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ABSTRACT

This historical/descriptive werk provides an over-
view of nine major discipline programs that have been
developed since 1960 to address education's increasing
concern for the maintenance of a classroom environment that
is conducive to learning. The programs reviewed after a
historical overview of discipline included: 1) Jacob
Kounin and Group Management; 2) Redl and Wattenberg's
Approach to Discipline; 3) the Ginott Model of Discipline;
4) Dreikurs' Model of Mistakem Goals; 5) the L.E.A.S.T.
Approach to Discipline; 6) Daniel Duke's Systematic Man-
agement Plan for School Discipline; 7) Thomas Gordon's
Teacher Effectiveness Training; 8) William Glasser and
Reality Therapy; and, 9) Lee Canter's Assertive Discipline.
Each discipline method was reviewed as to total program,
techniques, and procedures. Individually, the programs were
evaluated as to whether or not the program emphasis was on
the individual or group. Each was also evaluated as to its
position regarding class meetings, rule setting, punishment,

and selected communication styles.



In developing a synthesis of the reviewed programs,
it appears that a successful teacher with relatively few
classroom discipline problems should possess certain attri-
butes and characteristics. One should possess a thorough
knowledge of subject matter as well as being well organized
and aware of everything that takes place in the classroom.
In addition, the teacher should be cognizant of the group
dynamics and processes that daily take place in addition to
the individual needs of each student. Students should be
addressed using appropriate I-messages, and an exhibited
concern for them should be evident. It would behoove the
individual teacher to allow the students some degree of
input into class procedures or, at the very least, utilize
class meetings to achieve the objective of increasing
communication and class awareness.

No one program was judged to be better than the
others, but it was concluded that it would be pertinent to
utilize those aspects of each program that would be most

relevant to the individual educator's needs or situation.



AN OVERVIEW CF MAJOR DISCIPLINE PROGRAMS
IN PUBLIC SCHOOLS SINCE 1960

CHAPTER 1
A HISTORICAL OVERVIEW OF DISCIPLINE

One of the most important aspects that a teacher
must deal with on a daily basis is discipline. Discipline
simply means the creation of a classroom environment that
lends itself to learning. A school that is well disciplined
is one that has little or no violence, theft, misbehavior,
or fear; and, instead, is one in which a learning, caring,
concerned atmosphere permeates all areas of the school.
Discipline is not easy. Nor does it necessarily equate to
punishment. It is an area in which teachers receive little
training and one in which they often are unsuccessful.

The importance of discipline as an educational area
or issue is not new. The Gallup Polls of the last fifteen
years have found that the issue of discipline is the biggest

problem in public schools as perceived by the general

1
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public.1

Teachers also feel that discipline is important
but too often rely on the building administrator to
implement any necessary program. This can be partially
ascribed to the training of teachers.

Teachers and administrators today are concerned
about the increased violence in schools as well as the
increased difficulty in dealing with discipline problems.
Evidence shows that when schools grow to more than 900
students, violence will increase two hundred to three
hundred percent.2 Senator Birch Bayh's subcommittee report
of 1977 makes it clear that today's schools have serious
problems with assaults on teachers up 77% between 1970 and
1973, assaults on students up 85% over the same period, and
over 70,000 teachers physically attacked each year with over
100,000 having their property vandalized.3 The National
Institute of Education's report 'Violent Schools--Safe
Schools' states that each month over 2.4 million high school
students have something stolen; over 280,000 are attacked;

and over 100,000 are robbed while on school premises. This

1George H. Gallup, "The Fifteenth Annual Gallup
Poll of the Public's Attitudes Toward the Public Schools,™
Phi Delta Kappan 65 (September, 1983), pp. 33-48.

21rwin A. Hyman and John D'Allessandro, "Oversim
plifying the Discipline Problem," Education Week III, 29
(April 11, 1984), 24 and 18.

3Birch Bayh, Challenge for the Third Century:
Education in a Safe School Environment - Final Report on the
Nature and Prevention of School Violence and Vandalism,
(Washington, D.C.: U.S. Government Printing Office, 1977).
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same report states that only one-sixth of criminal acts are
ever reported.4

The causes for these problems are many and certainly
historical precedent must be considered when looking for an
overall causal picture. John Feldhusen believes that
problems in schools can be related to four reasons. These
are: 1) psychological and sociological; 2) television; 3)
political and social influences; and 4) the school jtself.?
Feldhusen also states that a student is more likely to be a
problem in school if he or she 'does not wvalue academic
achievement . . . and 1lacks interest in conventional
institutions such as church and school."®

Gonzalo Garza believes that the problem of disci-
pline in school is directly related to the disintegration of
the family unit.7 Johnson, Vickers, and Gadson see the

greatest number of discipline problems coming from youth of

poor or minority backgrounds and between the ages of

4National Institute of Education, Violent Schools -
Safe Schools, (Washington, D.C.: U.S. Department of Health,
Education, and Welfare, 1977).

