacy corners for her children. She asked for and received permission to paint
designs and graphics (sayings or pictures such as rainbows) on her walls in addition to her use of
several large bulletin boards for decoration.

Mrs. Shafer is beginning a unit in geography, and students have studied various geographic re-
gions and their physical features. The children are now familiar with regions such as the American
central plains, the Russian steppes, the Argentine pampas, the American Rocky Mountains, the Swiss
Alps, and the South American Andes. They know how the regions are similar and how they differ.
Mrs. Shafer now wants her children to understand the influence of geography on people’s lifestyles and
culture. She decides to use pictures of people in different regions to get students to link the regions with
the people’s appearances and activities. She gathers her pictures and begins the lesson. She starts by
showing a picture of children playing in front of some grass huts.

“Look at the picture, everyone,” Mrs. Shafer says, smiling. “Tell me anything at all you see about
the pictures.”

“They’re in Africa,” Carol says immediately.
“Excellent, Carol, but how do you know that?”
“My dad is in the navy, and we lived in Greece, and we took a trip to Africa, and we saw houses

like those.”
Jimmy’s eyes open wide. “You went to Africa? I’ve never been out of Laqua in my life.”
Mike adds, “I’ve never been there, but I’ve read about it, and those children could live in India

maybe’cuz they don’t wear many clothes in India either.”
David is whispering and grinning at Billy as Mike is talking, and Mrs. Shafer gives him a stern look.
“What did we agree was one of our important rules, David?” Mrs. Shafer asks.
“We always respect others,” David says quietly.
“And what is one way we do that?”
“We listen to what they have to say whether we agree or not and then express our opinion when

it’s our turn.”
“Very good, David,” Mrs. Shafer says with a smile. “That’s a good reminder for all of us. Now let’s

go on. What else do you see in the picture?”
The children continue describing what they see, and then Mrs. Shafer shows two Russian children

playing with a sled in front of a log structure. Again she asks for a description of what the children see.
She continues this process, showing pictures of Indian shepherds in Ecuador and Bedouin tribesmen
in the Middle East. She asks the students to compare all the pictures by showing similarities and dif-
ferences. Finally, she asks the children to summarize what they saw.

“Well, people live in different places and their houses are different,” Joan suggests.
“Fine, Joan. Now, anything else?”
“They dress different,” Kim adds.
“OK.”
“They’re playing different games and stuff,” Susan says.
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“Very good. What more can you say about what we’ve seen—people’s houses, clothes, games they
play, and so on?”

“Well,” Jimmy says somewhat hesitantly, “they’re things about people.”
“Fine, and what things about people?”
“Oh, how they live and everything.”
“Very good. So we’re saying geography and climate affect people’s lifestyles.”
Mrs. Shafer next discusses Florida’s climate, geography, and lifestyle and asks the children to 

compare that to how they would expect to live in northern Michigan or Minnesota.
After a number of comparisons are made, Mrs. Shafer announces, “Now, everyone, I have two

short paragraphs that I want you to read. Then I want you to write four examples from the paragraph
that show how geography and climate affect lifestyle.”

The paragraphs she gives the children are as follows:
José and Kirsten are two children about your age who live in faraway lands. Kirsten lives in the

mountains of Norway, which is quite far north. José lives on the flat plains of western Mexico, where
it is very hot and dry. Kirsten loves to ski and does so nearly every day in the winter. In the summer
she and her brother put on light wool sweaters and go hiking in the mountains. They love to sit atop
the peaks and look down over the valleys. In the evenings, Kirsten’s mother builds a fire, and everyone
in the family reads quietly.

José loves to play, just as Kirsten does. He swims every afternoon in a pond formed by a spring
near his village. He becomes impatient because he has to wait until after the nap his mother takes every
day at noon. The children go outside and play in the evening, enjoying the breeze that cools the village.
They usually play until it is so dark they can’t see.

Mrs. Shafer collects the students’ papers and ends the class by saying she will introduce the idea
of culture the following day and relate culture to geography and climate. She reviews the papers during
her planning period and finds the following responses:

1. Kirsten skiing in the winter
2. Kirsten’s family sitting and reading by the fire in the evening
3. Kirsten and her brother hiking in the mountains
4. José’s mother napping every noon
5. José playing in the evening
6. José swimming in the afternoon

Scenario 2. Mr. Adams works in a kindergarten classroom. He has his room arranged in sections. Today
is Monday, so Mr. Adams arrives at school early to set up his room for the week. He changes his activi-
ties on a weekly basis and spends his Friday afternoons and Monday mornings getting them ready. This
week he wants to put particular emphasis on manipulative skills and wants to be sure all the children
can perform tasks such as buttoning coats and tying shoes. In one corner he puts some flashlight bulbs
in little holders, some dry-cell batteries, and some wire. In another corner he places a large flannel board
with different numbers of beans glued on it so children can match numerals such as 2 or 3 with the
appropriate number of beans. He arranges similar activities in the other corners of the room.

As the children come in, Mr. Adams asks them what activities they would like to choose and sends
them each to a corner to begin. He then sits down on the floor with three boys to help them learn to tie
the shoelaces on a large doll they’ve named Fred. Each day the children button Fred’s shirt, tie his shoes,
and comb his hair. Jimmy is struggling to get Fred’s shoe tied and appears slightly uninterested to 
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Mr. Adams. He feels his forehead, which appears to be warm, and immediately takes him by the hand
down to the nurse’s office. Jimmy is often ill, so Mr. Adams is sensitive when he appears listless.

As he returns, he sees Scott throw a beanbag at Lisa. Mr. Adams admonishes him, gently saying,
“Scott, you’re not supposed to throw the beanbag at Lisa; you’re supposed to throw it so she can catch it.”

“She threw it at me first.”
“Did you, Lisa?”
Smiling shyly, Lisa nods.
“Throw it to each other and count to see if you can do it 10 times each without missing.”
Mr. Adams continues working with groups of children until 11:30 a.m., when it is time for

dismissal. He helps the children get safely on the bus and then goes back to his room.
Taking stock of his morning, he grins to himself as he recalls that David had improved signifi-

cantly in tying Fred’s shoes. He takes out a sheet that has the children’s names on it and puts a check
by David’s name. He notices as he glances at the sheet that Bobby had trouble walking the balance
beam and prepares a note for his mother suggesting some exercises he could do at home. With this
done, he prepares for his afternoon class.

Scenario 3. Mrs. Tyler is a history teacher in a large high school. She is working on a unit in group
processes, and while her ultimate goal is for the students to understand the effects of group processes on
democratic decision making, her particular goal in this lesson is to have her students learn to
understand their own views more clearly and to learn to cooperate by making decisions in groups. To
accomplish this, she splits the class into two groups and presents each group with a perplexing dilemma.
The situation describes a shipwreck with some sick and injured people. The party is marooned on a
deserted island, short of food and water fit for drinking. Fortunately, they’re rescued, but the ship can
handle only part of the people in one trip. In all likelihood, many of the sick and injured won’t survive
the trip back to civilization, but they’ll surely die if left on the island. If the healthy are left until the sec-
ond trip, many will die of starvation or thirst before the ship returns. She asks the students to discuss the
issue during the class period, recording notes and decisions. Each group is to report the following day.

As the groups discuss the problem, Mrs. Tyler listens and periodically raises questions if students
appear to drift away from the task at hand or suggests issues that aren’t considered by the group.

The next day Mrs. Tyler has the students discuss the process they went through, their feelings as they
were involved in the discussion, and the bases for the decisions they made. As the year progresses, Mrs. Tyler
makes short notes about each student, describing the student’s progress in working in group situations.

Now let’s analyze these three teachers involved in activities with students at three dif-
ferent levels and in three different content areas and see how they illustrate a framework for
subsequent chapters in this book.

Areas of Emphasis: Differing Goals Influence Learning

First, let’s look at what the three teachers hoped to accomplish. Mrs. Shafer wanted her stu-
dents to understand the influence of geography and climate on lifestyle. Mr. Adams had his
children doing a variety of things; some worked with trying to light the bulb, some counted
beans, and others worked on skills like tying shoes and buttoning coats. Mrs. Tyler wanted
her students to learn to cooperate in groups and did this by involving them in a problem-
solving, decision-making activity. While each teacher had a primary instructional focus, their
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classrooms also focused on other goals. For example, while Mrs. Shafer wanted her students
to learn about the relationship among geography, climate, and lifestyle, she also viewed re-
spect for others as important. She demonstrated this view when she reminded David and
Billy to listen when Mike was talking. Also, to perform psychomotor skills, such as carpen-
try and hitting a tennis ball properly, knowledge of technique is required. All this illustrates
that three areas—knowledge, skills, and attitudes—are closely interrelated and cannot be
completely separated in any reasonable way.

Based on the three scenarios, we see that students’ learning is more varied and complex
than we might expect at first glance. Mrs. Shafer’s students were learning information, or
knowledge, and how it can be used to explain objects and events that occur in the world.
By comparison, many of Mr. Adams’s activities were related to manipulative or psychomotor
skills such as buttoning Fred’s coat and tying his shoes. Many other psychomotor skills are
taught in schools—typing, carpentry, leatherwork, mechanics, and physical education skills.
Mrs. Tyler’s activity was different from both Mrs. Shafer’s and Mr. Adams’s. She wanted her
students to develop interpersonal communication skills and acquire certain attitudes and
values, such as cooperation, willingness to listen to a contrasting view, and respect for others.

We see now that students learn much more than information in schools. Student learning
can be described as existing in three forms: (a) information and knowledge, (b) psychomotor
skills, and (c) attitudes and values.

All three areas are extremely important and need to be addressed in schools. However,
a complete discussion of the learning of all three—knowledge, skills, and attitudes—is
beyond the scope of a single text. Although we will discuss the other two areas, we have
chosen to emphasize the area of knowledge and information. The reason is simple. While
attitudes and psychomotor skills are important and valued by both the public and educa-
tors, relatively greater emphasis is placed on the acquisition of knowledge and the ability to
think. We will take a closer look at knowledge, skills, and attitudes in Chapter 4.

Learning Environments Influence Learning

In addition to goals, learning is also influenced by the kinds of learning environments teach-
ers create. Let’s look again at the three scenarios and see how the learning environments dif-
fered. Mrs. Shafer worked with her whole class, while Mr. Adams worked with small groups
and had learning centers set up. Mrs. Tyler worked with two large groups. Adding one-on-
one encounters to our list, the different grouping arrangements appear in Figure 1.2. Dif-
ferent group arrangements provide different opportunities for students to learn different
things. We discuss these different arrangements in more detail in later chapters.

Group Arrangements for Learning Activities

Large group Small group Learning centers One-on-one

Figure 1.2 Group Arrangements for
Learning Activities
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Other Influences on Learning

While group arrangements affect the way children learn, many other factors influence what
children take away from school. For instance, in Mr. Adams’s activity, Jimmy appeared list-
less, and it turned out that he did not feel well. Health is certainly a factor that affects learn-
ing, and the younger the child, the more important it is to support good nutrition (Berk,
2003). Nutrition is another factor; its importance, in addition to promoting general health,
is evidenced by schools implementing free breakfast and lunch programs for needy children.
In doing so, schools address two issues: hunger and nutrition. Children can not concentrate,
enjoy school, or truly learn if they are hungry and it is well documented that children need
adequate nutrients for their cognitive development.

Background experiences also influence learning. Again, think about Mrs. Shafer’s les-
son. In discussing the picture of children playing in front of the grass huts, Carol reacted
quite differently from Jimmy because she had been to Africa and had seen huts and children
similar to those in Mrs. Shafer’s picture, while Jimmy had no frame of reference whatsoever.
Mike’s reaction was somewhere in between. He had no firsthand experience but was famil-
iar with the ideas from pictures and stories. All this illustrates how experience can affect what
children learn. In the situation just described, Carol was certainly in the best position to
derive the most benefit from the lesson because of her experience, while Jimmy was in the
least advantageous position. Obviously, we as teachers cannot control students’ back-
grounds, but we can provide the most realistic examples possible, promote as much student
involvement as possible, and design learning activities that allow students to share their
background experiences. These examples illustrate the teacher’s crucial role in influencing
student learning, which brings us to the central theme of this text.

As you reflect on your role as a teacher, you see that as an individual teacher, you can
do little about children’s ability, health, outside experiences, or emotional makeup. You can,
however, significantly influence their learning by providing school experiences that promote
thinking and by making learning as positive an experience as possible. That is what this book
is all about. In succeeding chapters, we will help you learn to plan, implement, and assess
activities to promote as much student learning as possible.

DIVERSITY IN THE CLASSROOM

Accommodating Through Standards

As we saw in the previous section, what students bring to our classrooms strongly influences
learning. Learner diversity presents both challenges and opportunities for the classroom
teacher. The children we teach differ in significant ways, including physical characteristics, in-
terests, home life, intellectual abilities, learning capacities, motor abilities, social skills, apti-
tudes and talents, language skills, background experiences, ideals, attitudes, hopes, and dreams
(Jarolimek, Foster, & Kellough, 2005). Today’s classrooms are more diverse than at any time
in the history of American education because of significant changes in the ethnic/racial
makeup of student populations and the rise in the number of children with exceptionalities in
our classrooms. In terms of the former, immigration has increased to the extent that by the
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mid-21st century, minorities, primarily African Americans, Asians, and Hispanics, will emerge
as the majority in the United States. Nationwide, ethnic and racial diversity manifests itself in
our classrooms in a wide range of cultural traditions and languages. A central guidepost in
education should be that all children, regardless of sex, social class, ethnic, racial, or cultural
characteristics, should have an equal opportunity to learn in school (Nakamura, 2000).

A common response of many teachers is to approach diversity in the classroom by
grouping students, but diversity also implies the recognition of individual identities. We can
all better appreciate the rich and diverse nature of our society when we think beyond the
usual classifications and understand that diversity is a far more complex issue than is assumed
by judgments based primarily on outward appearances. Classifications of race or national
origin begin to give us only an inkling as to the rich array of diversity present in schools
today (Landau, 2004).

Diversity also manifests itself in today’s classrooms in the form of children with excep-
tionalities (Hardman, Drew, & Egan, 2008). One of the many important goals of the school
is to assist students with exceptionalities by providing them physical access, appropriate sup-
port services, adaptive equipment, and reasonable adaptations, alterations, and accommo-
dations in order to benefit from instruction (Nakamura, 2000).

To assist you in capitalizing on the nature of today’s diverse classrooms, we present a
section in each chapter that provides practical applications of the material presented. For in-
stance, in the chapter on planning, we offer planning templates that address the accommo-
dation of individual needs. In the chapter on instructional strategies, we describe ways to
encourage cooperation among all students.

In emphasizing the importance of diversity in the classroom, we suggest that you revisit
principle 3 of the INTASC standards and the diversity strand discussed in the NCATE stan-
dards. Both of these standards emphasize a teacher’s ability to capitalize on and adapt to
learner diversity. Most school districts today require teachers to key objectives to standards
and to enumerate the ways in which they accommodate the needs of diverse students in their
classrooms. Attending to the needs of individual students has significantly impacted the role
of today’s classroom teacher.

EXERCISE 1.2

Examine the following statements and determine whether they are primarily a knowledge area (k),
skills area (s), or attitudes area (a).

____ 1. Students practice typing 40 words per minute.

____ 2. Students are asked to name their favorite color.

____ 3. Students try to run a mile in under 8 minutes.

____ 4. Students look around the room and identify examples of circles.

____ 5. Students determine the most economical way to provide energy to a community of 2,000
people.

____ 6. Students repair a broken television set.

____ 7. Students exhibit their willingness to discuss AIDS as a societal problem.
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THE THREE-PHASE APPROACH TO INSTRUCTION

Improving education can also be enhanced through the use of a systematic approach to
instruction. The model of teaching we present in this text is simple, understandable, practical,
and workable in teaching single lessons or in designing and implementing units. It serves as
the basic conceptual framework for this text.

The basic steps in the three-phase approach to instruction are the following:

1. Planning
2. Implementing
3. Assessing

These three phases are sequential and interrelated. In other words, a teacher, in devel-
oping any learning activity, first plans, then implements those plans, and finally assesses the
activity’s success. In addition to its role as an organizational framework for classroom in-
struction, this approach provides a focus for connecting learning experiences to the national
and state standards presented in the previous section.

Planning

All teaching begins with planning, in which a teacher asks, What do I want my students to
know, understand, appreciate, and be able to do? The answer to this question is the teacher’s
goal, and the first step in the planning phase is the establishment of some kind of goal. This
goal may be as mundane as teaching history or math facts or as lofty as developing students’
moral or spiritual values. Whatever the intent, the establishment of some type of goal or pur-
pose is a first priority in teaching.

What determines a teacher’s goals? The answer to this question can be philosophical or
practical, and we consider this issue in Chapter 4. In addition, methods for precisely stating
teaching goals are described in Chapter 5. Each of the teachers in our introductory scenar-
ios had goals for their lessons. Mrs. Shafer wanted her students to understand the influence
of geography on lifestyle and culture, Mr. Adams wanted his children to develop their
manipulative or psychomotor skills, and Mrs. Tyler wanted her students to learn to work
cooperatively in groups.

Subsequent steps in the planning phase are selecting an instructional strategy, organiz-
ing learning activities, and gathering supporting materials. Mrs. Shafer wanted her students
to understand the relationship between climate and culture and attempted to accomplish
this by showing pictures and asking questions that encouraged students to link culture with
climate. Her pictures were her supporting materials. Mr. Adams chose as his strategy learn-
ing centers where students developed their psychomotor skills through practice, and
Mrs. Tyler’s strategy was to involve her students in a group decision-making process.
Chapter 6 discusses effective lesson planning, and Chapter 4 describes learning goals in
three different domains—cognitive, affective, and psychomotor.

For those of you who have not yet taught and are approaching the experience with un-
derstandable apprehension, these research results are encouraging. The implication is that
if you plan carefully and thoroughly, your feelings of uncertainty can be significantly reduced
before you enter the classroom.
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Finally, as you will see in Chapter 6, effective instructional planning extends well beyond
establishing learning goals, and it does not always occur before entering the classroom. For
example, a critical planning consideration is that of establishing classroom rules, and research
supports engaging students in this process (Emmer, Evertson, & Worsham, 2006; Evertson,
Emmer, & Worsham, 2006). Constructivist classrooms emphasize creating classroom rules
collaboratively with students as a meaningful learning experience, leading to the following
(Castle, 1993):

■ Active involvement
■ Reflection
■ Meaningful connections
■ Respect for rules
■ Sense of community
■ Problem solving through negotiation
■ Cooperation
■ Higher-order thinking skills
■ Ownership

Implementing

The second phase in the three-phase approach to instruction involves implementation.
Having determined a goal and selected an appropriate means to reach that goal, a teacher
then implements that strategy. Mrs. Shafer implemented her strategy by showing pictures
and asking her students questions. Mr. Adams implemented his instruction when he had
his students participate in the different learning centers, and Mrs. Tyler was in the im-
plementation phase when her students worked on learning to make group decisions.