5Jobn F. Feldhusen, ‘'Behavior Problems in Secondary
Schools,'" Journal of Research and Development in Education,

11, 4 (1978), p.20.
61bid.

7Gonzalo Garza, '"Discipline, Corporal Punishment,
and Suspension,'" A paper presented at the Annual Meeting of
the National School Boards Association (36th, San Francisco,
California, April 10-13, 1976) p. 4.
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thirteen and sixteen.® Marohn partially agrees with this
and believes most problems come from poorer areas and
communities. He also believes that a record of past
violence is a good predictor for future violence.?

Dr. Irwin Hyman has identified many causes for
violence or disruption in schools. These can be summarized
into ten statements. These are:

1) the organization of contemporary society

2) the rapid pace of change

3) the disruption of traditional childrearing methods
4) violence on television

5) economic stress

6) ineffective teacher training in discipline

7) 1larger schools with more discipline problems

8) physical factors relating to individual students
9) unnecessary punitiveness on the part of the school
10) poor self esteem by students and staff 0

The types of methods used over the years to address
discipline issues has changed some, but this does not mean
that the traditional method of dealing with discipline
problems iz no longer used. Research shows that not only is
corporal punishment still used in a great number of schools

but also that students ''are beaten, pushed, kicked, paddled,

8Alex B. Johnson, Lelia L. Vickers, and Melvin
Gadson, "School Violence: Perspectives, Characteristics and
Deterrents,'" American Secondary Education, 12 (Summer,
1982), p.12.

9Richard C. Marohn, 'Adolescent Violence: Causes
and Treatment," Journal of the American Academy of Child

Psychiatry, 21, 4 (1982), p. 357.
10Hyman, P- 24
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punched, and stomped."11 Some students have been forced to

eat such items as cigarettes and Tobasco sauce. Some have

been locked in vaults, boxes or closets.12

Certainly, these extremes do happen. However, a
great many administrators have seen both positive and
negative changes in the area of discipline. Mr. Guy
Robberson, who was superintendent of the Lindsay, Oklahoma

schools for 27 years, relates that

school discipline procedures have gotten harder to
enforce (and that) school personnel are quite
limited . . . due to threats of lawsuit.
Immediate punishment of acts which require dis-
ciplinary action is almost impossible due to due-
process hearing requirements. Expulsion from
school is of short duration for most serious acts
which are short of incarceration in penal institu-
tions. Many who are guilty of felony and misde-
meanor action are given suspended sentances (sic)
and are required by courts to return to the school
room. Most of these continue to be digcipline
problems but are protected by the courts.

Mr. Jack Clifford, retired from the Oklahoma State Depart-
ment of Education and who once served as superintendent in
the Dewar, Oklahoma school system, believes that the job of

a school administrator is much more difficult than in the

past. (See Appendix I for interview questions.) He states,

llypiq.
121pid.

13Guy Robberson, Written response to questionms,
February, 1985.
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The Do's and Don'ts have become more numerous. An
Administrator feels hemmed in and cautious. Too

much rigidity cag be as harmful as too much
freedom of choice.l4

He also attributes some of the difficulty to parents.

Parents are away from their children more.
Therefore, Discipline (sic) is left to the school
and that responsibility is being challenged
perhaps by the same people who is (sic) creating
the protlem. If the parent doesn't discipline and
the school is not allowed to do so, it is fgirly
easy to see the problem of some delinquency.

A great many of the difficulties in administering a
discipline program today rests not in the schools but in the
courts. Although this paper is not designed to address the
legal issues of discipline, one certainly can not ignore the
impact of court cases such as the Tinker case,l® Goss v.
Lopez,17 Wood v. Strickland,18 and the Gault case.l9 A

recent Supreme Court decision in the case of New Jersey v.

T.L.0.204s perceived as loosening the restrictions of the

14Jack Clifford, Written response to questionmns,
February, 1985.

151pid.

16rinker v. Des Moines Independent Community School
System, 393 U.S. 506 (1969).

17Goss v. Lopez, 419 U.S. 565 (1975).
18yoo0d v. Strickland, 420 U.S. 308 (1975).
191n re Gault, 387 U.S. 1 (1967).

20New Jersey v. T.L.0., 83-712 (1985).
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previous court decisions by allowing for a liberalization of
search and seizure rules when they pertain to schools. Only
time will tell whether this decision will impact signifi-
cantly on discipline in schools.

Yet, the issue of discipline is not new. As Leslie
Chamberlin states ‘"historically, discipline has meant
maintaining order and dispensing punishment."21 Although
methods of discipline have varied in America, too often it
has meant physical punishment directed towards the misbehav-
ing student. Only recently, within the past thirty years,
have discipline methods emphasized techniques that were
deemed more appropriate than the use of the strap, rod,
switch, or paddle.

The historical view that equated discipline with
punishment was based on the belief that students must be
fearful of the teacher and that those with unruly attitudes
must be brought into line. A good teacher in America's past
was a teacher who controlled the class. This too often is
the definition of a good teacher today.

A great many of the ideas regarding discipline came
from our European past. According to Joan Newman, by the

seventeenth century whipping students had become a '"basic

2lpeslie J. Chamberlin, Effective Instruction
Through Dynamic Discipline, (Columbus, Ohio: Charles Mer-
till, 1971), p.4.
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teaching aid."22 Jesuit schools had initiated in Europe the
stripping of students and publicly whipping of them until
they bled. In 1672 in Harvard a student was publicly
whipped for blasphemy.23 Even Beethoven is reported to have
whipped his pupils with knitting needles if they did not
perform to his expectations.24

Teachers before the 1840's had very 1little formal
training and often only repeated what they themselves had
endured. A great deal of the educational process was an
extension of the Puritanical theological demands of obedi-
ence and order. During the 1840's normal schools began to
come into existence and some formal training began to take
place. However, this did not mean an enlightened period in
the history of discipline but rather a period that, stressed
25

order with rules demanding obedience and conformity.

The idea that the teacher could punish an unruly

2230an Newman and Graeme Newman, "Crime and Punish-
ment in the Schooling Process: A Historical Analysis,"
Theoretical Perspectives on School Crime, Vol. 1, National
Council on Crime and Delinquency, (Washington, D.C.:
Department of Health, Education and Welfare, February,
1978), p.890.

231bid., p.895.

24Ralph S. Welsh, "Delinquency, Corporai Punishment,
and the Schools," National Councii on Crime and Delinquency
(Hackensack, New Jersey: Newgate Resource Center, February,
1978), p.1498.

ZSChamberlin, Effective Instruction Through Dynamic
Discipline, p. 5.
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student was and is grounded in the idea of loco parentis.26

Not all teachers resorted to corporal punishment; many found
that sarcasm and ridicule were just as effective. A list of
typical school rules of the 1800's and typical punishments
may prove enlightening.27 In additionm, a schoolmaster's
list of punishments meted out aptly illustrates the degree
of violence found in public schools. The second table
charts the career of a teacher and his discipline techniques

over a fifty-one year career.28

Typical School Rules (1800's)

Prohibited Activity Lashes
Quarreling 4
Fighting 5
Gambling 4
Lying 7
Swearing 8
Drinking 4
Truancy 10
Nicknaming Others 4
Long Fingernails 8
Playing with Girls 4

26Mauritz Johnson and Harry Brooks, '"Conceptualizing
Classroom Management" in Classroom Management, Seventy-
Eighth Yearbook of the National Society for the Study of
Education, Part II, ed. Daniel L. Duke (University of
Chicago Press, 1979), p.5.

27Charles L. Coon, North Carolina Schools and
Academics (Raleigh: Edwards and Broughton Co., 1915), p.763-
764 as quoted in Chamberlin, p.6.

285, bp. Bernard, American Journal of Education V
(October, 1830), p.509 as quoted in Chamberlin, p.5.
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Punishment (1700's)
A Teacher's Report

Punishments Number of Lashes
Blows with cane 911,257
Blows with rod 124,010
Blows with ruler 20,989
Raps on the head 1,115,800
Blows with book 22,763
Blows on the ear 7,905
Blows on the mouth 12,235

Dr. Irwin Hyman relates that a favorite saying of
the 1800's was, "A boy has a back, when you hit it he
understands."2? He also points out that very few good
records were kept prior to 1960 and most information
concerning discipline and violence in schools is anecdotal
at best. Horace Mann, however, described American schools
before 1860 as full of idleness and disorder.30 Yet this
did not mean that the only violence was that of teacher on
student. In 1857, a student was wounded by his own pistol
while in school.3l 1In 1860, four students stoned a young
female Massachusetts teacher to death for keeping them after
school .32

By the 1860's, many states had organized common
schools and adopted uniform courses of study. Because of

the size of some schools in larger urban areas, the board

29Hyman, "Oversimplifying the Discipline Problem," p. 24.
301bid.
31Newman, "Crime and Punishment," p. 897.

32Hyman, "Oversimplifying the Discipline Problem," p. 24.



11

often '"appointed a principal teacher to administer the
school."33 This period also saw the argument for the
abolition of corporal punishment when Dr. Morrill Wyman
argued that corporal punishment should be abolished because:
1) it had been done so in the Navy and many prisoms, 2) it
was no longer used extensively in European schools, 3) many
parochial schools no longer used it, 4) it was not used in
church extensively any 1longer, and 5) other methods might
prove to be more product:ive.34 Needless to say, Dr. Wyman's
suggestions were not greeted enthusiastically by many
educators of the day.