The success of the implementation phase depends on clear goals. Interestingly, a sur-
prising number of teachers do activities with little thought of the goal they are trying to
reach. A major purpose for writing this text is to encourage teachers to make the planning,
implementing, and assessing of learning experiences for students a systematic and consid-
ered process rather than a contingency or “seat-of-the-pants” approach. Research suggests
that while both planning and carrying out meaningful goal-oriented programs often are not
done systematically, such actions can lead to positive learning results.

A central question the teacher asks in implementing activities is, How will I help my stu-
dents reach the goal? The answer to the question will be the teaching procedure, or strategy,
used. Selecting the most appropriate method depends on the goal, students’ backgrounds
and needs, available materials, and the teacher’s personality, strengths, and style. We discuss
teaching strategies in Chapters 7 through 9.

In addition to considering a teaching strategy to reach a predetermined goal, teachers
must also organize and manage their classrooms so that learning can proceed smoothly.
Management ranges from something as simple as a verbal reminder to a student to pay at-
tention to the creation of a complex set of rules and procedures to create productive learn-
ing environments.

Mrs. Shafer was involved in classroom management when she gave David a stern look for
whispering while another student was talking, and Mr. Adams employed management proce-
dures when he gently corrected Scott for throwing the beanbag at Lisa rather than to her.
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Additional management strategies were illustrated in the way Mr. Adams arranged his room;
rather than having children organized in rows, he had them in small groups working at stations.

As the scenarios involving Mrs. Shafer and Mr. Adams illustrate, classroom management
and instruction are essentially inseparable. Without attending to the learning task, students
cannot learn, and organizing a learning activity invariably requires the teacher to consider man-
agement issues. For these reasons, classroom management is included in our discussion of the
implementing phase of teaching. Management strategies are discussed in Chapters 2 and 3.

Assessing

The third stage in instruction is assessment. In this phase, the teacher attempts to gather
information to determine if and what kind of learning has occurred. This can be done in
many ways, including administering tests or quizzes, grading homework, or noting stu-
dents’ reactions to questions or comments. The teacher can use each of these methods to
make decisions concerning whether the goal established in the planning stage was reached.

During this phase, the teacher asks, How will I determine if the students knew, under-
stood, or reached the goal I identified earlier? The answer to this question suggests ways in
which the students’ understanding will be assessed through the use of different measure-
ment instruments. For instance, Mrs. Shafer gave the children an unfamiliar paragraph and
asked them to identify illustrations of the relationship between geography and how it influ-
enced the way people lived. Mr. Adams observed the children performing the manipulative
tasks and checked the names of those who were successful, and Mrs. Tyler observed the stu-
dents and made notes regarding their progress in group situations.

In each of these instances, the assessment procedures used by the teachers were chosen
to be congruent with the established goals and the selected implementation strategies. We
discuss assessment strategies in more depth in Chapter 11.

EXERCISE 1.3

For the following tasks, label each as being a planning phase task (p), implementing phase task (i),
or assessing phase task (a).

____ 1. The teacher observes the students working on math problems at their desks.

____ 2. A fourth-grade teacher, noting problems on the playground, decides to help her students
resolve conflicts through negotiation.

____ 3. The teacher writes a learning goal.

____ 4. The students undertake a 10-item multiple-choice test.

____ 5. The teacher employs a guided-discovery strategy.

____ 6. The teacher shows a videotape depicting the settlement of the American West.

The Interrelationship of the Three Phases

Let’s return once more to the three teaching episodes to illustrate an important point about
the three-phase approach to instruction. The scenarios in which the three teachers per-
formed each of these three phases is summarized in Table 1.2.
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Table 1.2 Examples of Three-Phase Approach

Planning Implementing Assessing

Mrs. Shafer Wanted students to Had children observe Gave children a 
know how lifestyle pictures and discover paragraph and had 
and geography relationship. them identify 
relate. Selected illustrations in it.
pictures and 
planned discovery.

Mr. Adams Wanted students Had students practice Observed students and 
to develop on the doll. checked their names on
manipulative skills. a checklist.
Decided on practice. 
Decided to use 
the doll.

Mrs. Tyler Wanted students Had students discuss Observed students 
to learn to work in the dilemma and arrive work in groups during 
groups. Chose a at group decision. the year.
dilemma for 
groups to discuss.

Although described as three separate phases, the continuity and interrelationships of
the phases should be emphasized. To see this interrelationship between the different
phases, let’s begin with planning. The goal that a teacher has for a particular group of
students should determine both what is taught and how it is taught and should also in-
fluence the manner in which the learning is assessed. These relationships are shown in
Figure 1.3.

Some of the relationships shown in Figure 1.3 are readily apparent, while others require
some discussion. The effect of goals on implementation strategies and assessment proce-
dures is apparent in that the goal being taught influences how the lesson is taught and how
the effectiveness of the lesson is measured. Assessment procedures also influence the goals
chosen and the implementation procedures used. For example, if assessment procedures
show that the desired learning has not taken place, the teacher may wish to reconsider both
the goals and the instructional strategies used. Perhaps the goals were overly ambitious or
inappropriate for students. In a similar way, the teaching strategy may have been unsuitable
for attaining the chosen goal. With feedback from one phase of the teaching act, the teacher
can critically examine and reflect on the effectiveness of the other components as well as the
total learning experience.

THE TEACHER AS DECISION MAKER

Teachers make a wide range of decisions that clearly affect the effectiveness of their class-
room teaching. Decision making implies making choices; some of the most common ex-
amples involve deciding what to teach, how to teach it, and how to assess student
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Figure 1.3 The Three-Phase
Approach to Teaching

achievement. Using how to teach as an example, a number of sources influence decision
making and run the gamut from believing a specific strategy to be the most effective way
of teaching something to having case studies and hard research information establishing
its effectiveness.

One way to bypass these important decisions is to implement the content, strategies,
and assessments found in teachers’ guides and instructional materials that often accom-
pany textbooks. Such resources may provide the most effective instruction for a given
lesson, but we take the position here that anything we undertake in our classrooms
should be weighed against other alternatives in a conscious and deliberate effort. Effec-
tive teachers draw from several areas of knowledge as they face a great variety of decisions
in the classroom arena, and the ability to make professional decisions is vital to teaching
(Doebler, 1998).

Factors Influencing Decision Making

Three major ways of evaluating the professional decisions we make as teachers are research,
experience, and context. A growing body of research provides useful information about the
relationship of teacher actions to student learning (Bruning, Schraw, Norby, & Ronning,
2004; Eggen & Kauchak, 2007); we introduce you to this research as we consider different
aspects of decision making in later chapters.

A second factor influencing professional decision making is experience. Research is clear
that veteran teachers draw heavily on their experiences to guide their decisions (Berliner,
1994). This has several implications for beginning teachers. First, research on the effective
practices of experienced teachers needs to be considered. Second, beginning teachers need
to observe and talk with experienced teachers as they learn to teach. Finally, beginning
teachers need to reflect on their own growth as they progress and, by doing so, grow
through experience and learn from their successes and failures.

Context is a third factor that influences teachers’ decision making. No two students and
no two learning environments are alike. In addition, instructional decision making is also
influenced by the kind of content being taught, the resources available, and even the time
of day or point in the school year. As we learn about alternative teaching methods and in-
structional strategies, we need to continuously ask ourselves, Will these work for me, and
will they effectively promote student learning in my classroom?
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The Importance of Goals in Decision Making

Weighing alternatives requires making choices that influence learning. This can be done
only  when teachers have clear goals. Teachers should always have goals in mind when they
teach because goals provide direction for teaching and guide decision making. Decision
making is strategic in the sense that decisions are based on purposeful and explicit goals.
Here is an effective sequence to follow in goal-based decision making (Beyer, 1988):

■ Identify the desired goal
■ Identify obstacles to reaching that goal
■ Identify options for overcoming each obstacle
■ Examine the options in terms of time, resources, costs, and constraints on their use
■ Choose the best option or combination of options

The consideration of goals is undertaken in the planning phase, which we identified as
the first of three phases in which teachers make decisions. In the planning phase, teachers
not only consider goals but also design learning activities that will help students reach those
goals. Decision-making questions for consideration include the following:

■ How should I explain a given idea or concept?
■ How should I relate that topic to material we have already studied?
■ How can I use concrete examples to illustrate the topic?
■ What kinds of learning tasks can I design to encourage meaningful learning?

In the second phase, implementing, teachers do not engage in advanced decision mak-
ing, such as the examples provided previously, but are required to make a number of split-
second decisions as they interact with students in classrooms. Many of these interactions are
in the form of questions. The effective teacher needs to know the art of asking questions
and how to use different question formats—fact questions, process questions, convergent
questions, and divergent questions—to promote learning (Good & Brophy, 2008). Decision-
making considerations during this phase include the following:

■ What kinds of questions will encourage student thinking and also allow me to gauge stu-
dent understanding?

■ Should questions be addressed to the whole group or individual students?
■ How long should the teacher wait for a student response?
■ What should the teacher do if a student response is incorrect? Should I prompt (a ques-

tioning technique discussed in Chapter 7), provide the answer, or call on another student?

The third phase, assessment, also requires teachers to make decisions. Teachers contin-
ually ask themselves whether students understand new ideas and what modifications need
to be made to promote student learning. Questions that address assessment decisions in-
clude the following:

■ What kinds of assessments can be used to determine whether students understand the
topic being taught?

■ Which aspects of the content do students clearly understand, and which require addi-
tional instruction?
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■ Which students need extra help, and which do not?
■ In what ways can the assessment results be communicated to students, parents, and other

professionals in need of this information?

At this point, it should be increasingly clear that teaching is extremely complex and
requires continual decision making. Several factors complicate the process. There are no
easy, clear-cut answers in teaching, but there are decisions only teachers can make. In the
presence of confusing and ambiguous issues, teachers must search for appropriate courses
of action rather than resolution. Even in the best of times, teachers may have to choose between
several less-than-good alternatives, and many instructional problems cannot be solved com-
pletely (Wassermann, 1999). Nevertheless, the quality of the professional decisions you
make will directly influence the kinds of learning experiences you provide and ultimately affect
the degree to which you promote student learning.

THE IMPORTANCE OF REFLECTION IN TEACHING

A major way that teachers improve their decision making is through reflection. Reflective
teachers are thoughtful, analytical, and even self-critical about their teaching. After you have
taught a lesson, you will want to reconsider your planning and the decisions you have made.
Reflection, whether written or mental, is an effective tool for refining professional thoughts,
ideas, and beliefs. Reflection enables us to evaluate our experiences, learn from mistakes,
repeat successes, and revise and plan for the future.

Reflective teaching is complex and multifaceted. It is a review of one’s practices in an
attempt to determine whether you accomplished what you set out to do and to gain insight
on more effective ways of doing what you did. A reflective teacher willingly takes responsi-
bility for considering personal actions; is committed to thinking through difficult issues in
depth, persistently seeking more knowledge and better ways to teach and to manage class-
rooms; maintains a healthy skepticism about educational theories and practices; and gathers
as much information as possible about any given problem, weighs the value of the evidence
against suitable criteria, and then draws a conclusion and makes a judgment (Ely, 1994).

Basically, reflection asks, How effective were the decisions I made? Specifically, reflec-
tion tries to answer questions such as the following:

■ How appropriate were the topics—that is, should they be taught again?
■ Was the sequence of topics appropriate? If not, how should they be resequenced?
■ Was my goal(s) appropriate for my students?
■ Was my instruction aligned? Did my lesson plans facilitate my unit plan? Were the pro-

cedures and assessments I specified consistent with my goals?
■ Were the procedures I used as effective as they might have been? If not, what procedures

might have been better?
■ Did the materials I used adequately represent the topic?
■ What representations or resources would have made the topic more understandable?
■ Is there a way I could have made the overall environment more conducive to learning?

Finally, much of what has been said to this point refers to reflection as a process of ques-
tioning our practice in a variety of rational ways, but reflection can also be viewed as creative
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problem solving. Being creative fosters the teachers’ need to know or be sure they demon-
strate in their teaching a sensitivity to what will be most beneficial for their students.

A growing body of research shows that experienced teachers reflect on many different
dimensions of their lessons and can identify erroneous assumptions and aspects of their
teaching that can be improved (Berliner, 1994). Engaging in reflective thinking about
teaching promotes a more thoughtful approach to planning, implementing, and assessing
and potentially furthering the achievement of their students.

TECHNOLOGY IN THE CLASSROM 

Implementation and Utilization

In the previous section, we noted that a central question for teachers during the implemen-
tation phase is, How will I help my students reach learning goals? Technology, which has
changed how we teach and how students learn, can provide answers to that question. Our
modern world is often characterized as having been profoundly shaped by a technological
revolution, a change that has, among other things, drastically altered the way in which we
both live and teach. With specific regard to education, today’s teachers need to be knowl-
edgeable about the hardware, primarily computers, in their school or district; the software,
discs, programs, and other resources available in their school or district; and the appropri-
ate applications of technology to classroom instruction. Additionally, as with any educa-
tional resource, teachers must also ensure that students have the prerequisite skills needed
to appropriately access and use the vast array of technological resources available to them.

Reflective teachers revisit their lessons in order to improve the effectiveness
of the learning experience.
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From a constructivist perspective, the implementation of technology in the classroom
enhances the facilitating role of the teacher, who becomes the “guide on the side” rather
than the “sage on the stage.” Technology can support many classroom strategies, including
the following (Armstrong, Henson, & Savage, 2005):

■ Presenting content effectively
■ Reteaching and reinforcing content
■ Providing enrichment experiences for talented learners
■ Individualizing assignments
■ Promoting global perspectives by using Web sites and encouraging, for example, inter-

national e-mail pen pals

In addition to enabling the implementation of activities and instructional strategies, the
computer has improved teachers’ efficiency in planning and assessment activities through
the use of word processing and record-keeping capabilities.

While it is difficult to predict the specific future impact of computers, many teachers
are changing what they do in the classroom as they increase their reliance on technology.
Rather than continue to use strategies that worked in the past, effective teachers are re-
thinking the ways in which they teach (Henniger, 2004). Clearly, the way you use technol-
ogy in your classroom will depend on your own philosophy or view of the value of
technology, your knowledge of technology, and the resources and support available in your
school and district.

To assist you in this rethinking process, each chapter in this text offers suggestions and
activities for integrating technology in your teaching. For example, in the chapter on
planning, we focus on the development of templates that allow for efficient storage, use, and
revision of units and lessons. In the chapter on assessment, we focus on electronic record
keeping as one way to make your teaching more efficient and effective.

For starters, we made references earlier in this chapter to accreditation and standards in-
formation that can be accessed through the Web. To provide some experience in retrieving
electronic information, complete the following activities:

1. Figure 1.2 lists the INTASC principles. For a complete listing of the 10 principles and
additional information on the topic, access a search engine such as Google (www.
google.com) or Yahoo (www.yahoo.com) and, in the search box, type in “INTASC
principles.” When the page opens, click on any number of the resources listed for
additional information.

2. Follow the directions in steps 1 and 2 to access additional information on the NBPTS
standards.

3. To familiarize yourself with the NCATE standards, follow the directions listed previously
and determine some of the critical strands emphasized by this accreditation organization.

4. Determine something specific you would teach in your discipline, such as the solar sys-
tem in elementary science or the Industrial Revolution in U.S. history. Then access the
Colorado State Academic Standards and identify the specific standard you would be fa-
cilitating. To retrieve this information, go to www.cde.state.co.us. In the left-hand col-
umn, click on “standards” and then click on your specific subject under both “standards”
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EXERCISE 1.4

Using the INTASC, NCATE, and TEAC standards listed previously in this chapter, reread the open-
ing scenario involving Mrs. Warner and identify all those she is addressing in her dental lesson.

and “examples.” For additional practice, find the Web site for the department of educa-
tion for your state and complete the same exercise.

5. On page 35, we provide introductory information on academic portfolios, and, using
whatever resources of your choice, we urge you to research the pros and cons of elec-
tronic portfolios. To begin this undertaking, we suggest that you employ a search en-
gine with the key word “portfolios” and then click on “electronic portfolios.”

SUMMARY

A number of national standards have been formulated to guide teachers’ professional develop-
ment. The Interstate New Teacher Assessment and Support Consortium (INTASC) provides
guidelines for new teachers. The National Board for Professional Teaching Standards (NBPTS)
provides comparable standards for experienced teachers. The National Council for Accredita-
tion of Teacher Education (NCATE) and the Teacher Education Accreditation Council
(TEAC) create guidelines for teacher preparation programs. Federal efforts to improve teach-
ing include the Goals 2000 initiative and No Child Left Behind (NCLB). States have also cre-
ated content-related standards, and these will have a direct effect on both teachers and students.

Teachers perform multiple roles in the classroom, ranging from promoting academic
and cognitive growth to moral and psychomotor development. Constructivism, a develop-
ing theory of learning, emphasizes the teacher’s role in guiding and facilitating learning. In
addition, teachers play a critical role in developing student motivation for learning.

In their instruction, teachers have multiple goals, ranging from cognitive to affective and
psychomotor. Because of the heavy emphasis on cognitive outcomes in the schools, this text
will focus primarily on cognitive growth and development. In attempting to promote growth
in students, teachers create productive learning environments that attempt to build on other
contextual factors in learning.

The conceptual foundation for the text is a three-phase approach to instruction that be-
gins with planning. A central focus of planning is the creation of clear learning goals and the
selection of teaching strategies. During the implementation phase, teachers use instructional

Reflecting
On...

INTRODUCTION: A MODEL FOR TEACHING
INTASC Principles 1, 2, 3, 4, 5, 7, 8, and 9
Think about the different teacher roles and influences on learning.
Think about ways in which you will promote student learning in your
classroom.
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strategies to help students reach learning goals. In the final phase of the conceptual model,
teachers assess learning, attempting to ascertain what students have learned.

This text emphasizes the central role of decision making in effective teaching. Research,
experience, and context all influence the complex decisions teachers make in the classroom.
Goals, when clearly conceptualized, can provide both focus and clarity in teachers’ instruc-
tional decisions.

Reflection provides opportunities for teachers to think about the effectiveness of their
actions. Linked to decision making, reflection encourages teachers to ask, How effective
were the decisions I made?

This text is divided into three main sections that correspond to the conceptual model
for the text: planning, implementation, and assessment. These three sections are designed
to provide teachers with the knowledge and skills necessary for effective instructional deci-
sion making and insightful professional reflection.

KEY CONCEPTS

Active learning 12 Knowledge 20
Assessing 25 Learner diversity 21
Attitudes 20 Motivation 13
Constructivism 11 Passive learning 12
Cooperative learning 13 Planning 23
Extrinsic 14 Reflection 29
Implementing 24 Skills 20
Intrinsic 14 Student-centered instruction 12

PREPARING FOR YOUR LICENSURE EXAMINATION

Let’s look now at another teacher who is working with a group of second-grade students.
Read the following case study and, using specific information from this chapter, answer the
questions that follow.

Mrs. Lori Guthrie, a Title VI teacher, began her class by letting her children know they
were going to have another one of their “adventures,” which, as usual, made them eager
to find out the subject of today’s lesson.

“OK, guys,” she said, “let’s take a walk outside and grab one of the bags on the
way.” The children scampered to the door, and out they went. “Boy,” Mrs. Guthrie con-
tinued, “what kind of a day do we have today?”

“Sunny, Mrs. G.,” José said.
“It’s beautiful out,” Maria added.
“What are we going to do?” Katy inquired.
“Well,” Mrs. Guthrie responded, “with it being such a nice day, let’s look for some

different kinds of things that we can use in making up fun addition and subtraction
problems. Start looking around, and let me know when you find something.”
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“Oh, Mrs. G., I found some leaves . . . and lots of them. Does anyone want some
too?” Nate asked.

“I want some,” Maria said.
“Me, too,” Marley said as both children joined Nate and scooped up handfuls of

leaves.
“Mrs. G., I found some stones,” Alex said, “and this big rock. Can I keep it, too?”
“Hey,” Mrs. Guthrie replied, “whatever works for you.”
“I found some big twigs, and look at this pop can. This is fun. I want to use the pop

can, too,” José said.
“Great idea,” Mrs. Guthrie said. The children continued to scavenge about for a

few minutes before she led them back to the classroom. “OK, guys,” she began, “you’ve
got real neat stuff, so what are you going to need now?”

“Some paper and some glue,” Katy responded.
“Anything else?”
“Yeah, something to write our addition and subtraction problems with,” Maria added.
“Fine, come and get the things you’ll need.” The children came to Mrs. Guthrie,

and each took a piece of construction paper, a bottle of glue, and a magic marker.
After the children had been working for a few minutes, Mrs. Guthrie said, “Look at

the way Marley has arranged his sticks. He put them in one group of six and one group
of two, and then he wrote the problem beside them and showed us that six sticks plus
two sticks equals eight sticks. Terrific!”

“And look at Alex’s subtraction problem,” Mrs. Guthrie continued enthusiastically.
“Two leaves take away two leaves equals no leaves. Now I saw her leaves glued down,
and then she had to take them off, and there was just glue left. Good thinking!”

After commenting on all the students’ work and encouraging them to offer their own
observations, Mrs. Guthrie then said, “OK, class, it’s time to take everything upstairs.”

1. After reading the comment from Campbell found on page 11, which of the primary
aims of education does this lesson primarily reflect? Why?

2. What motivational techniques did Mrs. Guthrie employ in her lesson, and why
is intrinsic motivation considered to be more desirable or powerful than extrin-
sic motivation?

3. How did Mrs. Guthrie incorporate the three forms of student learning—information
and knowledge, psychomotor skills, and attitudes and values—into her lesson, and
which do you believe should have received the primary focus? Why?

4. What three characteristics of a constructivist learning environment did Mrs. Guthrie
incorporate into her lesson? Discuss each one briefly.

5. What were a few of the most common classroom decisions Mrs. Guthrie had to make
regarding this lesson?

6. The three-phase approach to teaching is a cyclical or closed loop. Regarding this par-
ticular lesson, having completed one complete cycle, what would Mrs. Guthrie do now?
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VIDEO EXERCISE

Go to MyEducationLabTM and select the topic “Effective Teaching and the Effective Teacher”
and watch the video “Using Student Ideas and Contributions.” After viewing the video,
respond to the following questions:

1. Is Ms. Rebecca Adkins’s primary role that of “sage on the stage” or “guide on the side”?
Provide a brief explanation.

2. Regarding the planning stage of the three-phase model of teaching, what do you think
Ms. Adkins wants the children to learn?

3. Regarding the implementation stage of the three-phase model of teaching, what are a
few of the strategies Ms. Adkins employed to promote student growth and achievement?

4. Regarding the assessment stage of the three-phase model of teaching, what could
Ms. Adkins do to determine whether the students had “learned” the lesson?

5. In terms of reflection, what do you think Ms. Adkins could do to improve the lesson?

DEVELOPING YOUR PORTFOLIO

Portfolios are increasingly becoming one means of demonstrating the skills, experiences, and
accomplishments of the beginning teacher (Goethals, Howard, & Sanders, 2004). Unlike a pro-
fessional portfolio that is designed to provide administrators or a school system with your qual-
ifications for employment, an academic portfolio provides opportunities to organize and reflect
on resources that include both theoretical and practical experiences in your teacher preparation
program of study. Components of an academic portfolio commonly include the following:

■ Table of contents
■ Student information/résumé
■ Philosophy statement
■ Reflections on teaching
■ Additional documentation, such as letters of recommendation and awards
■ Artifacts such as sample lesson plans, assessments, examples of student work, and photos

of creative activities (e.g., learning centers or videotapes of dynamic lessons)

As evidence that you are attaining the stated goals and objectives of courses in your pro-
fessional program of study, we offer an academic portfolio task at the end of each chapter.
For example, in Chapter 5, we suggest that you write three goals objectives in your area of
emphasis and key them to selected state standards.

A philosophy statement is often found in an academic portfolio and a professional port-
folio. Therefore, your academic portfolio task for this chapter is the following:

Philosophy statements are designed to express views on the nature and needs of students
and society, the knowledge base to be taught, and the methods and strategies (pedagogy)
to be employed in classroom teaching. Using the discussions in this chapter on con-
structivism, motivation, and national and state standards, write your own philosophy
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statement in terms of how teachers promote student learning. Be sure to address the
following three questions:
■ How can teachers facilitate learning for all students?
■ What kinds of decisions do teachers make?
■ What kinds of abilities and competencies should a teacher bring to the classroom?

QUESTIONS FOR DISCUSSION

1. Why is intrinsic motivation considered to be more desirable or powerful than extrinsic
motivation?

2. Of the three forms of students learning—information and knowledge, psychomotor
skills, and attitudes and values—which do you believe should receive the primary
focus? Why?

3. What are three characteristics of a constructivist learning environment?

4. What are some of the most common decisions classroom teachers make on a daily basis?

5. What is the relationship between decision making and teacher reflection?

6. Most classroom teachers consider the three-phase approach to teaching to be cyclical
or that of a closed loop. What does this mean, and how does it work?

SUGGESTIONS FOR FIELD EXPERIENCE

1. Interview a teacher and ask him or her to share strategies used in the classroom to mo-
tivate children. Also ask for suggestions on how you can increase your knowledge of a
student, which in turn can affect the success of your motivational techniques.

2. Having identified characteristics of a constructivist learning environment in item 3 un-
der “Questions for Discussion,” look for examples of these characteristics in your field
classroom.

3. If available, examine a series or number of objectives in a lesson plan, curriculum guide,
or teacher’s edition and determine whether they primarily address the areas of knowl-
edge, skill, or attitude. You might also discuss with a classroom teacher how or if she or
he sets priorities for these three areas.

4. Review either district or state curriculum guides to see if you can identify areas in which
teachers must engage in decision making. Specifically, look for opportunities for choice
in the areas of content, strategies, and assessments.

5. If sharing information with other preservice teachers is possible at your school site, dis-
cuss the role of reflection as a critical part of the three-phase approach to teaching.

6. Given the opportunity, select a goal that appears in a curriculum guide, unit plan, or
text and decide what available materials would provide the most effective instruction.
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UNIT ONE

Chapter 2 Classroom Management: Prevention
Chapter 3 Classroom Management: Interventions

Managing Classrooms 
for Effective Instruction
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INTRODUCTION

Understanding the topics you teach and planning and implementing effective lessons are
crucial abilities. However, another is so essential that, without it, the carefully laid plans and
strategies cannot work. This is the ability to effectively manage the learning environment.

Well-managed classrooms support learning. In them, students are orderly but not rigid,
and they feel safe from both physical harm and the fear of ridicule. They speak freely but
understand limits. The classroom operates smoothly and productively, and the teacher
seems to be taking little effort to manage it. In contrast, poorly managed classrooms can be-
come seas of chaos. The students are inattentive and disruptive, the teacher is frazzled and
exhausted, and little learning takes place.

Research indicates that effective teachers organize their classrooms and design learning
activities so that most management problems are prevented rather than stopped once they
occur. That’s what this chapter is about.

Classroom Management:
Prevention
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LEARNER OBJECTIVES

After completing your study of Chapter 2, you should be able to do the following:

■ Identify prerequisites to effective management
■ Describe the relationships between effective management and effective instruction
■ Plan for effective management
■ Design and teach rules and procedures

APPLYING EFFECTIVE STRATEGIES FOR PREVENTING 
CLASSROOM MANAGEMENT PROBLEMS

Following is a case study in which a middle school teacher is working with her students in
a math lesson. As you read the case study, consider the following questions:

■ What has the teacher done prior to class to prevent management problems?
■ How has the teacher organized her classroom to prevent management problems?
■ How are effective classroom management and effective instruction related?

Sheryl Poulos is a seventh-grade math teacher whose class is involved in a unit on converting fractions
to decimals and percents. She has 32 students in a room designed for 24, so the students are sitting
within arm’s reach of each other across the aisles.

As Ginger comes into the room, she sees a series of fractions with the directions, “Convert each to
a decimal and then to a percent,” projected high on the screen at the front of the room. She quickly
slides into her seat just as the bell stops ringing. Most of the students have already begun working the
problems.

Sheryl is finished taking roll by the time the bell stops ringing, and she hands back a set of papers
as students busy themselves with the task. As she hands Jack his paper, she touches him on the arm and
points to the overhead, reminding him to return from his window gazing.

She waits a moment for the students to finish and then begins. She writes the fraction 7/12 on the
chalkboard, and as she says, “Let’s think about this fraction. Let’s estimate what percent 7/12 will 
be . . . Donna?,” she sees Scott, who sits behind Veronica, stick his foot forward and tap Veronica’s leg.
She also notices that Ellen is whispering something to Kristen at the back of the room.

In response to the tap, Veronica whispers loudly, “Stop it, Scott.”
Sheryl moves down the aisle as Donna responds, “It would be . . . mmm . . . about 60, maybe . . .

I think.”
Sheryl stops at Scott’s desk, leans over, and whispers softly but firmly, “We keep our hands and

feet to ourselves in here,” and then says, “OK, good, Donna. . . . Explain why Donna’s estimate is prob-
ably good . . . Jeremy?”

As Jeremy begins, “Well, 7 is over half of 12 . . . yeah . . . so, it would have to be more than 50%,”
Sheryl moves to the back of the room and stands by Ellen and Kristen.

41
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CLASSROOM MANAGEMENT: AN OVERVIEW

From the 1960s until the present, national Gallup polls have consistently identified class-
room management as one of teachers’ most challenging problems. In the 2007 poll, it
ranked second only behind lack of financial support as the most important problem schools
face (Rose & Gallup, 2007). It has historically been the primary concern of beginning teach-
ers, and disruptive students are an important source of stress for beginners and veterans alike
(Bohn, Roehrig, & Pressley, 2004; Public Agenda, 2004). It is a major reason that teachers
leave the profession during their first 3 years, it is a primary cause of teachers leaving urban
classrooms (Weiner, 2002); and colleges of education are being asked to address the issue
more carefully (Johnson, 2005).

In spite of concerns about school violence, it is the day-to-day job of establishing and
maintaining orderly, learning-focused classrooms that requires so much effort. Management
is particularly difficult for preservice and beginning teachers who often feel ill prepared to
deal with issues related to classroom management and often find that their university prepa-
ration is incomplete (Kher-Durlabhji, Lacina-Gifford, Jackson, Guillory, & Yandell, 1997).

The reasons can be traced to changes in both schools and society at large. Unquestioned
respect for authority figures has been replaced by attitudes of questioning, doubt, and hes-
itancy. Faith in schools as instruments of socialization has been replaced by criticisms of
education. Attitudes toward child rearing have changed, and these attitudes have found
their way into the schools.

The student population has also changed. Learners will not sit quietly through dull pre-
sentations, and motivation is an important consideration in both management and instruc-
tion. Students spend a great deal of time in front of television sets, and many urban
classrooms have a majority of students with native languages other than English (Kent,
Pollard, Haaga, & Mather, 2001; U.S. Department of Education, 2000). An alarming num-
ber of students come to school with home environments and experiential backgrounds that
place them at risk of not succeeding (Slavin, Karweit, & Madden, 1989).

Classroom Management Versus Classroom Discipline

In this chapter, we will emphasize the concept of classroom management instead of the
commonly used term classroom discipline. Management refers to teachers’ strategies that
create and maintain an orderly learning environment, whereas discipline involves teacher
responses to student misbehavior, such as talking inappropriately, leaving desks without per-
mission, making hostile or sarcastic remarks, or, more seriously, fighting and assaults.

Outcomes of Effective Management

Teachers who effectively manage their classrooms achieve two important outcomes:

■ Increased student achievement
■ Increased student motivation

Increased Achievement. The relationship between management and achievement is well docu-
mented (Blumenfeld, Pintrich, & Hamilton, 1987; Evertson, 1987). Purkey and Smith (1983)
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identified effective management as one of the four key characteristics of an effective school.
Wang, Haertel, and Walberg (1993), in a comprehensive review of the literature on factors in-
fluencing learning, conclude, “Effective classroom management has been shown to increase
student engagement, decrease disruptive behaviors, and enhance use of instructional time, all
of which results in improved student achievement” (p. 262). In short, effective management is
an essential ingredient of effective teaching.

Increased Motivation. Order and safety are necessary to promote student motivation (Radd,
1998). Brophy (1987a) identified classroom management as an “essential precondition for
motivating students” (p. 208). Classroom management is a foundation the teacher builds
on in creating motivated classrooms. In addition, by seeking student input on instructional
and management issues, the teacher can promote student ownership and involvement, both
of which positively influence student motivation (McLaughlin, 1994).

PREREQUISITES TO EFFECTIVE MANAGEMENT

Orderly classrooms do not magically happen. They must be carefully planned, and teachers
who are caring, firm, and committed to the students and their learning are less likely to have
management problems than their less professional peers (Marzano, Marzano, & Pickering,
2003). In this section, we examine three prerequisites to effective management:

■ Classroom climate
■ Teacher characteristics
■ The relationship between management and instruction

Classroom Climate

Think back to your experiences in elementary and secondary school. Were you comfortable
in some classes and uncomfortable in others? Did you look forward to some because they
were interesting and stimulating, while you dreaded others and watched the clock in them
as the minutes dragged by? The answer for virtually all of us is “yes.”

In some classes, the emotional feeling is healthy, positive, and supportive of learn-
ing. The environment that supports these feelings represents the classroom climate. In
classes with a positive climate, students feel capable, included, and secure. A balance is
maintained between teacher direction and student choice, students have freedom within
well-defined limits, and learner responsibility is emphasized over rigid adherence to
rules. The development of learner self-regulation is an overriding goal (Alexander &
Murphy, 1998).

Positive climates do not automatically happen, however. They depend on the teacher
and the kind of learning experiences students have.

Teacher Characteristics

We have all seen students go from one class in which they are disruptive and out of hand
to another in which they are orderly and on task. The difference is the teacher. Effective
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managers cover a spectrum of personalities. Some appear quiet and unassuming; others have
voices like a drill sergeant. Although one type is not necessarily better than another, effective
managers usually have several important characteristics, including the following:

■ Caring
■ Firmness
■ Modeling and enthusiasm
■ High expectations

Let’s consider each of these characteristics.

Caring: The Foundation of Positive Classroom Climate. It is virtually impossible to manage a
classroom or succeed in any part of teaching without genuinely caring about students and
their learning. In one study, researchers asked fourth graders how they knew whether their
teacher cared (Rogers, 1991). They described a caring teacher as one who did the following:

■ Listens and tries to see things from a student’s perspective
■ Creates a safe and secure learning environment
■ Helps with school work by making sense of learning tasks

The importance of caring is captured in this comment by another fourth grader: “If a
teacher doesn’t care about you, it affects your mind. You feel like you’re a nobody and it
makes you want to drop out of school” (Noblit, Rogers, & McCadden, 1995, p. 683).

Wentzel (1997) offers an additional student perspective. She asked middle school stu-
dents, “How do you know when a teacher does and does not care about you?” The students
reported that attentiveness to them as human beings was important, but perhaps more
striking was their belief that teachers who care make serious efforts to promote learning and

Providing for student success and safety fosters a positive classroom
climate.
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hold students to appropriately high standards. This finding suggests that caring is more than
warm, fuzzy interactions with students. In addition to understanding how students feel, car-
ing teachers are committed to their students’ growth and competence (Noddings, 1995,
1999; Wentzel, 1997).

Savage (1991) describes caring a bit differently. He suggests that caring teachers both
respect students and attempt to earn students’ respect. He offers the following suggestions
for doing so:

■ Plan carefully so that you thoroughly understand the topics you are teaching
■ Announce tests, be clear on what tests will cover, and avoid tricking students
■ Provide genuine encouragement and praise and avoid sarcasm
■ Learn students’ names quickly and use them regularly
■ Provide appropriate rewards for good work

Stipek (2002) offers an additional comment related to the issue of respect:

One of the best ways to show respect for students is to hold them to high standards—by not ac-
cepting sloppy, thoughtless, or incomplete work, by pressing them to clarify vague comments, by
encouraging them not to give up, and by not praising work that does not reflect genuine effort.
Ironically, reactions that are often intended to protect students’ self-esteem—such as accepting low
quality work—convey a lack of interest, patience, or caring. (p. 157)

This leads us to the concept of firmness.

Firmness: Helping Students Develop Responsibility. Firmness means viewing students as ca-
pable of exercising responsibility and holding them accountable for their actions. A teacher
who does not stand firm when a student breaks a rule communicates that the rule has 
no real purpose and that actions do not necessarily have consequences. These messages
confuse students who are trying to make sense of the world. It is essential that a teacher
follows through in making students responsible and accountable for their actions (Stipek,
2002).

Modeling and Enthusiasm. Teachers’ beliefs about teaching and learning are communicated
through modeling. A positive classroom climate is virtually impossible if teachers model dis-
taste or lack of interest in the topics they teach. Statements such as the following detract
from an orderly and learning-oriented environment:

“I know this stuff is boring, but we have to learn it.”
“I know you hate proofs.”
“This isn’t my favorite topic, either.”

In contrast, even routine and potentially uninteresting topics are more motivating to
students if teachers model interest in them.

By modeling enthusiasm, teachers communicate their own genuine interest in the
topic. It does not include pep talks, theatrics, or efforts to entertain students. Rather, as
shown in the following quotations, it is intended to induce in them the feeling that the
information is valuable and worth learning (Good & Brophy, 2008).
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High Expectations.

“This idea is new, and it probably will be challenging, but I know you can all do the assignment.
I want you to start right in while the ideas are still fresh in your mind. I’ll be around in a moment,
so don’t be afraid to ask questions if you have any.”

“This material is hard, but we’ve got to learn it. I want everyone to start right away, and no fool-
ing around. Some of you will have problems with this, and I’ll be around as soon as I can to
straighten you out. No messing around until I get there.”

Teacher expectations for student behavior and achievement are communicated
subtly (and not so subtly) every day. The first teacher acknowledged that the assignment
was difficult, but she expected students to successfully complete it. The second implied
that some students were less able than others and presented the entire assignment with
a negative tone.