Between 1890 and 1910, a great deal was written
about appropriate methods to be used in teaching. The idea
of organization became very important with an orderly
classroom being one that provided moral training or moral
instruction directly or indirectly.35 However, when one
looks at discipline procedures one finds much the same as
before. The unruly student was severely punished or often
dropped out to go to work in one of the rapidly expanding
industries.

Between 1910 and the 1930's, education had disci-

pline were greatly influenced by the efficiency studies of

33Bernard as in Chamberlin, "Effective Instruction
Through Dynamic Discipline," p. 6.

341bid., p. 7.

3530bnson and Brooks, ‘''Conceptualizing Classroom
Management," p. 7.
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Frederick Taylor and the scientific approaches to classroom
management of Frederick Breed.36 Certainly an outcome of
this emphasis on science was William Wirts' "Gary Plan"
which called for the precision movement of students from one
activity to another.37 A response to the Gary Plan was seen
in New York City with rioting by students who opposed the
structure and formalization of the plan. These students
burned books and stoned schools.38 The guidance movement of
this time emphasized individualized instruction and was
reflected in the short 1lived "Dalton Plan" of Helen
Parkhurst or the "Unit Plan" of Henry C. Morrison which were
designed to keep the student very busy and to isolate the
more disruptive learner from the students of higher or
average ability.39

Brophy and Putnam feel that the period between the
1930's and the 1960's was one that placed an emphasis on the
intellectual capabilities of the student. "Humanistic ideo-
logies stressing individual freedom and creativity, self-
actualization, and spontaneity thrived."40 The result as

these authors see it was a reduction in the control

361bid., p. 10-11.
371bid., p. 13.

38Newman, "Crime and Punishment in the Schooling
Process," p. 908.

393ohnson and Brooks, '"Conceptualizing Classroom
Management," p. 14-16. 12.

401bid., p. 214.
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exercised by teachers and administrators over students.41
This did not mean that many schools did not exercise
traditional discipline methods such as suspension or
corporal punishment. What it does mean is that many schools
because of changing societal guidelines, 1laws, or court
mandates found themselves with an unclear, unsupportive
discipline system.

The period between the mid 1960's and the present
found a backlash of sorts against the excesses of the
previous period. No longer would teachers attempt to work
in chaos under the name of Humanism. However, the response
to the previous period was not one of only a return to the
old methods of abuse and violence. Instead education has
seen a proliferation of discipline methods and techniques.
Some are based on traditional vindictive or deterrent
(power) philosophies. But a great many of the more
successful and widely recognized discipline methods are
formulated on the idea that discipline should be retribu-
tive, remedial, or preventive in nature. Ray Puckett in an
unpublished dissertation found the ERIC alone had over 946
research studies pertaining to discipline that could be
categorized into 114 areas including the largest category of

discipline methods, theories, or techniques.42

4lipid.
42Ray Boyd Puckett, Jr., "A Review of Selected
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So a primary concern since the early attempts at
education by our American forefathers to our highly
technological world of today has been discipline. This
paper will not attempt to discuss the wvast multitude of
programs dealing with discipline, but instead will focus on
the more successful ones. Successful will mean that the
method of program has been widely accepted or adopted by
public school teachers and administrators. It will also
limit itself to programs receiving widespread recognition
since 1960, although it must be acknowledged that some of
the authors of various techniques, procedures, or methods
may have written or lectured on their programs prior to 1960

but only as part of a formative process.

Research Findings Pertaining to Classroom Discipline,” (St.
Louis University, 1978) quoted in Elizabeth Karnmes, et.al.,

Discipline in Qur Schools: An Annotated Bibliography
(Westport, Connecticut: Greenwood Press, 1983), P-290.



CHAPTER 11I
ORGANIZATION OF THE DISSERTATION

Statement of the Problem

This study will identify, define, and explain the
major discipline programs used in public education since
1960. This descriptive/historical study will look at nine
identified discipline programs that have been adopted by
public schools to decrease perceived or actual discipline
problems. 1In addition to describing the nine methods this
work will seek to discover any commonalities existing
between the programs, and will provide an overview of these
major programs. The discipline programs to be explored in
detail are: 1) the Kounin Model, 2) the Ginott Model of
Discipline, 3) Dreikurs Mistaken Goals Model, 4) Redl and
Wattenberg's Model, 5) the L.E.A.S.T. Program developed by
the National Education Association, 6) the Systematic
Management Plan for School Discipline devised by Daniel
Duke, 7) the Effectiveness Training programs of Thomas
Gordon, 8) Reality Therapy developed by William Glasser, 9)

~Lee Canters' Assertive Discipline.