How Expectations Affect Teacher Behavior. Research indicates that teachers treat
students for whom they have high expectations much better than those for whom their ex-
pectations are lower. They call on high-expectation students more often, and their interac-
tions are more positive. They give high-expectation students clearer and more thorough
explanations, require more complete and accurate answers, and are more enthusiastic in
their instruction. They praise high-expectation students more often and give them more
complete feedback.

Students are sensitive to this differential treatment, and children as young as first grade
are aware of unequal treatment of high and low achievers (Stipek, 2002). In one study,
researchers concluded that

after ten seconds of seeing and/or hearing a teacher, even very young students could detect
whether the teacher talked about or to an excellent or a weak student and could determine the ex-
tent to which that student was loved by the teacher. (Babad, Bernieri, & Rosenthal, 1991, p. 230)

TEACHER EXPECTATIONS: IMPLICATIONS 
FOR MANAGEMENT AND INSTRUCTION

What does this research suggest to teachers? First, when teacher expectations are realistic,
such as those based on student performance, they pose little problem. When they are based
on something other than student performance, however, or are lower than past performance
warrants, they can reduce achievement and detract from classroom climate.

Second, expectations tend to be self-fulfilling:

Such low expectations can serve as self-fulfilling prophecies, that is, the expression of low expec-
tations by differential treatment can inadvertently lead children to confirm predictions about their
abilities by exerting less effort and ultimately performing more poorly. (Weinstein, 1998, p. 83)

Our purpose in writing this section is to increase awareness. Expectations are subtle and
often out of teachers’ conscious control; teachers often do not realize that they hold different
expectations for their students. With awareness and effort, teachers will do their best to treat
all students as fairly and equitably as possible.
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Management and Instruction

Commonly overlooked in discussions of classroom management is the role of effective in-
struction. Research indicates that it is virtually impossible to maintain an orderly classroom
in the absence of effective instruction and vice versa (Doyle, 1986).

In addition to the questioning skills that were discussed in Chapter 6, we want to ex-
amine some additional instructional factors that contribute directly to orderly classrooms.
They are illustrated in Figure 2.1 and discussed in the sections that follow.

Organization. Let’s look back at Sheryl Poulos’s class in our chapter-opening vignette.
When students walked into the room, they found problems displayed on the screen as Sheryl
started her beginning-of-class routines. The class began working on her warm-up activity
without being told, and Sheryl moved quickly and smoothly from it to her lesson for the
day. She demonstrated four important characteristics of effective organization. They are
outlined in Table 2.1 and discussed in the sections that follow.

Starting on time and having materials ready can eliminate the “dead time” at the
beginning of classes, which is one of the times when management problems are most likely
to occur (Emmer, Evertson, & Worsham, 2006; Evertson, Emmer, & Worsham, 2006).
Careful organization maximizes opportunities for student involvement and learning and
minimizes downtime that can lead to management problems.

Teachers who use several minutes at the beginning of class to take roll and complete
other routines and who fumble with papers and demonstrations create the impression they
are not sure of what they are doing and are not fully in control of their classes. These teach-
ers are inviting management problems.

Transitions are particularly important in orderly classrooms, and effective managers also
help students make transitions from one activity to another quickly and smoothly. Often,

.  Organization
  .  Use of time
    .  Focus
      .  Feedback
         .  Review and closure

Figure 2.1 Instructional Factors That Contribute 
to Classroom Order

Table 2.1 Characteristics of Effective Organization

Characteristic Example

Having materials and demonstrations Sheryl’s problems were prepared and waiting when 
prepared in advance the students came into the room.

Starting on time Sheryl was finished calling the roll before the bell 
stopped ringing.

Having well-established routines Sheryl had a warm-up activity every day.

Making transitions smoothly Sheryl moved quickly from her warm-up-activity to 
and quickly her formal lesson.
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teachers have a clear idea of where they are going, but they do not communicate this transi-
tion to the students. A great deal of confusion can be prevented by using the following
techniques:

■ Waiting until the whole room is quiet and attentive before making the transition
■ Clearly stating what transition is to be made
■ Writing important directions on the board if any aspects of the transition might be confusing
■ Carefully monitoring the transition as it occurs

Certain times during the school day or year are problematic; during these times, man-
agement problems are more likely to occur. Effective managers are aware of these possibil-
ities and are more carefully organized during these times. In addition to the beginning of
class periods and transitions, some other problematic times are the following:

■ The last period of the day (particularly on Friday)
■ The few minutes just before lunch
■ Days before big events or holidays
■ Beginnings of periods following a rally, school assembly, or fire drill
■ Times before, during, and after report cards are distributed

How these times are handled depends on your professional judgment, but some ideas
include selecting strongly organized or highly motivating activities, giving seat work or tests,
and simply discussing these times with the students to make them aware of what you are do-
ing and why.

Use of Time. The way teachers use their time is essential for effective management. Time is
a valuable resource; efforts at reform have suggested lengthening the school year, school
day, and even the amount of time devoted to certain subjects (Karweit, 1989).

Unfortunately, teachers do not always use time effectively. Research indicates that a
great deal of class time is spent on noninstructional activities, often more than a third of
teachers’ scheduled time (Karweit, 1989). Further, some teachers seem unaware of the value
of time as a resource, thinking of it as something to be filled or even “killed” rather than an
opportunity to increase learning (Eggen, 1998; Wiley & Harnischfeger, 1974).

Sheryl did not fall victim to this tendency. For instance, she had an exercise the students
were to complete waiting for them on the board as they came into the room, eliminating
any “dead” time that might have existed as she took roll and handed back papers. By the
time they finished the exercises, she was ready to begin. The combination of her organiza-
tion and use of time eliminated the opportunity for management problems to occur.

Lesson Focus. Effective managers also use the chalkboard, overhead projector, charts, dis-
plays, and demonstrations to attract and maintain student attention. Called lesson focus
(Kauchak & Eggen, 2007), this approach provides two functions. First, it promotes learn-
ing by helping maintain attention. Second, since students should be looking at the informa-
tion display, inattentive students are easy to identify. In some of the lessons from Chapter 4,
we will see that teachers used sentences displayed on the overhead, hierarchies written on
the chalkboard, and even string and rulers as types of focus. Sheryl’s exercises written on the
chalkboard were a form of focus.
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Student Involvement. With careful planning, you ensure that your lessons communicate an
internal logic and structure to students. The questioning skills and instructional strategies
discussed in chapters 6 and 7 can then be used to promote student involvement. At the same
time that involvement increases learning, it also helps prevent management problems. It is
virtually impossible to be effective at one without the other.

Feedback. The importance of feedback, which gives students information about the accu-
racy or appropriateness of a response in promoting learning, is well documented (Brosvic &
Epstein, 2007; Hattie & Timperley, 2007). Feedback gives learners information about the
accuracy of their understanding, and it is also important for student motivation because it
helps satisfy their need to know how they are progressing and why (Clifford, 1990).

Effective feedback has four essential characteristics:

1. It is immediate.
2. It is specific.
3. It provides corrective information.
4. It has a positive emotional tone (Brophy & Good, 1986; Murphy, Weil, & McGreal, 1986).

To illustrate these characteristics, let’s look at three examples:

Mr. Hill: What kind of figure is shown on the overhead, Jan?
Jan: A square.

Mr. Hill: Not quite. Help her out . . . Karen?
Mrs. Frank: What kind of figure is shown on the overhead, Jan?

Jan: A square.
Mrs. Frank: No, it’s a rectangle. What is the next figure, . . . Albert?

Ms. Baker: What kind of figure is shown on the overhead, Jan?
Jan: A square.

Ms. Baker: No, remember we said that all sides have the same length in a square. What do
you notice about the lengths of the sides in this figure?

We see that the feedback is immediate in each case, but Mr. Hill gave Jan no information
about her answer other than it was incorrect; it was not specific and provided no corrective in-
formation. Mrs. Frank’s feedback was specific, but it gave Jan no corrective information. Ms.
Baker, in contrast, provided specific, corrective information in her response to Jan.

The examples give us no information about the emotional tone of the teachers’ responses.
Positive emotional tone means that teachers are supportive in their responses to student an-
swers. Harsh, critical, or sarcastic feedback detracts from motivation, achievement, and class-
room climate (Pintrich & Schunk, 2002).

Praise is probably the most common and adaptable form of teacher feedback. Research
reveals some interesting patterns in teachers’ use of praise:

■ Praise is used less often than most teachers believe—less than five times per class.
■ Praise for good behavior is quite rare, occurring once every 2 or more hours in the ele-

mentary grades and even less as students get older.
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■ Praise tends to depend as much on the type of student—high achieving, well behaved,
and attentive—as on the quality of the student’s response.

■ Teachers praise students based on the answers they expect to receive as much as on those
they actually hear (Brophy, 1981).

Using praise effectively requires sound teacher judgment. For example, it must be
perceived as sincere to be credible. Effusive praise after every answer loses its credibility
even if the teacher is sincere. This is particularly true with older students, who tend to
discount praise they perceive as invalid and interpret praise given for easy tasks as indi-
cating that the teacher thinks they are not intelligent. On the other hand, young chil-
dren tend to take praise at face value and bask in praise given openly in front of a class,
whereas junior high students may react better if it is given quietly and individually
(Stipek, 2002). High-anxiety students and those from low–socioeconomic status (SES)
backgrounds tend to react more positively to praise than their more confident and
advantaged counterparts.

Some suggestions for praising effectively include the following:

■ Praise genuinely
■ Praise immediately
■ Praise specifically
■ Praise incidental answers
■ Praise effort

While much of the feedback students receive is verbal—praise is a common example—
teachers also provide valuable feedback through their notes and comments on student work.
Because writing detailed comments is time consuming, written feedback is often brief and
sketchy, giving students little useful information (Bloom & Bourdon, 1980).

One solution to this problem is to provide model responses to written assignments
(Eggen & Kauchak, 2007). For instance, to help students evaluate their answers to essay items,
teachers can write ideal answers and share them with the class, allowing students to compare
their answers with the model. The model, combined with discussion and time available for in-
dividual help after school, provides valuable feedback yet is manageable for the teacher.

Review and Closure. Lessons are more coherent when review and closure are used to sum-
marize and pull ideas together. A review summarizes previous work and helps students link
what has been learned to what is coming. It can occur at any point in a lesson, although it is
most common at the beginning and end. Effective reviews emphasize important points and
help students elaborate on their understanding. Effective reviews involve more than having
students recall facts about the lesson; they shift the learner’s attention away from verbatim de-
tails to deeper conceptual connections in the material being studied (Dempster, 1991).

Closure is a form of review occurring at the end of a lesson; in it, topics are summa-
rized and integrated. The notion of closure is common and intuitively sensible; it pulls con-
tent together and signals the end of a lesson. When concepts are being taught, for example,
an effective form of closure is to have students state a definition of the concept or identify
additional examples. This leaves them with the essence of the topic, providing a foundation
for later lessons.
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PLANNING FOR EFFECTIVE MANAGEMENT

Nowhere in teaching is planning more important than in classroom management. Orderly
classrooms do not magically occur; they are the result of careful and systematic planning—
even for teachers who appear to be “naturals.”

Preventing problems involves anticipating potential situations, such as during the
problematic times we discussed earlier, and consciously planning for them. This idea is not
new, as reflected in maxims such as “Keep your students busy so they won’t have time to
get into trouble” or “Don’t smile until Christmas.”

The first step in the planning process is creating a well-designed system of rules and pro-
cedures. Once the rules and procedures are in place, teachers should then plan for teaching
and monitoring them.

Classroom Rules

Classroom rules establish standards for student behavior. They are essential for effective
management, and research consistently documents their value (Emmer et al., 2006; Evertson
et al., 2006). Rules that are clearly stated and consistently monitored can do much to

EXERCISE 2.1

We have identified several teacher characteristics and strategies to help prevent management
problems. Among them are organization, use of time, focus, interaction and involvement, feed-
back, and review and closure. For each of the following, identify the teacher strategy best illus-
trated in the example and defend your answer.

1. “OK,” Mr. Izillo begins. “Let’s think back to yesterday for a minute. Why did we say the
Battle of Gettysburg was the turning point of the war? . . . Teresa?”

2. “Take a look at the chart,” Mrs. Moran directs, displaying a chart comparing a frog and
toad, their characteristics, what they eat, and where they live. “How do the characteris-
tics compare?”

3. “What part of speech is ‘running’ in this sentence? . . . Richard?” Mrs. Suarez asks, refer-
ring to the sentence “Running is a very good form of exercise.”

“A verb,” Richard responds.
“Take another look,” Mrs. Suarez continues. “What is the sentence about?”
“. . . Running?” Richard continues hesitantly. “It . . . must be . . . a noun.”

4. “All right,” Mrs. Evans announces. “Our math period is nearly over, and it’s time for lan-
guage arts. Quickly put your math papers away and get your language arts books out.”
Mrs. Evans watches as the students put their papers away and get their books out. In 
2 minutes, they are ready to start language arts.

5. Mrs. Lynch’s students are involved in a discussion of the geography of Europe. As the stu-
dents examine a map showing the Pyrenees Mountains between France and Spain, she
asks, “Now, what effect might these mountains have had on the history of the two coun-
tries? . . . Jack?”
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prevent management problems. Some guidelines for preparing rules are outlined in the fol-
lowing sections.

Keep Class and School Rules Consistent. This suggestion is self-evident. Teachers cannot de-
velop rules for their classrooms that are inconsistent with the policies of the school or the
district. Before preparing and presenting rules to the students, teachers should review dis-
trict and school rules and then develop their own accordingly. For instance, if the school
has a dress code, individual teachers are professionally obligated to enforce it. Teachers
who feel strongly that the rule is inappropriate should work to get it changed, not sub-
vert it.

State Rules Clearly. Rules must be understandable, or they will not have any impact on
students’ behavior. Also, vague rules need to be constantly interpreted, and this disrupts
the flow of learning. For example, a rule that says “Always come to class prepared” has
an uncertain meaning, while “Bring needed materials to class every day” is much clearer.
Even the second rule will need to be carefully discussed, reviewed, and reinforced to be
effective.

Provide Rationales for Rules. Explaining why a rule exists is important, particularly for class-
room climate and the emotional impact it has on students. When rationales are provided,
students learn that the world is rational and sensible, and it helps satisfy their need for order.
Rules presented without rationales leave the impression of an authoritarian world, perhaps
even an arbitrary and capricious one. This is true even for young children. While they may
not fully comprehend the rationale at the time it is presented, it is still important to state it.
Doing so promotes a climate in which students learn that the world makes sense and pro-
vides the sort of experience that helps promote development.

State Rules Positively. “Wait to be recognized by the teacher before answering” is preferable
to “Don’t blurt out answers.” Rules stated positively create positive expectations and stu-
dent responsibility. Further, negatively stated rules do not help students understand desir-
able behaviors; they only specify undesirable ones.

Keep the List Short. This suggestion is pragmatic. Students commonly break rules because
they simply forget. If rules are to be effective, the students need to be constantly aware of
their existence, and this is possible only if the list is short. Teachers should be judicious
about their rules and include only those that they intend to enforce fully. Superficial or pe-
ripheral rules left unenforced detract from the credibility of all the rules on the list.

Solicit Student Input. Research indicates that the need for control is innate in humans (Ryan
& Deci, 2000). One way to give students some control over their classroom environments
is to solicit their input as rules are developed. Further, Lepper and Hodell (1989) have iden-
tified control as one of the sources of intrinsic motivation. Developing rules in the format
of a classroom meeting also helps develop social responsibility in the students, which has
been linked to both improved student behavior and increased student achievement
(Wentzel, 1991).
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Classroom Procedures

While rules provide standards for student behavior, procedures establish the routines the
class will follow in their day-to-day activities. They address activities such as the following:

■ Beginning the school day
■ Dealing with absences and tardiness
■ Entering and leaving the classroom
■ Making transitions from one activity to another
■ Turning in work
■ Sharpening pencils
■ Asking for help

Procedures for dealing with these activities need to be so well established that stu-
dents follow them without having to be told. This frees teachers to devote their energies
to instruction. If procedures are poorly established, teachers must spend time and energy
reminding students, for example, how to turn in their work, to wait for help until they are
finished with another student, or to avoid disrupting the discussion to go sharpen a pencil.

Rules and Procedures: Developmental Considerations

As we all know, the behavior patterns of kindergartners and first graders are not the same as
those for junior high students. The needs and development of the two age-groups are very
different, and these differences should be considered as teachers plan their rules and
procedures. In this section, we consider the developmental characteristics of four different
age-groups and the implications these characteristics have for management. The stages are
somewhat arbitrary, but they will give you a frame of reference as you make decisions about
your rules and procedures (Brophy & Evertson, 1976).

Stage 1: Kindergarten Through Grade 2. Young children are compliant and eager to please
their teachers. However, they have short attention spans and often break rules because they
forget them. Rules and procedures need to be carefully and explicitly taught, practiced,
monitored, and reinforced.

Stage 2: Grades 3 Through 6. Middle elementary students are becoming more independent,
but they still like the attention and affection of teachers. They understand and accept rules
and enjoy participating in the rule-making process. Rules need to be monitored and consis-
tently and impartially enforced.

Stage 3: Grades 7 Through 9. Students at this stage are experiencing a mixture of social, phys-
ical, emotional, and sexual feelings, and as a result they can be capricious and perhaps even
rebellious. They need a firm foundation of stability in the classroom. Rules need to be clearly
stated, administered, and predictably enforced.

Stage 4: Grades 10 Through 12. Older learners communicate effectively adult to adult. Their be-
havior has stabilized compared with the previous stage, and they respond well to clear rationales
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for rules. At this point, students respect teachers for their expertise and ability to communicate.
Effective instruction is at least as important as effective management at this stage.

Planning the Physical Environment

The physical environment is an often-overlooked dimension of both management and stu-
dent achievement. An attractive, well-lit, comfortable, colorful classroom contributes to
positive behaviors, which lead to increased achievement; a dim and drab one can have the
opposite effect.

Other factors, such as materials and the arrangement, are also important. Students
respond positively to attractive learning materials, and you should consider this when choos-
ing among the vast array of already prepared materials or when preparing your own. A pos-
itive reaction to learning materials decreases the probability of management problems.

In designing the physical layout of the classroom, at least three factors should be con-
sidered (Evertson, 1987):

■ Visibility. Can students see the board and other visual displays? Does the teacher have a
clear view of all instructional areas to allow monitoring?

■ Accessibility. Do high-traffic areas (e.g., pencil sharpener or doorway) allow for efficient
movement in the classroom? Are these high-traffic areas designed so that they minimize
disruption in the classroom?

■ Distractibility. Are potentially noisy areas separated from other areas? Do doors or win-
dows invite students to drift off?