15
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The first four programs were chosen because of the
impact they have had on discipline studies and current
discipline programs. Each program author contributed signi-
ficantly to the study of discipline. The remainder of the
programs, with the exception of Duke's SMPSD program, were
selected because of the widespread popularity and success
they have enjoyed among public educators. Each has been
extensively written about and their effectiveness researched
to various degrees. The Duke program is relatively new but
because of the reputation of the author among professional
educators and because of his incorporation of effective
strategies from other discipline programs, it is believed
that the Duke program will be an important contribution to
discipline in public schools. The popularity and use of
each program is different, with the last four listed in the
paragraph above enjoying the greatest usage among public

school teachers and administrators.

Definition of Terms

Two terms should by necessity be defined. One of
these is the word discipline. Too often the term discipline
is equated with punishment or, in reality, corporal
punishment. However, for use in this work discipline will
mean maintaining orderly conduct. That orderly conduct may
relate to an individual classroom or a total school. An
additional term that needs definition is that of program.

Program will be defined as the means or procedures used to
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attain a desired end. Program will be synonymous with

method or process.

Delimination of Study

The time span covered in this research is from 1960
to the present. It is important to note the reason that
1960 was chosen as the year to begin the study. That year,
1960, marks the beginning of a more positive, rational
approach to discipline that grew out of reinforcement
theory, social learning theory, and self-enhancement theory.
It denotes the beginning of rediscovered ‘'needs for
structure, limits, and security from threat"land the end of
humanistic ideologies that were too often misused and

abused.

Methodology/Study Design

This study of discipline methods/programs since 1960
will be a historical/descriptive study. Data for the work
will be collected from both primary and secondary sources.
Primary sources will include interviews with Dr. William
Glasser of the Institute of Reality Therapy and Dr. Irwin
Yyman, the director of the National Center for the Study of
Corporal Punishment and Alternatives in Schools, which is

located at Temple University. Other sources contacted will

lc. M. Charles, Building Classroom Discipline:
From Models to Practice, (New York: Longman, 1981), p.2.
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include administrators who use some of the various identi-
fied discipline methods. Government documents and research
will also be included in the primary sources.

Secondary sources will include, but not be limited
to, a manual search of books and materials at the University
of Oklahoma Library, a computer search of the ERIC database,
Sociological Abstracts, Psychological Abstracts, Magazine
Index, Education Index, and the Comprehensive Dissertation
Index. Material will also be gathered from newspaper
articles.

The material will be organized so that it will
address the two main areas of this study. These areas are:
1) the nine identified discipline programs, and 2) commonal-
ities that exist in the identified discipline methods.
Material reviewed &and compiled will be primerily that
written in the last seven to ten years, except for those
significant works that specifically relate to the subject of

the study.



CHAPTER 111

LITERATURE REVIEW

Any literature review that addresses the area of
discipline or specific discipline programs needs to begin
with several relevant general works and then move to more
specific ones that deal with the various identified
programs. In looking at the historical perspective of
discipline, several works are important because they provide
a needed insight into early educational/discipline tech-
niques. Dr. Irwin Hyman in "Oversimplifying the Discipline
Problem"! and Joan and Graeme Newman in “Crime and
Punishment in the Schooling Process: A Historical Analysis"2
provide an excellent look at some of the excesses of school
discipline and an understanding of Europe's impact on early
American discipline methods. Ralph Welsh in his '"Delin-
quency, Corporal Punishment, and the Schools"3 provides

insight into discipline methods used in Europe and

lHyman, "Oversimplifying the Discipline Problem."
2Newman and Newman, "Crime and Punishment."

3Welsh, "Delinquency, Corporal Punishment, and the
Schools."

19
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in early America. Eggleston's The Hoosier Schoolboy pro-

vides one with a description of the power that a
schoolmaster possessed as well as the means that were
employed to maintain order in the classroom.4 Falk found
that such schoolmasters used cruel punishments to keep order
in the classroom.”

Not until the mid-nineteenth century did anyone
technically address the issue of order in the classroom.

David P. Page in Theory and Practice of Teaching felt that

classroom control was essential if one wished to be a
success as a school teacher. He felt good planning was
essential in maintaining classroom decorum.® John Prince

in bis Courses of Study and Methods of Teaching envisioned

good classroom control as one of the necessary ways to
provide moral training for students.’ In this era of
Social Darwinism and rapid industrialization this was
something that would make one a better, more productive
employee or employer. Joseph Baldwin identified five laws
to good classroom control and management. In his 1897 work,

School Management and School Methods, these were identified

4Jomnson and Brooks, p. 4 and Chamberlin, p. 5.

SHerbert A. Falk, Corporal Punishment: A Social
Interpretation of Its Theory and Practice (New York:
Columbia University, 1941), p. 47.