With these general considerations in mind, let’s look at some different ways to arrange desks.
The traditional setting with rows of desks and the teacher’s desk at front, shown in

Figure 2.2, focuses attention on the teacher and tends to detract from communication
among students. This is effective when a teacher is presenting a lesson to the entire class,
but it can make group work difficult. Students at the rear of the room tend to be physically
separated from the teacher and are most likely to be the ones causing problems.
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Figure 2.2 A Traditional Seating Arrangement
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Figure 2.3 An Alternative Seating
Arrangement
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Figure 2.4 An Individualized
Seating Arrangement

Some classrooms use tables for seating, with the teacher’s desk located somewhere on
the periphery, as in Figure 2.3. An arrangement in which students are provided their own
work space with as little distraction as possible is often used for individualized instruction,
as shown in Figure 2.4. Access to materials and the teacher is maintained, and the side-by-
side seating is not as distracting as across-table seating.

In considering seating arrangement, factors such as students feeling that they belong to
the class are important. Belonging is a basic need; a physical arrangement that promotes a
sense of belonging increases feelings of well-being and helps prevent management prob-
lems. Again, when considering the physical arrangement of your classroom, consider man-
agement and academic objectives. What type of learning is required? Will students need to
interact with one another? Will contact be primarily between the teacher and the individual
students? Is communication among students desired? Are spaces for individual work as well
as group activity important?
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TEACHING RULES AND PROCEDURES

Rules and procedures will not automatically work just because they exist and have been pre-
sented to the students. They should be treated as concepts and explicitly taught with exam-
ples just as you would do for teaching any concept (Dowhower, 1991).

Let’s see how one teacher accomplishes this.

Jim Gallagher and his first-grade class have established the rule “Leave your seat only when given per-
mission,” and Mr. Gallagher is now attempting to help his students fully understand the rule.

He begins, “Suppose that you’re working and you break the lead in your pencil. What are you go-
ing to do? Selinda?”

“. . . I . . . I’ll raise my hand and wait for you.”
“Yes, precisely,” Mr. Gallagher smiles. “And why would Selinda do this? . . . Grant?”
“. . . The rule says stay in my seat.”
“OK, good. Why did we decide that rule was important? . . . Joyce?”
“. . . If people get up like out of their chair, . . .’er seat, it will, will make it so we can’t learn as

much,” Joyce responds haltingly.
“That’s right, Joyce. Getting up can disrupt the class, so we won’t learn as much. Very good. . . .

Now suppose that you made a mistake on your work and you want to start over on a new piece of
paper. What will you do with the old paper? . . . Joe?”

“. . . Keep it, . . .’ til lunch,” Joe answers.
“Good, Joe. What will you not do?” Mr. Gallagher continues, raising his voice for emphasis.
“. . . Crumple it up and go throw it away in the wastebasket.”
“Excellent, Joe! Very good thinking.”
The teacher then deals with another example and moves on to the lesson for that period.

In this brief episode, we see how Jim taught the rule. He gave specific, concrete ex-
amples of compliance, and he also dealt with cases of noncompliance. If rules are explic-
itly taught in this way, the likelihood of students breaking them is significantly
decreased.

Now let’s see how Kathy Francis, a first-grade teacher, taught her students a classroom
procedure.

I have a folder for each student and myself on a worktable at the front of the room. I put the stu-
dents’ names in large letters on the front of them. They are told that when they finish a worksheet,
they are to take it to the front of the room and put it in the folder without having to ask my permis-
sion to do so.

I then showed them what I want them to do by completing a short worksheet and taking it and
putting it in my folder. We discussed what I did, and I then gave them a short assignment so they could
practice putting their work away. I had them practice a couple times each day for the first week, and
now I almost never have to remind them about putting their work away.

Just as Jim did with his rule about remaining in their seats, Kathy explicitly taught her
procedure by modeling it and having her students practice it. As with teaching rules, this
significantly increases the likelihood that the students will follow the procedure.
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The Beginning of the School Year

To be most effective, teaching and reinforcing rules and procedures must begin immedi-
ately. During the first few days, the patterns—desirable or undesirable—will be established
for the entire year (Emmer et al., 2006; Evertson et al., 2006). Some guidelines for begin-
ning the year include the following (Kauchak & Eggen, 2007):

■ Make an effort to create a positive classroom climate by making explicit positive state-
ments about your expectations, such as “I have heard that you’re all good kids, and I
know you will be very well behaved in this class.”

■ Begin teaching rules and procedures the first day. With young children, actively practice
procedures. With older students, carefully illustrate and discuss rules and procedures.

■ Monitor and enforce rules with complete consistency during this period. Intervene im-
mediately when rules are broken or procedures are not followed. Follow through to en-
sure compliance. You want to make the environment completely predictable for the
students during this time.

■ Plan your instruction during the first few days for maximum control. Use large-group in-
stead of small-group activities. Stay in the classroom at all times.

Monitoring Rules and Procedures

Merely presenting rules will prevent misbehavior from some students, and carefully teaching
rules and procedures will eliminate even more problems before they get started. In spite of these
efforts, however, incidents will periodically come up, and effective teachers continuously moni-
tor their rules and procedures to prevent the incidents from expanding into problems (Emmer
et al., 2006; Evertson et al., 2006). These teachers react to off-task behavior immediately, stop
it, and refer students to the rule, as Sheryl Poulos did by going to Scott and saying, “We keep
our hands and feet to ourselves in here.” The combination of the rules and procedures, together
with careful monitoring, will eliminate most management problems before they get started.

EXERCISE 2.2

The following example illustrates a teacher presenting the class rules at the beginning of the
school year. Assess each of the teacher’s rules and the way the teacher presented them based
on the criteria outlined in the chapter. In your assessment, identify both the positive (if any) and
the negative (if any) features of both the teacher’s rules and the way the teacher presented them.

Jim Harkness is working with his students in establishing the rules that will govern the stu-
dents’ behavior for the school year. He begins the process by saying, “In order for us to learn as
much as we can in this class, we need some rules that will provide guidelines for our behavior.
So, I have prepared a list for our class, and I want to discuss them with you this morning.”

He then displays the following list:

1. Always come to class ready and prepared to work.

2. Don’t touch other students with your hands, feet, or any other part of your body.

3. Speak only when recognized by the teacher.

M02_JACO0000_00_SE_C02.QXD  2/16/08  12:01 PM  Page 57



58 Chapter 2

# 101176 C t PHOH A J b P N 58 K DESIGN SERVICES OF

Establishing rules and
procedures on day one, and
reinforcing them, are critical if
a management plan is to
succeed.

4. Don’t leave your desk without permission.

5. Treat the teacher and your classmates with respect.

“Now,” he continues, “Let’s look at the first one. Why is a rule like this necessary?”
“. . . If we aren’t prepared to work, we won’t learn as much as we could,” Karen volunteers.
“OK, good. Can anyone give us another reason?”

Mr. Harkness continues his discussion of the first rule and then leads a similar discussion
of each of the others in succession. Finally, he reviews each and then moves to his instruction 
for the day.

COMMUNICATING WITH PARENTS

No classroom management system will be effective if parents are not involved in their
children’s education. Learning is a cooperative venture, and teachers, students, and par-
ents are in it together. In a review of factors affecting student learning, researchers
concluded that

because of the importance of the home environment to school learning, teachers must also
develop strategies to increase parent involvement in their children’s academic life. This means
teachers should go beyond traditional once-a-year parent-teacher conferences and work with
parents to see that learning is valued in the home. Teachers should encourage parents to be
involved with their children’s academic pursuits on a day-to-day basis, helping them with
homework, monitoring television viewing, reading to their young children, and simply express-
ing the expectation that their children will achieve academic success. (Wang et al., 1993,
pp. 278–279)

Communication with parents or other primary caregivers is not an appendage to the
teaching process; it is an integral part of teachers’ jobs.
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Benefits of Communication

Research indicates that students benefit from parental involvement in at least four ways:

■ Higher achievement
■ More positive attitudes
■ Better attendance rates
■ Greater effort on homework (Cameron & Lee, 1997; López & Scribner, 1999)

These outcomes result from parents’ increased participation in school activities, their more
positive attitudes about schooling, and teachers’ increased understanding of learners’ home
environments (Weinstein & Mignano, 1993). Teachers who encourage parental involvement
report more positive feelings about teaching and their school. They also rate parents higher in
helpfulness and follow-through and have higher expectations for parents (Epstein, 1990).

Strategies for Involving Parents

Virtually all schools have formal communication mechanisms, such as open houses, which
usually occur within the first 2 weeks of the year; interim progress reports that tell parents
about their youngster’s achievement at the midpoint of each grading period; parent–teacher
conferences; and, of course, report cards. Although these processes are schoolwide and nec-
essary, as an individual teacher, you can enhance existing communication processes. Let’s
look at some ways to do this.

Early Communication. This suggestion can hardly be overstated; parental involvement
should start immediately and continue throughout the year. For example, one teacher
worked with the students to create the letter that outlined the teacher’s commitment to the
students’ learning, described the teacher’s rules and procedures, and included the school
phone number and teacher’s e-mail address.

The letter was sent home with the students the second day of the school year, signed
by the parents and students, and returned by the end of the first week.

While signatures cannot ensure that parents and students will totally honor the intent
of the contract, the signatures symbolize a commitment to work with the teacher. This com-
mitment increases the likelihood that parents and students will attempt to honor the con-
tract (Katz, 1999). Also, because students had input into the content of the letter, they felt
ownership of the process and encouraged their parents to work with them in completing
their homework.

A final point is important. Teachers sometimes send communications home with
spelling, grammar, or punctuation errors in them. Do not do it. First impressions are im-
portant and lasting. Parents’ perceptions of the teacher will be based on this first letter,
and a letter that contains errors detracts from a teacher’s credibility, which may be neces-
sary later in soliciting parental support.

Maintaining Communication. Just as early, positive communication helps get the year off to
a good start, continuing communication can help maintain the momentum. For example,
many teachers send packets of students’ work home each week, requiring that parents sign
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and return them. This maintains a tangible link between home and school and gives parents
an ongoing record of their children’s learning.

Calling Parents. One of the most powerful ways to maintain communication is to call parents.
It is significant for at least two reasons. First, it strongly communicates caring. Everyone has 24
hours a day, and choosing to allocate some of a teacher’s personal time, usually in the evening,
to calling a parent about an individual student communicates caring better than any other way.

Second, talking to a parent allows teachers to be specific in describing a student’s needs
and strengths, and it also gives the teacher the opportunity to further solicit parental sup-
port. For example, if a student is missing some assignments, the teacher can ask why and
at the same encourage the parents to monitor their child’s study habits more closely.

TECHNOLOGY IN THE CLASSROOM

Facilitating Communications

As it continues to expand, technology will provide another channel for improving commu-
nication. Two simple yet powerful forms of communication now exist that did not only a
few years ago. They are voice mail and e-mail.

Voice Mail. Voice mail can result in improved quality and quantity of teacher–parent com-
munication (Cameron & Lee, 1997). It creates a round-the-clock communication link, and
parents feel more comfortable and involved in their children’s education knowing that they
can contact a teacher any time. Teachers report that parents rarely abuse the system by call-
ing more frequently than is appropriate.

E-Mail. E-mail affords an additional communication link, and it provides the opportunity
to increase communication by conveniently sending class newsletters and other written ma-
terials home as simple attachments. One teacher offered the following comment:

The kids create a weekly class newsletter, which I e-mail to all the parents each week. We have a class
meeting on Thursday afternoons where we decide what should be in the newsletter, we rotate the tasks
among the students, they submit the information to me electronically by Friday noon, and I send it
out Friday afternoon. I have the parents’ e-mail addresses in a group, so I simply attach the newslet-
ter, and with about four keystrokes it’s out to everyone. We have it down to such a routine that it is re-
ally quite simple and effortless.

A dilemma exists, however. If some parents do not have e-mail access, the process is not
so simple. This teacher commented that she simply printed some copies of the newsletter and
asked the kids to hand deliver them to the parents. As more people acquire e-mail capability,
the problem will be less and less significant.

DIVERSITY IN THE CLASSROOM

Communications with Parents
Classrooms with large numbers of students from cultural minorities present unique commu-
nication challenges. Research indicates that parents of cultural minorities tend to participate
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in school activities to a lesser extent than do other parents (Griffith, 2002). In general,
diversity tends to make encouraging parental involvement more challenging.

Economic, Cultural, and Language Barriers. Research indicates that economic, cultural, and
language barriers can limit the school involvement of minority and low-SES parents.

Involvement takes time, and economic commitments often come first. For example,
half the parents in one study indicated that their jobs prevented them from helping their
youngsters with homework (Ellis, Dowdy, Graham, & Jones, 1992). Often parents lack eco-
nomic resources (e.g., child care, transportation, and telephones) that would allow them to
participate in school activities. Parents want to be involved in their children’s schooling, but
schools need to be flexible and provide help and encouragement.

Differences between home and school cultures can also create barriers (Delgado-Gaitan,
1992; Harry, 1992). Parents may have experienced schools that were very different from
the ones their children attend, and some may have had negative school experiences. These
parents require a great deal of encouragement and support to become involved (Kaplan,
Liu, & Kaplan, 2001).

Language can be another barrier. Parents of bilingual students may not speak English,
which leaves the child responsible for interpreting communications sent home by teachers.
Homework poses a special problem because parents cannot interpret assignments or pro-
vide help (Delgado-Gaitan, 1992).

Involving Minority Parents. Many parents from cultural minorities feel ill prepared to assist
their children with school-related tasks, but when teachers offer parents specific strategies
for working with their children, the home–school gap is narrowed (Gorman & Balter, 1997;
Porche & Ross, 1999). Let’s look at an example.

Nancy Miller, an eighth-grade English teacher, had students who spoke several different native lan-
guages in her class. Before school started, she prepared a letter to parents, and on the first day she had
her students help her translate it into each of their native languages. The letter began by describing
how pleased she was to have students from varying backgrounds in her class, saying that these back-
grounds would enrich all her students’ educations.

She continued with a simple list of procedures and encouraged the parents to support their chil-
dren’s efforts by doing the following:

1. Asking about school and school work each night
2. Providing a quiet place to study
3. Limiting television until homework assignments were finished
4. Asking to see samples of their children’s work and grades they have received

She told them the school was having an open house and the class with the highest attendance there
would win a contest. She concluded the letter by reemphasizing that she was pleased to have so much
diversity in her class. She asked parents to sign the letter and return it to the school.

The day before the open house, Nancy had each of her students compose a handwritten letter to
their parents, asking them to attend the open house. Nancy wrote “Hoping to see you there” at the bot-
tom of each note and signed it.

Nancy’s letter accomplished at least three goals. First, writing the letter in the students’
native languages communicated caring, and while communicating caring is important for
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all students, it is essential for students who come from diverse backgrounds. These stu-
dents and their parents are sometimes more sensitive to perceived slights or condescen-
sion from teachers. On the other hand, they also react strongly to displays of warmth and
caring.

Second, the letter included specific suggestions. Even parents who cannot read a homework
assignment can become more involved if they ask their children to share and explain their work
with them. The suggestion also lets parents know they are needed. Third, by encouraging par-
ents to attend the school’s open house, Nancy increased the likelihood that they would actually
attend. If they did and the experience was positive, their involvement would likely increase.

EXERCISE 2.3

Look at the following letter sent home by a middle school geography teacher. After reading the let-
ter, identify at least five ways in which it is an effective form of early communication with parents.

August 3, 2006

Dear Parents,

I am looking forward to a productive and exciting year in all my classes, and I hope you are
too! I am writing this letter to encourage your involvement and support. You always have been
and still are the most important people in your youngster’s education. We cannot do the job with-
out you.

In order for us to work together most effectively, some guidelines are necessary. They are
listed below. Please read carefully through this information and sign on the line at the end of the
letter. If you have any questions or comments, please feel free to call Lakeside Middle School at
213-2980 ext. 2622 any time. My voice mail is active 24 hours a day, and I check it every after-
noon before leaving for the day, and I check it again about 7:00 p.m. I will return your call shortly.
You may also reach me via e-mail at jawest@mail.clay.k12.fl.us. I also check my e-mail each after-
noon and evening and will respond as soon as I can.

Two copies of this letter are being sent home. Please keep one for your reference; your sons
and daughters will keep the other in their notebooks throughout the year.

I also want to invite all parents to attend an Open House at Lakeside scheduled for Monday,
August 28, at 7.00 p.m. Thank you for your cooperation and help in making this year the best
one ever for our junior high students.

SCHOOL SUPPLIES

The students need the following supplies:

1. Loose-leaf notebook and paper
2. Set of tab dividers
3. Set of colored pencils for map work
4. Pen (blue or black ink) and pencil

CLASS GUIDELINES AND PROCEDURES

The following guidelines will help make all classes run smoothly:

1. It is imperative that you take the responsibility for getting organized and staying on top
of your workload this year. SUCCESS comes with HARD WORK and DEDICATION.
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I’m here to teach, to guide, and to counsel; if you need help, please see me as soon as possi-
ble. I WANT YOU TO SUCCEED!

2. Our motto in this class is: I WILL ALWAYS TRY AND I WILL NEVER GIVE UP!
3. Homework and other projects are due as assigned in class. Late homework (unless you are

absent) will not be accepted (I have 150 students, and it is very difficult to monitor and keep
track of late assignments).

4. Locker passes will not be given to retrieve homework, books, or other materials.
5. Tests will be announced 3 or more days in advance.
6. The policy for makeup work is explained in the student planner.
7. Since developing responsibility is one of the goals of our class, if you’re absent when a test is

given, it is YOUR responsibility to schedule a makeup test.
8. I will be available for help sessions in the mornings and after school each day.

CLASS RULES

1. Be in the classroom and quiet when the bell rings.
2. Follow directions the first time they’re given.
3. Bring covered textbooks, notebook, pen, pencils, and planner to class every day.
4. Raise your hand for permission to speak or leave your seat.
5. Keep hands, feet, and objects to yourself.
6. Leave class only when dismissed by the teacher.

Please see me if you have questions about any of these items.

Student Signature _________________________________________________________________

Parent Signature __________________________________________________________________

Reflecting
On...

CLASSROOM MANAGEMENT: PREVENTION
INTASC Principles 5 and 10
Think about the discussion of classroom management in this chapter
with respect to preventing classroom management problems before
they begin.

SUMMARY

Classroom management includes the actions that create and maintain an orderly learning
environment. Well-managed classrooms result in higher achievement and increased learner
motivation.

Enthusiastic, caring, and firm teachers who have high expectations for their students
create classroom environments where the focus is on learning and the students are orderly.

Management and instruction are interdependent. Effective teachers are well organized,
use their time efficiently, involve students in learning activities, and provide effective feed-
back. In the absence of effective instruction, creating an orderly classroom is extremely
difficult.
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Planning for effective management involves creating clear rules and procedures, taking
the developmental characteristics of students into account, and arranging the physical envi-
ronment to avoid disruptions.

In any management system, communication with parents is essential. In addition to
schoolwide activities, such as open houses and interim progress reports, sending a letter of
introduction home at the beginning of the year and maintaining communication is impor-
tant for keeping parents involved.