6Johnson and Brooks, "Conceptualizing Classroom Man-
agement,”" p. 5-6.

’Tbid., p. 7.
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as regularity, promptitude, quietude, propriety and duty.8
One of the most important early works was The

Philosophy of School Management by Arnold Thompkins. This

1902 text equated classroom order to school management and
purported that a theoretical approach was best. He also
equated the school classroom to that of a community or
residence.9 John Dewey would refine this idea when he
envisioned the classroom as a model of democracy.10

Other early turn-of-the-century works were attempts
to relate scientific management or efficiency techniques to
the public school. It was assumed that if the schools were
organized more efficiently then discipline problems would be

minimal. The early result of these beliefs were works such

as Frederick Taylor's The Principles of Scientific Manage-

mentll which dealt with the steel industry but was applied

to education by Joseph Rice's Scientific Management in

Education.12? Throughout the period 1910 to 1935, the idea

of applying scientific management methods to education was

81bid., p. 8.
91bid., p. 9.

10350hn Dewey, Moral Principles in Educationm,
(Boston: Houghton, Mifflin and Co., 1909).

llprederick W. Taylor, The Principles of Scientific
Management (New York: Harper and Brothers, 19]1) as quoted
in Johnson and Brooks, p. 10.

12Joseph M. Rice, Scientific Management in Education
(New York: Noble and Noble, 1912) as quoted in Johnson and
Brooks, p. 1l.
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popularized in seeking what Raymond Callahan calls a 'cult
of efficiency."l3

The period of 1935 to the early 1960's saw an
increased emphasis on "life adjustment and democracy in the
classroom. " 14 Although this did not match the early calls
for efficiency, it did not necessarily follow that a great
deal of learning did not take place in the classroom.

After 1960, there seemed to be a greater concern for
discipline in the classroom which prompted the search for
more effective discipline programs. The reasons public
educators sought better discipline programs are many but
relate primarily to philosophical changes by both educators
and society; court decisions dealing with student rights,
integration, and corporal punishment; a more human approach
in working with children; and parental/educator comcerns for
designing a better educational system.

Causes for discipline problems in schools are best
addressed by Dr. Irwin Hyman in 'Oversimplifying the
Discipline Problem"l® and Gonzalo Garza in "Discipline,

Corporal Punishment, and Suspension.“16 Johnson, Vickers,

13Raymond E. Callahan, Education and the Cult of
Efficiency, (Chicago: University of Chicago Press, 1962).

1430knson and Brooks, p. 12.
15Hyman, "Oversimplifying the Discipline Problem."

16Garza, "Discipline, Corporal Punishment, and Sus-
pension."
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and Gadson in "School Violence"l/ and Marolin in"Adolescent
Violence"l® arrive at the same conclusion in stating that
economic and minority status often are causes of disruptive
behavior or violence in schools. Feldhusen in "Behavior Prob-
lems in Secondary Schools"19 believes that the lack of academic
achievement and the absence of traditional values are directly
related to discipline problems.

Nine identified programs will be reviewed in the disser-
tation. The best place to begin when looking at these programs
is in the writings of the individual authors of the programs.
The work of Jacob Kounin is highly significant in that it
provides a groundwork and information for later program design-

ers. Kounin in his work, Discipline and Group Management in

Classrooms, identified several important behaviors of teachers
(firmness, roughness, and clarity) as well as the ripple effect

and withitness.20 Both Feldhusen21 and Charles22

17Johnson, Vickers, and Gadson, ''School Violence."
18Marolin, "Adolescent Violence."

19Feldhusen, "Behavior Problems in  Secondary
Schools."

2033¢c0b S. Kounin, Discipline and Group Management
in Classrooms (New York: Holt, Rinehart and Winston, %9705.
21 30hn Feldhusen, '"Problems of Student Behavior in
Secondary Schools'" in Classroom Management, Seventy-Eighth
Yearbook of the National Society for the Study of Education,

Part I1I, ed. Daniel L. Duke (University of Chicago Press,
1979), p. 237.

22Charles, Building Classroom Discipline, p. 47-58.
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see the significant contribution of Kounin being that of the
importance of understanding group and subgroup behavior.
Brophy and Putnam felt that Kounin identified a major cause
of classroom management problems as being "any factor that
results in delays or confusion."23 FKounin's research
provides us with the first major attempt to ascertain why
certain behavior happens and how to deal with it or avoid
it.

The works of Haim Ginott originally discussed the
opening of communication 1lines between parents and their

children. His two early books, Between Parent and Child24

and Between Parent and Teenager,2? provided the reader with

a communication model that included "I" messages similar to
those of Thomas Gordon. Ginott's discipline ideas were

later expressed in Teacher and Child and advocate ''congruent

communication" with an expression of real feelings and an

avoidance of defeating techniques such as sarcasm. 26

23Jere E. Brophy and Joyce G. Putnam, 'Classroom
Management in the Elementary Grades" in Classroom Manage-
ment, Seventy-Eighth Yearbook of the National Society for
the Study of Education, Part II, ed. Daniel L. Duke
(University of Chicago Press, 1979), p. 191.

24gaim G. Girnott, Between Parent and Child (New
York: Avon Books, 1965).

25Haim G. Ginott, Between Parent and Teenager (New
York: Macmillan, 1969).

26Haim G. Ginott, Teacher and Child (New York:
Macmillan, 1971).
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Charles sees the real strength of Ginott's model in
that he attacks the situation not the character of the
child.2? puke states that the approach of Ginott is
important because it stresses the "importance of good
teacher-student communicatioms.'28
Three specific works spell out the ideas of Rudolf

Dreikurs. These books, Psychology in the Classroom, 29

Maintaining Sanity in the Classroom,30 and Discipline

Without Tears3l express the Adlerian philosophy and training

of Dreikurs. Dreikurs, according to Brophy and Putnam,
opposed artificial punishment but "stresses the value of
allowing natural consequences of maladaptive behavior to
occur."32 Dreikurs, like Glasser, believes that discipline
is not punishment but the setting of limits and accepts the
importance of 1logical or mnatural consequences. He also

emphasizes the importance of recognizing mistaken goals in

27Char1es, Building Classroom Discipline, p. 74.

28Daniel L. Duke, Managing Student Behavior Problems
(New York: Columbia University, 1580), p. 83.

29Rudol1f Dreikurs, Psychology in the Classroom (New
York: Harper and Row, 1968).

30Rudol£ Dreikurs, et.al., Maintaining Sanity in the
Classroom (New York: Harper and Row, 1971).

31Rudolf Dreikurs and P. Cassel, Discipline Without
Tears (New York: Harper and Row, 1972).

32Brophy and Putnam, "Classroom Management in the
Elementary Grades," p. 210.
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dealing with discipline problems. Duke believes the acknow-
ledgement by Dreikurs, that too often traditional punish-
ments do not fit the offense, is an important contribution
to the study of discipline.33

The works of Fritz Redl and William Wattemberg focus
on group behavior as opposed to individualized behavior.
They recognize the importance of allowing students to have a
say in setting rules and deciding consequences. This has
some similarities to the class meeting concepts of William
Glasser. Although their separate works are many, perhaps

the best joint effort is Mental Hygiene in Teaching.34

Separate works of interest are Redl's "Disruptive Behavior
in the Classroom"3° and Wattenberg's '"Ecology of Classroom
Behavior."36 Johnson and Brooks point out that Redl
believes a '"teacher cannot ignore either the immediate
interest or the 1long-range welfare of the pupil in
question"37 when dealing with class disruptions. Chamberlin

feels a significant contribution was made by Redl and

33Duke, Managing Student Behavior Problems, p. 18.

34Fritz Redl and William Wattenberg, Mental Hygiene
in Teaching (New York: Harcourt, Brace and World, l§5§§.

35Fritz Redl, "Disruptive Behavior in the Class-
room," School Review (August, 1975), pp. 569-94.

36yilliam Wattenberg, "Ecology of Classroom Beha-
vior," Theory into Practice Review 16 (October, 1977), pp.
256-61.

37Johnsor:1 and Brooks, "Conceptualizing Classroom
Management, " p. 37.
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Wattenberg in helping one realize that 'goals of discipline
vary" and "that they change with age groups."38

The discipline programs described above provide a
foundation for the more recent and popular programs that
will be discussed in the remainder of this 1literature
review. These programs have borrowed some of the concepts
previously advanced. Their measure of popularity is, at
times, a reflection of their advocacy by different groups or
by their ability to match with various educational philo-
sophies of public school educators.

The L.E.A.S.T. program, adopted by the National
Education Association, is an example of a discipline program
vigorously advocated by a group or organization. The
L.E.A.S.T. program was designed by Robert Carkhuff and the
title is an acronym for 1) leaving things alone; 2) end the
action indirectly; 3) attend more fully; 4) spell out
directions; and 5) track student progress.39 Although the
program has been actively supported by the N.E.A. and state
education organizations, very few schools have adopted the
program. The primary reason for this is that the L.E.A.S.T.

program is primarily counseling oriented and many teachers

380hamberlin, Effective Instruction Through Dynamic
Discipline, p. 25.

39"The L.E.A.S.T. Approach to Classroom Discipline,”
Project on Utilization of Inservice Education and Research
and Development Outcomes, (washington, D.C.: National
Education Association, July 1978).
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do not feel comfortable using it. It is also not seen as
being concrete enough.