KEY CONCEPTS 

Caring 44 Lesson focus 48
Classroom climate 43 Modeling enthusiasm 45
Classroom discipline 42 Organization 47
Classroom management 42 Praise 49
Closure 50 Procedures 53
Feedback 49 Review 50
Firmness 45 Rules 51
High expectations 46

PREPARING FOR YOUR LICENSURE EXAMINATION

Read the following two examples and, using specific information from this chapter, answer
the questions that follow.
1. Deborah Martin is preparing her handouts on the first day of class. Her eighth graders

come into the room; some take their seats, while others mill around, talking in small
groups. As the bell rings, she looks up and says over the hum of the students, “Every-
one take your seats, please,” and she turns back to finish preparing her handouts.

2. Maria Novelo is waiting at the door for her eighth graders with handouts in her hand.
As students come in, she distributes the handouts and says, “Take your seats quickly,
please. You’ll find your name on the desk. The bell is going to ring in less than a
minute, and everyone needs to be at his or her desk and quiet when it does. Please
read the handout while you’re waiting.”

She is standing at the front of the room, surveying the class as the bell rings. When
it stops, Maria begins, “Good morning, everyone.”

1. Describe specifically what Maria did that would likely prevent management prob-
lems that Deborah failed to do.

2. Of the teacher characteristics of effective managers described in the chapter, for
which is the difference between Maria’s and Deborah’s behavior most evident?
Explain.

3. Which of the instructional factors described in the chapter is best illustrated by
what Maria did? Explain.

M02_JACO0000_00_SE_C02.QXD  2/16/08  12:01 PM  Page 64



Classroom Management: Prevention 65

# 101176 Cust: PHOH Au: Jacobsen Pg No 65 K DESIGN SERVICES OF

VIDEO EXERCISE

Go to MyEducationLab and select the topic “Classroom Management” and watch the video
“Arranging Furniture and Materials.” Respond to the questions that follow the video episode.

DEVELOPING YOUR PORTFOLIO

The purpose of this activity is to encourage you to think about organizing your classroom
and planning your instruction to prevent management problems before they begin.

■ Prepare a list of rules you believe would be effective for the age of children or content
area that you want to teach.

■ Describe the procedures you will want your students to follow to keep your class running
smoothly.

■ Create a letter to parents that you might use to begin the communication process with them.

QUESTIONS FOR DISCUSSION

1. Helping learners develop responsibility and self-control is viewed as an important goal.
Do classroom rules and procedures help students reach that goal, or do they detract
from that goal? Provide a rationale for your view.

2. Why is it virtually impossible to maintain an orderly classroom if instruction is ineffec-
tive? Give an example to illustrate your description.

3. Why do orderly classrooms increase learner motivation? Explain based on your under-
standing of factors that increase the motivation to learn.

4. Explain how a teacher can be simultaneously caring and firm.

5. Many experts feel that teachers’ willingness to give learners their time is the best indi-
cator of caring that exists. Explain why this would be the case.

SUGGESTIONS FOR FIELD EXPERIENCE

1. Interview a teacher. Some questions you might ask are the following:
a. How do you organize your classroom to prevent management problems?
b. What are your rules and procedures? How did you arrive at them?
c. How did you present your rules and procedures to your students? Did you solicit

input from them in preparing the rules and procedures?
d. How did you “teach” your rules and procedures? Was “teaching” them necessary, or

did you merely present them?
e. How did you communicate your rules and procedures to your students’ parents?

2. Observe in a classroom. Identify and describe the classroom management procedures
you see. Ask the teacher how the procedures are taught.
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3. As you observe in a classroom, look for evidence of classroom rules. For exam-
ple, are rules displayed? Did the teacher give the students a sheet with the rules
written on it? Do the students have rules in a notebook?

4. Observe a teacher conducting lessons. Describe how the teacher’s instruction
does or does not prevent management problems. Explain why you believe the
teacher’s instruction is effective or ineffective.

TOOLS FOR TEACHING

Print References
Emmer, E. T., Evertson, C. M., & Worsham, M. E. (2006). Classroom management

for middle and high school teachers (7th ed.). Boston: Allyn & Bacon. A widely re-
spected text that provides detailed suggestions for designing effective classroom
management systems in middle and high schools.

Evertson, C. M., Emmer, E. T., & Worsham, M. E. (2006). Classroom management
for elementary teachers (7th ed.). Boston: Allyn & Bacon. A widely respected text
that provides detailed suggestions for designing effective classroom management
systems in elementary schools.

Good, T. L., & Brophy, J. E. (2008). Looking in classrooms (10th ed.). Boston: Allyn &
Bacon. This well-known and widely used text includes a chapter specifically de-
voted to the prevention of classroom management problems.

Marzano, R. J., Marzano, J. S., & Pickering, D. J. (2003). Classroom management
that works: Research-based strategies for every teacher. Alexandria, VA: Association
for Supervision and Curriculum Development. This research-based resource pro-
vides specific strategies for organizing classrooms to prevent management prob-
lems.

Web Sites
www.honorlevel.com/hls_intro.xml Provides strategies for developing an honor system

approach to classroom management.
www.nea.org/classmanagement/ifc070814.html Offers a series of strategies for getting

the school year off to a good start and keeping your classroom running smoothly
throughout the year.

www.nea.org/classmanagement/ifc061212.html Provides suggestions for establishing
routines that help create an orderly classroom environment.

www.nea.org/classmanagement/begtk030828.html Includes a series of Web sites that
provide classroom management tips for new teachers.
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INTRODUCTION

In Chapter 2, we discussed classroom management and the interdependence of effective
management and effective instruction. We also noted that expert managers prevent as many
management problems as possible instead of eliminating them once they occur.

In spite of teachers’ sincere efforts to prevent management problems, however, they will
still periodically occur. It happens to every teacher, and it will happen to you, particularly as an
intern or a beginning teacher. How you deal with these problems is the subject of this chapter.

LEARNER OBJECTIVES

After completing your study of Chapter 3, you should be able to do the following:

■ Describe sources of management problems as emotionally caused, teacher caused, or
student caused

Classroom Management:
Interventions
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■ Identify appropriate interventions for different management incidents
■ Identify theoretical approaches to management as cognitive or behaviorist
■ Describe the characteristics of assertive discipline

APPLYING EFFECTIVE CLASSROOM MANAGEMENT 
INTERVENTIONS IN THE CLASSROOM

Following is a case study in which an elementary teacher is working with her first graders to
create an orderly learning environment. As you read the case study, consider the following
questions:

■ What does the teacher do to eliminate her management problems?
■ What is the theoretical foundation of her intervention?
■ How might you apply similar principles in your classroom?

Cindy Daine’s first graders are sometimes frustrating. Although she tries “alerting” the groups
and having the whole class make transitions at the same time, each one takes 4 minutes or
more.

In an effort to improve the situation, she makes some “tickets” from construction paper, buys an
assortment of small prizes, and displays the items in a fishbowl on her desk the next day. She then
explains, “We’re going to play a little game to see how quiet we can be when we change lessons. . . .
Whenever we change, such as from language arts to math, I’m going to give you 2 minutes, and then
I’m going to ring this bell.” She rings the bell as a demonstration. “Students who have their books out
and are waiting quietly when I ring the bell will get one of these tickets. On Friday afternoon, you
can turn them in for prizes you see in this fishbowl. The more tickets you have, the better the prize
will be. If you don’t have your books ready, you will lose one of your tickets. Let’s see how many tickets
we can get.”

During the next few days, Cindy moves around the room, handing out tickets and making
comments such as “I really like the way Merry is ready to work,” “Ted already has his books out and
is quiet,” and “Thank you for moving to math so quickly.”

She knows it’s working when she hears “Shh” and “Be quiet!” from the students. She moves from
the prizes to allowing the students to “buy” free time with their tickets to finally holding Friday
afternoon parties as group rewards when the class accumulates enough tickets. She is gradually able
to space out the group rewards as the students’ self-regulation develops.

SOURCES OF MANAGEMENT PROBLEMS

To be an effective manager, you must first understand what is meant by the term
management problems. Management problems are any situations in classrooms that detract
from learning or that cause distress to either students or the teacher (Marzano, Marzano, &
Pickering, 2003). These problems can be as simple as students sharpening their pencils

69

# 101176 Cust: PHOH Au: Jacobsen Pg No 69 K DESIGN SERVICES OF

M03_JACO0000_00_SE_C03.QXD  2/16/08  12:02 PM  Page 69



70 Chapter 3

# 101176 C t PHOH A J b P N 70 K DESIGN SERVICES OF

during a class discussion or as serious as fighting. Some common management problems are
the following:

■ Talking without permission
■ Inattention
■ Leaving seat without permission
■ Passing notes
■ Failure to bring needed materials to class
■ Students making unkind remarks to each other

Other, less common problems include students refusing to comply with a request,
combing hair and other forms of grooming (particularly in junior high); or even fighting.

In this chapter, we examine ways of dealing with problems that disrupt the teaching-
learning process. While drugs, fighting, and attacks on teachers receive widespread publicity,
the primary sources of management problems are the relatively minor but chronic disrup-
tions students cause, such as being inattentive, talking without permission, or frequently
leaving their seats.

The label management problem is sometimes a misnomer because what we typically de-
scribe as problems may in fact be symptoms rather than problems themselves. Behaviors
that teachers view as problems primarily come from one of three sources: (a) teachers them-
selves, (b) emotional problems, and (c) casual or capricious student actions. For example,
a child’s constant daydreaming or talking to friends during a class discussion may indicate
that the teacher is not involving students in the learning activity, which is the teacher’s
problem. The disruption is merely a symptom. This again illustrates the interdependence
of management and effective instruction. On the other hand, a student who is frequently
fighting may have an emotional problem. And a child walking by a friend, thumping the
friend on the shoulder, and being hit back may demonstrate nothing more than children’s
tendency for horseplay.

Understanding the source of misbehavior is important because it allows us to make bet-
ter decisions about intervening. For example, you would not treat simple horseplay in the
same way as an emotional problem. In the first case, you might simply separate the students,
and the second may suggest a call to parents or consultation with a school counselor or psy-
chologist. Further, if you recognize yourself as a possible cause, you can plan your learning
activities more carefully or redouble your efforts to create better examples of the topics you
teach and ask more questions to involve your students.

As we saw in Chapter 2, many problems, including those with emotional causes, can be
prevented. If clear expectations for acceptable behavior are established at the beginning of
the year and rules are enforced fairly and consistently, the management of virtually all stu-
dents is possible.

Casual or capricious actions are the most common sources of management problems.
As a regular classroom teacher, you will have, at most, a handful of students who have
emotional problems. The most aggravating management problems for a well-prepared
teacher are the “kids-will-be-kids” type. The main portion of our discussion focuses on
these problems.
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CHARACTERISTICS OF EFFECTIVE INTERVENTIONS

The first step in solving management problems is as much prevention as it is treatment.
The teacher and students should be clear about what behaviors are acceptable. This is 
the reason for establishing, teaching, and monitoring rules and procedures, which we 
discussed in Chapter 2. In addition, you should be clear about available options to
management problems. Being clear allows you to act and communicate decisively when
problems occur.

Intervening in the case of management problems is never easy. If it were, classroom
management would not remain among the teachers’ most intractable problems. Research
has identified some characteristics of effective intervention. They include the following:

■ Withitness and overlapping
■ Consistency and follow-through
■ Brevity, clarity, and firmness
■ Preserving student dignity

Withitness and Overlapping

Jacob Kounin (1970) analyzed the classroom practices of effective and ineffective classroom
managers and attempted to isolate variables that differentiated the two. One of the most
important is a concept he called withitness, which refers to the teacher knowing what is
going on in all parts of the classroom all the time and to communicate this awareness to
students. Related to withitness is the variable called overlapping, which is the teacher’s
ability to do more than one thing at a time. Both involve dealing with individual problems
while maintaining the attention of the class as a whole.

EXERCISE 3.1

Identify the following behaviors as coming from an emotionally caused (e), teacher-caused (t), or
student-caused (s) source.

1. Getting out of seat without permission

2. Saying negative things to peers

3. Looking out the window during discussion

4. Writing on desks

5. Chewing gum when it is forbidden

6. Blurting out responses without raising hand

7. Throwing temper tantrum when told to wait to respond

8. Being noisy around peers but quiet around teacher

9. Continually using obscene language (although not in front of the teacher)

10. Refusing to respond to questions
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To see these concepts illustrated, let’s look again at Sheryl Poulos’s work with her stu-
dents in the chapter-opening case study of Chapter 2. For example, as Sheryl asked the
question “Let’s think about this fraction. Let’s estimate what percent 7/12 will be . . .
Donna?” she saw Scott stick his foot forward and tap Veronica’s leg. In response, Veron-
ica whispered loudly, “Stop it, Scott.” She also noticed Ellen whispering to Kristen at the
back of the room.

These behaviors are typical of seventh graders. Scott did what fun-loving seventh graders
will do, as did Ellen and Veronica. No evidence of an emotional problem existed, and Sheryl’s
learning activity involved the students. So, she was dealing with a “kids-will-be-kids” problem.

How did she handle it? First, as Donna responded to her question, Sheryl moved down
the aisle, stopped at Scott’s desk, and said simply and firmly, “We keep our hands and feet
to ourselves in here.”

Sheryl demonstrated withitness in three ways. First, she intervened immediately. She
caught Scott in the act and moved to prevent further disruption before the incident ex-
panded. Second, she caught the “right one.” She saw that Scott was the cause of the inci-
dent, so she ignored Veronica’s comment. And third, she dealt with the potentially worst
problem first. She first stopped Scott’s disruption and then moved near Ellen and Kristen.
Her proximity then stopped their whispering.

Sheryl quickly stopped the disruptions without interrupting the flow of her lesson and in
this way demonstrated overlapping. Most of the students in the class probably were not even
aware that an incident was occurring. These abilities are characteristic of effective managers.

If teachers are not “withit”—if they do not know what is going on in their classrooms—
then maintaining an orderly learning environment is difficult.

Consistency and Follow-Through

You hear about the need for consistency so often that it is nearly a cliche, but it re-
mains essential (Emmer, Evertson, & Worsham, 2006; Evertson, Emmer, & Worsham,
2006). The need for consistency is obvious, but achieving complete consistency in the
real world of teaching is virtually impossible. In fact, research indicates that interven-
tions should be contextualized; they depend on the specific situation and student
(Doyle, 1986).

For example, most classrooms have a rule something like “Speak only when recognized
by the teacher.” Suppose that, as you are monitoring seat work, a student innocently asks a
work-related question of another student and then quickly turns back to work. Do you in-
tervene to let that student know that you are “withit” and that talking is not allowed dur-
ing seat work? Failing to do so is technically inconsistent, but you do not intervene, and you
should not. A student who repeatedly turns around and whispers, though, becomes a dis-
ruption. A withit teacher knows what is going on, discriminates between the two behaviors,
and knows when to intervene.

Effective managers follow through on all interventions to be certain that the undesirable
behavior has completely stopped (Good & Brophy, 2008). Take two students who are whis-
pering, for example. They are asked to stop but only reduce their whispering and are soon back
at their former level, beginning a new disruptive cycle if the teacher does not follow through.
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Brevity, Clarity, and Firmness

Keep encounters as brief, firm, and clear as possible. Long interventions disrupt the flow of
the lesson and detract from time devoted to instruction (Crocker & Brooker, 1986).

Clarity describes the precision of the teacher’s communication with respect to the de-
sired behavior. For example, “Jenny, we listen quietly when others are talking” is clearer
than “Don’t, Jenny.” It communicates to both Jenny and the rest of the class what the prob-
lem is and what is expected.

Firmness means the ability to communicate that the teacher means it and intends to
follow through to be sure the behavior stops. “Class, there’s too much noise. Please settle
down, NOW!” is more effective than “Let’s try to settle down and get quiet.” A firm re-
sponse better communicates that the teacher means what is said. The teacher’s ability to
communicate intent verbally and nonverbally is essential.

While clarity and firmness are effective, roughness, which consists of noisy expressions
of anger, frustration, or hostility, is not. Kounin (1970) found that roughness was corre-
lated with increased management problems. Rough and disruptive management interven-
tions tend to have a ripple effect (Kounin, 1970), meaning that the disturbance spreads to
the rest of the class when an individual is reprimanded. The ripple effect is more pro-
nounced if teachers use criticism or sarcasm in the reprimand (Rosenshine & Furst, 1971).
Prolonged criticism of students wastes instructional time and disrupts students who are
working.

Teachers need to be clear and firm when communicating and enforcing acceptable
classroom behaviors.
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Preserving Student Dignity

Preserving a student’s dignity is a basic principle of any intervention. Your emotional tone
when you interact with students influences both the likelihood of their compliance and their
attitudes toward you and the class. Loud public reprimands, public criticism, and sarcasm
reduce students’ sense of safety, create resentment, and detract from a productive learning
environment. When students break rules, simply reminding them, telling them why the rule
is important, and requiring compliance is as far as an incident should go.

Avoid arguments with students. Once a directive is made, follow it through without
argument. If students feel they have been treated unfairly, invite them to talk to you
about it before or after school or at some other time when you and the students 
can meet.

Threats and ultimatums can put you in a no-win situation. Because they are usually
impossible to carry out, they can eliminate the possibility of follow-through and
consistency.

DIVERSITY IN THE CLASSROOM

Effective Intervention

Learner diversity can become a factor when the issue of intervention arises. This diversity
exists in at least two areas.

The first is culture and ethnicity. Research indicates that cultural minorities are referred
to school authorities for management incidents at a rate that is disproportionate to their
numbers in the school population (Slavin, Karweit, & Madden, 1989). At least two reasons
are offered for this disproportion.

One suggests that a mismatch exists between home and school cultures. A principal’s
experience working with Pacific Island students (Winitzky, 1994) is an example. The prin-
cipal had been invited to a community awards ceremony at a local church to honor students
from her school. She gladly accepted, arrived a few minutes early, and was ushered to a seat
of honor on the stage. After an uncomfortable (to her) wait of over an hour, the ceremony
began, and the students proudly filed to the stage to receive their awards. Each was
acknowledged, given an award, and applauded. The children returned to their seats in the
audience, and the principal had an eye-opening experience:

Well, the kids were fine for a while, but as you might imagine, they got bored fast and started to
fidget. Fidgeting and whispering turned into poking, prodding, and open chatting. I became a lit-
tle anxious at the disruption, but none of the other adults appeared to even notice, so I ignored
it, too. Pretty soon several of the children were up and out of their seats, strolling about the back
and sides of the auditorium. All adult faces continued looking serenely up at the speaker on the
stage. Then the kids started playing tag, running circles around the seating area and yelling glee-
fully. No adult response—I was amazed, and struggled to resist the urge to quiet the children.
Then some of the kids got up onto the stage, running around the speaker, flicking the lights on
and off, and opening and closing the curtain! Still nothing from the Islander parents! It was not
my place, and I shouldn’t have done it, but I was so beyond my comfort zone that with eye con-
tact and a pantomimed shush, I got the kids to settle down.
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I suddenly realized then that when these children . . . come to school late, it doesn’t mean that
they or their parents don’t care about learning . . . that’s just how all the adults in their world op-
erate. When they squirm under desks and run around the classroom, they aren’t trying to be disre-
spectful or defiant, they’re just doing what they do everywhere else. (Winitzky, 1994, pp. 147–148)

In other words, students bring with them ways of acting that may differ from what is ex-
pected of them in school (Trawick-Smith, 2000). John Ogbu (1992, 1999) offers another ex-
ample of cultural differences. He suggests that some cultural minorities, because of a long history
of separatism and low status, defend themselves through a process he calls cultural inversion, or
“the tendency for . . . minorities to regard certain forms of behavior, events, symbols, and mean-
ings as inappropriate for them because these are characteristic of white Americans” (Ogbu, 1992,
p. 8). To become a good student is to adopt white cultural values and “become white.” Students
who study and become actively involved in school risk losing the friendship and respect of their
peers. Ogbu believes that in many schools, students in these groups either do not support school
learning or directly oppose it; they form what he calls “resistance cultures” (Ogbu & Simons,
1998). Low grades and misbehavior are symptoms of this conflict.

Gender is a second area in which diversity exists. As with cultural minorities, boys vastly
outnumber girls in discipline referrals in spite of their essentially equal numbers in schools.
Again, the reasons offered vary. Some researchers suggest that boys are genetically inclined to
be more aggressive than girls (Berk, 2006) and that this aggressiveness sometimes manifests
itself in misbehavior. Others argue that boys and girls are treated differently from birth and
that this different treatment results in different patterns of behavior (Biklen & Pollard, 2001).

When teachers become aware of these differences and the potential issues they raise,
the characteristics of effective intervention become even more important. Withitness,
consistency, brevity, and preserving student dignity, for example, are important for all
students. For members of cultural minorities, who may be extra sensitive to perceived
condescension, slights, and favoritism, they are essential.

THEORETICAL APPROACHES TO INTERVENTION

Theories of learning can also provide some guidance in dealing with incidents of inappro-
priate behavior. In this section, we examine two: cognitive and behaviorist approaches.

Cognitive Interventions

Cognition refers to thinking and processes in people’s heads, such as perception, belief,
and expectation. We are all cognitive beings. Both teachers and students come to school
with sets of beliefs about the way school functions, they have perceptions of fair and un-
fair treatment, and they acquire expectations about appropriate behavior. A cognitive
management system focuses on these processes in an effort to maintain orderly classrooms
(Singh et al., 2007).

The concept of consistency illustrates this idea. For example, in the previous section, we
noted that achieving complete consistency in interventions is virtually impossible. A cogni-
tive approach to intervention assumes that students can accommodate minor inconsistencies
because they understand the difference between a minor and innocent question compared to
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chronic and disruptive talking. Learner understanding is at the core of cognitive approaches
to management.

In this section, we examine three factors that influence the way learners understand and
respond to our interventions:

■ Congruent communication
■ “I” messages
■ Logical consequences

Congruent Communication. If students are to develop understanding and responsibility, our
classrooms and the communication in them must make sense to them.

Karen Wilson’s 10th graders are working on their next day’s English homework as she circulates among
them. She is helping Jasmine when Jeff and Mike begin whispering loudly behind her.

“Jeff. Mike. Stop talking and get started on your homework,” she says, glancing over her shoulder.
The two slow their whispering, and Karen turns back to Jasmine. Soon, though, the boys are whis-

pering as loudly as ever.
“I thought I told you to stop talking,” Karen says over her shoulder again, this time with irrita-

tion in her voice.
The boys glance at her and quickly resume whispering.
Isabel Rodriguez is in a similar situation with her ninth-grade algebra class. As she is helping

Vicki, Ken and Lance begin horsing around at the back of the room. Isabel quickly excuses herself from
Vicki, turns, and walks directly to the boys. Looking Lance in the eye, she says pleasantly but firmly,
“Lance, we have plenty to do before lunch, and noise disrupts others’ work. Begin your homework
now,” and then, looking directly at Ken, she continues, “Ken, you too. Quickly now. We have only so
much time, and we don’t want to waste it.”

She waits until they are working quietly, and then she returns to Vicki.
Cognitive approaches to intervention focus on students’ understanding—that is, they

must understand the way they are supposed to behave in the classroom. In our first exam-
ple, Karen’s communication was confusing; her words said one thing, but her body lan-
guage said another, leaving the students unconvinced about how committed she was to
stopping their inappropriate behavior. As a result, follow-through, one of the characteristics
of effective intervention, was virtually impossible.

When messages are inconsistent, people attribute more credibility to nonverbal com-
munication, which includes the tone of voice and body language people use to convey un-
spoken messages (Mehrabian & Ferris, 1967).

To follow through effectively, communication must be clear and consistent, which was
the case in Isabel’s intervention. She responded immediately, faced her students directly,
emphasized the relationship between classroom order and learning, and made sure that they
were on task before she went back to Vicki. Isabel’s verbal and nonverbal behaviors were
consistent, so her communication made sense to the students. If we expect students to take
responsibility for their own behavior, our message must be consistent and understandable,
or learner comprehension and compliance will suffer.

Essential elements of nonverbal communication are illustrated in Table 3.1.

Eggen, Paul D.; Kauchak, Donald, Educational Psychology: Windows on Classrooms, 7th Edition, Copyright
2007. Reprinted by permission of Pearson Education, Inc., Upper Saddle River, NJ.
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Table 3.1 Characteristics of Nonverbal Communication

Nonverbal Behavior Example

Proximity A teacher moves close to an inattentive student.

Eye contact A teacher looks an off-task student directly in the eye when
issuing a directive.

Body orientation A teacher faces a student directly rather than looking over
the shoulder or sideways.

Facial expression A teacher frowns slightly at a disruption, laughs at a
humorous incident, and smiles approvingly at a student’s
effort to help a classmate.

Gestures A teacher holds up a hand (Stop!) to a student who
interjects as another student is talking.

Vocal variation A teacher varies the tone, pitch, and loudness of voice for
emphasis and displays energy and enthusiasm.

“I” Messages. To begin this section, let’s look at a brief encounter between a teacher and
student.

Joanne Bass’s students are expected to come to class every day with their texts, notebooks, and pencils
or pens.

Joanne begins her Wednesday lesson by stating, “Look in your text at the pictures of the different
groups found in the Middle East. Can someone describe the different types of people in the pictures
on page 79?”

The students begin describing the pictures, and then Ms. Bass asks, “Ron, what can you add?”
Ron replies haltingly, “I didn’t bring my book today.”
Joanne replies, “Ron, when you don’t bring your materials, I have to stop the discussion, the class

is disrupted, and I get frustrated.”

Let’s look specifically at how Joanne handled the incident and see why her approach
was cognitive. She helped Ron understand that not bringing his materials to class caused a
problem while at the same time being careful to not suggest a weakness in his character or
personality.

She began the encounter with what Thomas Gordon (1974) calls an “I” message. In
reacting to Ron not having his notebook, she did the following:

■ Described the behavior (the missing book)
■ Identified the consequences of the behavior (disrupting the class)
■ Stated her feelings (frustration)

Her goal was understanding; she wanted Ron to understand that not bringing his ma-
terials detracted from the learning activity. Cognitive approaches to intervention are based
on the idea that the better students understand rules and procedures, the more likely they
are to obey them.

M03_JACO0000_00_SE_C03.QXD  2/16/08  12:02 PM  Page 77



78 Chapter 3

# 101176 C t PHOH A J b P N 78 K DESIGN SERVICES OF

EXERCISE 3.2

Read each of the following brief statements and then submit your responses online:

1. A teacher sees a seventh grader spit on the door to the classroom. Based on the information
in this section, which is the more appropriate response—putting the student in after-school
detention (which is part of the school’s management policy) or having the student wash the
door? Explain.

2. A teacher sees a student talking, and the following exchange takes place:

Teacher: Janet, what are you doing?

Janet: Nothing.

Teacher: Yes you were. Speak up so that everyone can hear.

Janet: [Silence]

Teacher: You were talking. What’s the rule about talking without permission?

Janet: [Silence]

Teacher: Let’s hear it. I want to hear you say the rule.

Janet: We don’t talk until we’re recognized.

Teacher: That’s right. Do you understand that?

Janet: . . . Yes.

a. Assess the teacher’s handling of the incident based on the characteristics of effective
intervention discussed in the previous section.

b. Describe an “I” message that would have been more effective than the way the teacher
handled the incident.

Logical Consequences. Logical consequences treat misbehaviors as problems and help learn-
ers see a link between their actions and the consequence.

Let’s look at an example.

Ryan, an active sixth grader, is running down the hall toward the lunchroom.
“Hold it, Ryan,” Matt Papuga, who is monitoring the hall, says as Ryan runs by. “Go back to the

door, start over, and walk back down this hall.”
“Aww.”
“Go on,” Matt says firmly.
Ryan walks back to the door and then returns. As he approaches, Matt again stops him and says,

“Now, why did I make you do that?”
“. . . Cuz, we’re not supposed to run.”
“Well, sure,” Matt says pleasantly, “but more important, if people are running in the halls, some-

body might get hurt, and of course, we don’t want that to happen. . . . Plus, I want you to understand
that, so the next time you’ll realize that you don’t want to hurt yourself, or anybody else, and you’ll
walk whether a teacher is here or not.”

In this incident, Matt helped Ryan see the relationship between his behavior and the con-
sequence. The consequence itself is not cognitive; an understanding of the link between the be-
havior and the consequence is. Again, the goal is the development of learner understanding.
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Research indicates that children who understand the effects of their actions on others
become more altruistic and are more likely to take action to make up for their misbehavior
(Berk, 2006).

Behaviorist Interventions

Cognitive and behaviorist approaches to management have the same goal—the develop-
ment of desirable classroom behaviors and the elimination of inappropriate behaviors. The
emphasis, however, is different. Whereas the focus in cognitive approaches is on thinking
and understanding, the focus in behaviorist approaches, as the name implies, is on the be-
haviors themselves.

Cognitive approaches are the ideal; teachers want students to understand rules and the
reasons for them and to accept personal responsibility for obeying them. Unfortunately,
however, we sometimes face situations in which learners seem either unable or unwilling to
accept responsibility for their behavior (Fabiano, Pelham, & Gnagy, 2007). In addition,
time or safety concerns may suggest more direct approaches to management. In situations
such as these, behavioral interventions can be effective (Reynolds, Sinatra, & Jetton, 1996).

Behaviorist approaches to management identify specific behaviors that are desirable,
and when students display those behaviors, they are rewarded. When they display undesir-
able behaviors, they are punished (Murphy, 2007).

Cindy Daine’s work with her first graders in the chapter-opening case study is an ex-
ample. Her tickets, free time, and Friday afternoon parties were all intended as rewards for
making quick and quiet transitions. In addition, comments such as “I really like the way
Merry is ready to work” and “Ted already has his books out and is quiet” were intended to
vicariously reward the rest of the children. Losing their tickets for not following the rules
was a form of punishment. Research indicates that a behaviorist system such as Cindy’s can
be effective in initiating new behaviors (McCaslin & Good, 1992).

Systems that focus on rewards are preferable to those that use punishment (Alberto &
Troutman, 1999), but focusing exclusively on positive behaviors will not always work. If all
punishers are eliminated, some students actually become more disruptive (Pfiffer, Rosen, &
O’Leary, 1985; Rosen, O’Leary, Joyce, Conway; & Pfiffer, 1984). It is unrealistic to think
that punishment can be totally avoided; it is probably necessary in some cases (Axelrod &
Apsche, 1983; Maccoby, 1992). We offer some examples of punishers in the section on
assertive discipline later in the chapter.

Some guidelines for using punishment effectively include the following:

■ Use punishment as infrequently as possible to avoid damaging the classroom climate
■ Apply punishment immediately after the behavior occurs
■ Only use punishment severe enough to eliminate the behavior
■ Avoid using seat work as a form of punishment
■ Apply punishment logically and dispassionately—never in anger

Some approaches to management systematically use reinforcers and punishers in at-
tempts to promote desirable behaviors in classrooms. Assertive discipline is the best known
of these systems.
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Assertive Discipline: A Systematic Approach to Consequences During the 1980s, an approach to
classroom management, called assertive discipline, became enormously popular. The ap-
proach is controversial; critics argue that it is punitive and stresses obedience and conform-
ity over learning and self-control (Brophy, 1999; McLaughlin, 1994). Others argue that it
is inherently destructive (Kohn, 1996). Proponents disagree and contend that its emphasis
on positive reinforcement is effective (Canter, 1988).

We neither support nor condemn its use. While its popularity has waned in recent
years, it continues to be well known. It is a rare school district that has not had at least
some experience with the program; estimates suggest that more than 750,000 teachers
have been trained in the program (Hill, 1990). For this reason, we discuss it in this
section.

Assertive discipline was developed from Lee and Marlene Canter’s work in the area of
assertion training. As they attempted to help their clients become more assertive, they en-
countered three characteristic patterns of reactions to conflict. Passive people were unable
to express their wants or feelings or back up their words with actions. At the other end of
the continuum, hostile people were able to express their wants and feelings but often did so
by abusing others. An assertive response style, in contrast, clearly communicated wants and
feelings but did so without harming other people. As they worked with teachers, they saw
these response patterns in classrooms. Let’s look at some examples:

Johnny has been told several times to keep his hands to himself in the classroom. The teacher turns
around and sees Johnny poking at a student walking by his desk.

Passive Response: Johnny, I don’t know what to do with you. Why can’t you keep your hands to
yourself?

Hostile Response: Johnny, there is something wrong with you; you just won’t listen! I’ve told you
a million times to keep your hands to yourself.

Assertive Response: Johnny, you’ve been warned before, and now you’ve made the choice to leave
the room. Pick up your books and come with me.

Assertive discipline encourages teachers to use assertive rather than passive or hostile
responses. It is based on the premise that teachers have three rights:

1. The right to establish a classroom structure that is conducive to learning
2. The right to determine and expect appropriate behavior from students
3. The right to ask for help from parents, the principal, and other professionals to produce

order in the classroom

Using these rights as a foundation, assertive discipline advocates create a management
system that is based on behaviorist views of learning. Rules and procedures are clearly laid
out at the beginning of the year and are enforced with reinforcers and punishers. Reinforcers
can include the following:

■ Praise
■ Awards
■ Notes or phone calls to parents (additional forms of praise)
■ Special privileges, such as being able to play games or do puzzles
■ Material consequences, such as food or prizes
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Some punishers include the following:

■ Time-out (isolating students from the rest of the class, such as behind a bookshelf)
■ Removal of a privilege, such as working on the computer or going to physical education
■ Before- or after-school detention
■ Being sent to the principal’s or dean’s office
■ Notes or phone calls home specifying misbehaviors

Reinforcers and punishers are made clear to students from the beginning and are ad-
ministered with names on the board or some other checklist.

Canter and Canter (1992) emphasize a final aspect of assertive discipline called the
broken record. In dealing with problems, teachers can become sidetracked. To avoid doing
so, teachers are encouraged to use a “broken-record” technique, in essence repeating their
request until the message is delivered. Here is what this technique sounds like in practice:

Ms. Jackson: Tom, you must stop fighting on the playground.
Tom: But they’re always calling me names.

Ms. Jackson: That’s not the point. What gets you in trouble is your fighting. This has to stop.
Tom: But they pick on me first.

Ms. Jackson: I understand. But still your problem is fighting. You must stop fighting.

If not overused (three repeats is the recommended maximum), this technique helps the
teacher maintain focus in the middle of a management problem without becoming dis-
tracted from the objective.

Assertive discipline promotes the teacher’s right to establish and enforce a positive
learning climate in a classroom environment.
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While most veteran teachers do not use a management system as rigid as assertive dis-
cipline can be, some researchers have recommended it particularly for beginning teachers
(Wolfgang & Glickman, 1986). Its structure and clear delineation of alternatives simplifies
the management task for teachers. The hope is that teachers use it as a foundation for
growth, expanding their repertoire to more complex and truly educational alternatives, as
the issue becomes not so much order but learner growth.

Designing and Maintaining a Behavioral Management System. Designing a management sys-
tem based on behaviorism typically involves the following steps:

■ Prepare a list of specific rules. The rules should represent observable behaviors, such as
“Speak only when recognized by the teacher.”

■ Specify punishers for breaking rules and reinforcers for obeying each rule.
■ Display the rules and procedures and explain the consequences to the students.
■ Consistently apply consequences.

A behavioral system does not preclude providing rationales or creating the rules with
learner input. The focus, however, is on the clear specifications of behavioral guidelines and
application of consequences, in contrast with a cognitive system, which emphasizes learner
understanding and responsibility.

In designing a comprehensive management system, you will likely use elements of both
cognitive and behavioral approaches. Behavioral systems have the advantage of being
immediately applicable. They are effective for initiating desired behaviors, particularly
with young students, and they are useful for reducing chronic misbehavior. The results
of cognitive systems take longer to appear, but they are more likely to develop learner
responsibility.

Keeping both cognitive and behavioral approaches to management in mind, let’s con-
sider a series of intervention options.

AN INTERVENTION CONTINUUM

Disruptions vary widely, from an isolated incident (such as a student briefly whispering to a
neighbor during quiet time) to chronic infractions (such as someone repeatedly poking, tap-
ping, or kicking other students). Because infractions vary, teachers’ reactions should also
vary. To maximize instructional time and minimize disruptions, our goal is to keep inter-
ventions as unobtrusive as possible. A continuum designed to reach this goal is described in
Figure 3.1(Eggen & Kauchak, 2007).
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Praising Desired Behavior

Increasing reinforced behaviors is a principle of behaviorism. Since our goal in any classroom
is to promote as much desirable behavior as possible, praising desired behavior is a sensible
beginning point.

Praise occurs less often than we might expect, so efforts to “catch’ ’em being good” is
a worthwhile goal, especially as a method of prevention. Elementary teachers praise openly
and freely, and middle and secondary teachers often quietly comment to students after class,
“I’m extremely pleased with your work this last week. You’re getting better and better at
this stuff. Keep it up.” Making an effort to acknowledge desired behavior and good work
can significantly contribute to a productive learning environment.

Ignoring Inappropriate Behavior

A second principle of behaviorism says that behaviors that are not reinforced become
extinct, so one way of eliminating undesirable behaviors is to simply ignore them, which
eliminates any reinforcer we as teachers might be inadvertently providing (Alberto & Troutman,
1999). This is appropriate, for example, if two students whisper to each other but soon stop.
Combining praise and ignoring misbehavior can be effective with minor disruptions (Pfiffer
et al., 1985; Rosen et al., 1984).

Using Indirect Cues

Teachers can use indirect cues such as proximity, methods of redirecting attention, and
vicarious reinforcers. These strategies are appropriate when students are displaying behaviors
that cannot be ignored but can be stopped or diverted without addressing them directly
(Jones & Jones, 2001). As an example, let’s look again at Sheryl Poulos’s work with her
students in the case study at the beginning of Chapter 2. In response to Scott tapping Veron-
ica with his foot, Sheryl moved down the aisle and stood next to him, using proximity to
stop his “foot tapping.” She then did the same thing with Ellen and Kristen. Proximity is an
indirect cue.

Using Desists

A desist occurs when a teacher tells a student to stop a behavior (Kounin, 1970). “Jasmine,
we don’t leave our seat without permission,” “Jasmine!,” a finger to the lips, or a stern facial
expression are all desists. These are the most common teacher reactions to misbehavior
(Humphrey, 1979; Sieber, 1981).

Clarity and tone are important in the effectiveness of desists. For example, “Randy, what
is the rule about touching other students in this class?” or “Randy, how do you think that
makes Willy feel?” are clearer than “Randy, stop that” because they link the behavior to a
rule or the consequences of the behavior. Students react to these subtle differences, prefer-
ring rule and consequence reminders to teacher commands (Nucci, 1987).
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The tone of desists should be firm but not angry. Research indicates that kindergarten
students handled with rough desists actually became more disruptive and that older stu-
dents were uncomfortable in classes in which rough desists were used (Kounin, 1970). By
contrast, gentle reprimands, together with the suggestion of alternative behaviors and
effective questioning techniques, reduced time off task by 20 minutes a day (Borg &
Ascione, 1982).

Clear communication (including congruence between verbal and nonverbal behavior),
an awareness of what is happening in the classroom (withitness), and the characteristics of
effective instruction are essential in effectively using desists to stop misbehavior. However,
even when these important elements are used, simple desists alone do not always work.

Applying Consequences

Careful planning and effective instruction will eliminate much misbehavior before it starts. Some
minor incidents can be ignored, and simple desists will stop others. When these strategies do not
stop disruptions, however, you must apply consequences that are related to the problem.

Logical consequences are preferable because they treat misbehaviors as problems and
demonstrate a link between the behavior and the consequence. Classrooms are busy places,
however, and it is not always possible to solve problems with logical consequences. In these
instances, behavioral consequences offer an alternative:

Jason is an intelligent and active fifth grader. He loves to talk and seems to know just how far he
can go before Mrs. Aguilar gets exasperated with him. He understands the rules and the reasons
for them, but his interest in talking seems to take precedence. Ignoring him isn’t working. A call
to his parents helped for a while, but soon he was back to his usual behavior—never quite enough
to require a drastic response, but always a thorn in Mrs. Aguilar’s side.

Finally, she decides that she will give him one warning. At a second disruption, he is placed
in time-out from regular instructional activities. She meets with Jason and explains the new rules.
The next day, he begins to misbehave almost immediately.

“Jason,” she warns, “you can’t work while you’re talking, and you’re keeping others from
finishing their work. Please get busy.”

He stops, but five minutes later, he’s at it again. “Jason,” she says quietly as she moves back
to his desk, “I’ve warned you. Now please go back to the time-out area.”

A week later, Jason is working quietly and comfortably with the rest of the class. (Eggen &
Kauchak, 2007, pp. 452–453)

Jason’s behavior is common, particularly in elementary and middle schools; it is
precisely this type of behavior that drives teachers up the wall. Students like Jason cause
more teacher stress and burnout than threats of violence and bodily harm. His behavior is
so disruptive that it cannot be ignored; praise for good work helps to a certain extent, but
much of his reinforcement comes from his buddies. Desists work briefly, but teachers burn
out constantly monitoring him. Mrs. Aguilar had little choice but to apply consequences.

The key to handling students like Jason is consistency. He understands what he is doing,
and he is capable of controlling himself. When he can, with absolute certainty, predict the
consequences of his behavior, he will quit. He knew that his second infraction would result
in time-out, and when it did, he quickly changed his behavior. There was no argument, little
time was used, and the class was not disrupted.
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SERIOUS MANAGEMENT PROBLEMS:
VIOLENCE AND AGGRESSION

Class is disrupted by a scuffle. You look up to see that Ron has left his seat and gone to Phil’s desk,
where he is punching and shouting at Phil. Phil is not so much fighting back as trying to protect
himself. You don’t know how this started, but you do know that Phil gets along well with other
students and that Ron often starts fights and arguments without provocation. (Brophy &
Rohrkemper, 1987, p. 60)

This morning several students excitedly tell you that on the way to school they saw Tom beat-
ing up Sam and taking his lunch money. Tom is the class bully and has done things like this many
times. (Brophy & Rohrkemper, 1987, p. 53)

What would you do in these situations? What would be your immediate reaction? How
would you follow through? What long-term strategies would you employ to try to prevent
these problems from recurring? These questions were asked of teachers identified by their
principals as effective in dealing with serious management problems (Brophy & McCaslin,
1992). In this section, we consider their responses, together with other research examining
violence and aggression in schools.

Problems of violence and aggression require both immediate actions and long-term
solutions. Let’s look at them.

Immediate Actions

Immediate actions involve three steps: (a) stop the incident (if possible), (b) protect the
victim, and (c) get help (Smith & Bondy, 2007). For instance, in the case of the classroom
scuffle, a loud noise, such as shouting, clapping, or slamming a chair against the floor, will
often surprise the students enough so that they will stop. At that point, you can begin to
talk to them, check to see if Phil is all right, and then take them to administration where you
can get help.

If your interventions do not stop the fight, immediately send a student to the main
office for help. Unless you are sure that you can separate the students without danger to
yourself or to them, attempting to do so is unwise.

You are legally required to intervene in the case of a fight. If you ignore a fight, even
on the playground, parents can sue for negligence on the grounds that you are failing to
protect a student from injury. However, the law does not say that you are required to phys-
ically break up the fight; immediately reporting it to the administration is an acceptable form
of intervention.

Long-Term Solutions

Long term, students must first be helped to understand the severity of their actions. They
need to know that aggression will not be allowed and that they are accountable for their be-
havior (Brophy, 1996; Limber, Flerx, Nation, & Melton, 1998). In the incident with the
lunch money, for example, Tom must understand that his behavior was reported, is unac-
ceptable, and will not be tolerated.
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EXERCISE 3.3

Read the following vignette and answer the questions that follow. (The paragraphs in the vignette
are numbered to make referring to it easier.)

1. Dan Rogers is a fourth-grade teacher. He began his year by first getting to know his students
and establishing the rules and procedures for his class.

2. On the first day, he said, “In order to learn the most, we must have some rules that we all
want to follow carefully.” With that, he displayed a large poster board on which were clearly
printed a list of rules for the class during the year. He then asked, “Do all the rules seem fair?
Are there others we should add?”

3. The class read the rules and after a short discussion agreed that the rules were OK as he
presented them. Mr. Rogers then went on with his class work.

4. A few days later, during an explanation of a math problem, Susan was turned around talking
to Shirley. Mr. Rogers ignored the talking for a moment, but it continued. As the rest of the
class was working on a problem, the teacher went back to Susan and asked, “Susan, do you
know why I’ve come to talk to you?”

5. Susan hesitated and then said, “Shirley and I were talking.”

6. “Yes,” Mr. Rogers continued. “Talking disrupts the class, and I get upset when class is
disrupted. Remember, we made a rule about talking while someone else is talking. Do you
know what that rule is?”

As a preventive strategy, students must learn how to control their tempers, cope with
frustration, and negotiate and talk rather than fight. One approach uses problem-solving
simulations to help aggressive youth understand the motives and intentions of other peo-
ple. Research indicates that these youngsters often respond aggressively because they mis-
perceive others’ intentions as being hostile (Hudley, 1992). Following problem-solving
sessions, aggressive students were less hostile in their interpretation of ambiguous situations
and were rated as less aggressive by their teachers.

Other approaches to preventing aggression include teaching students to express anger
verbally instead of physically and to solve conflicts through communication and negotiation
rather than fighting (Burstyn & Stevens, 1999; Lee, Pulvino, & Perrone, 1998). One form
of communication and negotiation is learning to make and defend a position—to argue
effectively. Students taught to make effective arguments—emphasizing that arguing and
verbal aggression are very different—become less combative when encountering others with
whom they disagree. Learning to argue also has incidental benefits: skillful arguers of any
age are seen by their peers as intelligent and credible.

Experts also suggest the involvement of parents and other school personnel (Brophy,
1996; Moles, 1992). Research indicates that a large majority of parents (88%) want to be
notified immediately if school problems occur (Harris, Kagay, & Ross, 1987). In addition,
school counselors, school psychologists, social workers, and principals have all been trained
to deal with these problems and can provide advice and assistance. Experienced teachers can
also provide a wealth of information about how they have handled similar problems. No
teacher should face persistent or serious problems of violence or aggression alone.
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7. Susan nodded.

8. “Now I want you to suggest some way that you can help yourself stay within the rules we
agreed on. Let me know after school.”

9. Mr. Rogers then continued with the lesson, and Susan stopped in at the end of the day and
simply said she would not talk anymore. The teacher asked if she understood why this was
important, and she said, “Talking disrupts the learning for the other kids, and learning is what
we’re here for.”

10. The next day during the same class, as Mr. Rogers was discussing another problem, Su-
san again turned around and began talking. Mr. Rogers went to her after he had the rest
of the class involved in an activity and said evenly, “Susan, this is the second infraction
of the rules, so I’m going to have to put a check by your name. This means you won’t be
able to take part in our free-play activity this afternoon. Please try to obey the rules from
now on.”

11. With that, he again went back to his regular classroom activity.

1. Which paragraphs best illustrate Dan attempting to apply a cognitive intervention in his
classroom?
a. 1–2
b. 3–4
c. 8–9
d. 10–11
Explain your answer.

2. Which paragraph best illustrates Dan using a behaviorist intervention?
a. 2
b. 4
c. 6
d. 10
Explain your answer.

3. Which paragraph best illustrates two different points on the intervention continuum?
a. 2
b. 3
c. 4
d. 6
Explain your answer.

4. Dan’s response to Susan in paragraph 10 best illustrates which point on the intervention
continuum? Explain.

5. With respect to assertive discipline, what does Dan’s statement to Susan in paragraph 10,
“This means you won’t be able to take part in our free-play activity this afternoon. Please
try to obey the rules from now on,” best illustrate?
a. A passive response
b. A hostile response
c. An assertive response
Explain your answer.
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SUMMARY

Management problems can be the result of casual and capricious student actions (“kids will
be kids”), emotional problems, or teachers themselves. Regardless of the source, effective in-
terventions can reduce the impact of the misbehavior.

Effective teachers know what is going on in their classrooms at all times, they are consistent
in their interventions, and they follow through to be sure the disruptions are eliminated. They
keep interventions brief, firm, and clear, and they avoid arguments, threats, and ultimatums.

Cognitive approaches to intervention focus on student understanding and incorporate
congruent communication, “I” messages, and logical consequences. Behaviorist interventions
focus on the elimination of undesirable behavior and the reward of appropriate behavior.

Interventions include praising desired behavior, ignoring inappropriate behavior, using
desists, and applying consequences.

Violence and aggression require both immediate action and long-term solutions.
Immediate action requires that all students are safe and that help is obtained. Long-term
solutions involve helping students learn to control anger and develop appropriate ways to
handle hostility and anger.

KEY CONCEPTS

Assertive discipline 80 “I” message 77
Clarity 73 Indirect cues 83
Cognition 75 Overlapping 71
Desist 83 Withitness 71
Firmness 73

In conclusion, we want to put problems of school violence and aggression into
perspective. Although they are possibilities—and you should understand options for dealing
with them—the majority of your management problems will involve issues of cooperation
and motivation. Many can be prevented, others can be dealt with quickly, and some require
individual attention. We all hear about students carrying guns to school and incidents of
assault on teachers in the news. Statistically, however, considering the huge numbers of
students who pass through schools each day, these incidents remain infrequent.

Reflecting
On...

CLASSROOM MANAGEMENT:
INTERVENTIONS
INTASC Principle 5
Think about the discussion of classroom management in this chapter
with respect to intervening in incidents of inappropriate student
behavior.
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PREPARING FOR YOUR LICENSURE EXAMINATION

Read the following case study and, using specific information from this chapter, answer the
questions that follow.

“You did quite well on the assignment,” Joel Clarke comments to his geography
students while he hands back a set of papers. “Let’s keep up the good work. . . . Doris
and Candy, please stop talking while I’m returning the papers. Can’t you just sit quietly
for 1 minute?”

The girls, who were whispering, turn back to the front of the room.
“Now,” Mr. Clarke continues after returning to the front of the room, “we’ve been

studying the Middle East, so let’s review for a moment. Look at the map and identify
the longitude and latitude of Cairo. Take a minute and figure it out right now.”

“Stop it, Kent,” he hears Melissa blurt out behind him.
“Melissa, we don’t talk out like that in class.”
“He poked me, Mr. Clarke.”
“Did you poke her, Kent?”
“. . . Um.”
“Both of you stop it,” Mr. Clarke warns. “Another outburst like that, Melissa, and

your name goes on the chalkboard.”
As the last students finish the problem, the teacher looks up from the materials on

his desk to check an example on the overhead. He hears Doris and Candy giggling at
the back of the room.

“Are you talking, Candy?”
“Yes,” Candy answers.
“Well, be quiet then until everyone is done,” Mr. Clarke directs and goes back to

rearranging his materials.
“Quiet, everyone,” he again directs, looking up in response to a hum of voices

around the room. “Is everyone finished? . . . Good.”
Mr. Clarke collects the papers, puts them on his desk, and then begins, “Now, what

did we find for the latitude of Cairo?”
“Thirty,” Miguel volunteers.
“North or south, Miguel? . . . Wait a minute. Doris . . . Candy, this is the third time

this period that I’ve had to say something to you about your talking, and the period isn’t
even 20 minutes old yet. Get out your rules and read me the rule about talking without
permission. . . . Doris?”

“. . . Um . . .”
“It’s supposed to be in the front of your notebook.” (Still no response.)
“Candy?”
“‘No speaking without permission of the teacher,’” Candy reads from the front

page of her notebook.
“Doris, where are your rules?”
“I don’t know.”
“Move up here,” Mr. Clarke directs, pointing to an empty desk at the front of the

room. “You’ve been bothering me all week. If you can’t learn to be quiet, you will be
up here for the rest of the year.”
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Mr. Clarke then continues with the lesson.

1. Would Joel Clarke’s response to Doris and Candy, “Doris and Candy, please stop
talking while I’m returning the papers. Can’t you just sit quietly for 1 minute?” best
be described as passive, assertive, or hostile? Explain why you think so.

2. Assess Joel’s “withitness” in his intervention with Kent and Melissa. Provide evi-
dence from the case study to support your assessment.

3. Using the characteristics of effective intervention as a basis, assess Joel’s intervention
with Doris and Candy when he said that this was the third time he had to talk to
them. Provide evidence from the case study to support your assessment.

VIDEO EXERCISE

Go to MyEducationLab and select the topic “Classroom Management” and watch the video
“Modeling Mutual Respect, Routines, and Transitions” and answer the questions that fol-
low the video episode.

DEVELOPING YOUR PORTFOLIO

The purpose of this activity is to encourage you to begin to design a system for dealing with
misbehavior in your classroom when it occurs.

Look again at the list of rules that you prepared for the “Developing Your Portfolio”
section in Chapter 2.

■ Prepare a set of reinforcers that you might offer students for their compliance with the rules.
■ Prepare a set of punishers that you would apply in the event of misbehavior. Describe the

consequence for the first incidence of misbehavior, the second incidence of misbehavior,
and so on.

■ Construct an “I” message that you might use in the event of a misbehavior, such as speak-
ing or leaving a seat without permission or failing to bring needed materials to class.

QUESTIONS FOR DISCUSSION

1. What proportion of the management problems that teachers face are “their own fault”?
What could these teachers do to prevent those problems?

2. Are classrooms harder to manage, easier to manage, or similarly difficult to manage
compared with 5 years ago? Ten years ago? If you believe they are harder to manage,
why do you think so? If you believe they are easier to manage, why do you think so?

3. How important a problem is violence in schools? Why do you think so?

4. How significant a problem for learning is the threat to students of physical harm? Is
this problem being described accurately in the public media and in professional jour-
nals? Explain.
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5. To what extent are classroom management problems detracting from students’ ability
to benefit from instruction? Explain.

6. In some schools, management problems seem to be very serious, whereas in others they
do not seem to be a major problem. To what would you attribute the difference?

SUGGESTIONS FOR FIELD EXPERIENCE

1. Interview a teacher. Ask the following questions:
a. How do you typically handle management incidents? Would you offer two specific

examples?
b. What do you feel are your most chronic problems?
c. Is this class harder or easier to manage than your other classes (or last year’s class)?

Why is this class harder or easier to manage?
d. Have you ever had a serious incident, such as an attack on you or a fight between

students? What did you do in response to the incident?
e. What do you feel are the differences between effective and ineffective managers?
f. Do you call parents about behavior problems with your students? If you do, how ef-

fective do you believe it is in intervening?
g. Do you ever take points away from a student’s average for misbehavior? If so, how

effective is this practice?
h. Do you ever give students extra points on their averages for desirable behavior? If so,

how effective is this practice?

2. Observe in a classroom. Look for the following in your observation:
a. Describe specifically how the teacher intervenes when a management incident

occurs.
b. Describe the differences in the way the teacher responds in the case of a minor inci-

dent compared with a more serious incident.
c. How consistently does the teacher respond in cases of management incidents?
d. How much emphasis does the teacher place on the development of learner respon-

sibility compared with maintaining control of the students’ behaviors?

TOOLS FOR TEACHING

Print References
Emmer, E. T., Evertson, C. M., & Worsham, M. E. (2006). Classroom management for

middle and high school teachers (7th ed.). Boston: Allyn & Bacon. A widely respected
text that provides detailed suggestions for responding to classroom management prob-
lems in middle and high schools.

Evertson, C. M., Emmer, E. T., & Worsham, M. E. (2006). Classroom management for el-
ementary teachers (7th ed.). Boston: Allyn & Bacon. A widely respected text that pro-
vides detailed suggestions for responding to classroom management problems in
elementary schools.
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Evertson, C. M., & Weinstein, C. S. (Eds.). (2006). Handbook of classroom management
research, practice, and contemporary issues. Mahwah, NJ: Lawrence Erlbaum Associates.
This handbook provides a comprehensive overview of research and effective practice in
classroom management.

Good, T. L., & Brophy, J. E. (2008). Looking in classrooms (10th ed.). Boston: Allyn &
Bacon. This well-known and widely used text includes a chapter specifically devoted to
effective responses to disruptive behavior.

Marzano, R. J., Marzano, J. S., & Pickering, D. J. (2003). Classroom management that
works: Research-based strategies for every teacher. Alexandria, VA: Association for Super-
vision and Curriculum Development. This research-based resource provides specific
strategies for responding to classroom management problems.

Web Sites
www.adprima.com/managemistakes.htm Identifies a series of common mistakes that new

teachers make in responding to classroom management issues.
www.adprima.com/managing.htm Offers suggestions for responding to classroom manage-

ment issues as well as other suggestions for creating an orderly classroom.
www.4faculty.org/includes/images/solutionstable.pdf Identifies a series of classroom man-

agement issues and suggests possible solutions to each.
www.kde.state.ky.us/KDE/Instructional+Resources/Career+and+Technical+Education/

Classroom+Management.htm Offers one state’s approach to offering suggestions to
teachers about dealing with classroom management issues.
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