The Systematic Management Plan for School Discipline
designed by Daniel Duke is a relatively new program (1980)
and is an outgrowth of Duke's previous writing and research
on discipline including editing the National Society for the

Study of Education's Yearbook Classroom Management.40 This

yearbook which addressed a variety of discipline causes,
programs, and ideas gave Duke the impetus to design his own
discipline program. Duke's SMPSD is an organizational
approach for the total school system that draws heavily on
the management and group ideas of Kounin, Redl, and
Wattenberg as well as the issue of responsibility advanced
by Dreikurs and Glasser. It also incorporates problem
solving strategies similar to those of Thomas Gordon.
Perhaps the best aspect of Duke's program is that it
provides an assessment instrument so that each school can
adequately plan for the implementation of the SMPSD program.
This is the only discipline program that provides this type
of instrument. SMPSD has not been widely disseminated and
therefore has very 1little research validation from the
educational community. It should become more widely known

and utilized in the future.

40paniel L. Duke, ed., Classroom Management, The
Seventy-Eighth Yearbook of the National Society for the
Study of Education (University of Chicago Press, 1979).
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The remaining three programs are the best known and
Tecognizable discipline approaches today. They have been
widely utilized, and each bas known its moment of popularity
with Canter's Assertive Discipline being the most popular
today. However, both Gordon's Effectiveness Training and
Glasser's Reality Therapy still remain popular and are
utilized in some form by many schools.

Thomas Gordon's Effectiveness Training programs were
designed not only for discipline problems but also for
personal use. The programs which are basically communica-

tion models are best expressed in Gordon's P.E.T.: Parent

Ef fectiveness Trainirg"l and T.E.T.: Teacher Effectiveness

Tr:ain:'mg.“2 Two of the most important aspects of Gordon's
programs relate to the establishment of the ownership of a
particular problem or problems as well as the extensive use
of "I" messages and active 1listening techniques. He has
designed a six step program that seeks to find the best
solution to a problem for all concerned. Gordon does not
sanction the use of power by a teacher except that "he does
admit it may be necessary when danger is involved."43 Duke

feels that Gordon's approach is ‘'quite unlike the typical

4lThomas Gordon, P.E.T.: Parent Effectiveness
Training, The Tested New Way to Raise Responsible Caildren,
(New York: Peter H. Wyden, 1974).

42Thomas Gordon, T.E.T.: Teacher Effectiveness
Training, (New York: Peter H. Wyden, 1974).

43Brophy and Putnam, "Classroom Management," p. 213.
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way problems are resolved in class" and does away with the
dependence on teachers "to impose a settlement."44 Many of
Gordon's ideas are borrowed from Ginott and are very similar
to some of the approaches recommended by Glasser.
In 1965, Dr. William Glasser published his first

book, Reality Therapy, which advanced a new approach to

counseling.45 By 1969, Dr. Glasser had evolved his eight
step counseling model into a ten step discipline program for

schools that was detailed in his book, Schools Without

Failure.46 A great deal of research has been conducted on
Reality Therapy in a wide variety of settings. This
research which represents & more substantial amount than
that conducted on the other programs has so far shown that
the place and manner in which the research was conducted
seems to greatly affect the results more than any other
variable. Generally speaking, Reality Therapy can be a time
consuming process that "involves teachers taking a personal
interest in students, making clear to them that they can
control themselves and follow school rules, which they must

do if they expect to stay in school."4’ Glasser himself

44Duke, Managing Student Behavior Problems, p. 85.

"’SWilliam Glasser, Reality Therapy: A New Approach
to Psychiatry (New York: Harper and Row, 65).

46Wi11iam Glasser, Schools Without Failure (New
York: Harper and Row, 1969).

47Brophy and Putnam, "Classroom Management," p. 212.
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states that there is nothing remarkable about his program
but that it works when used correctly and does make school a
better place for teachers and students.#8 Charles believes
that the reason for the attractiveness of Reality Therapy is
the "emphasis on helping, together with the acknowledgement
that a large part of discipline is the student's respon-
sibility."49 Cates and Gang believe that Reality Therapy is
successful because it humanizes the classroom and school.??
Dr. Glasser has expanded Reality Therapy into the area of
Control Theory. Basically, Control Theory is simply the
belief that we all control for certain things in life and
see reality through certain filters that may change our
perceptions or understandings. Dr. Glasser's control theory
ideas are best expressed in his Stations of the yigg51 and

his new work, Take Effective Control of Your Life.?2

Glasser's program borrows some of its ideas from the works

of Ginott and Dreikurs and utilize some of the communication

o 48personal interview with Dr. William Glasser, April
1984.

490har1es, Building Classroom Discipline, pp. 93-94.

505, T. cates and N. J. Gang, ''Classroom Discipline
Problems and Reality Therapy: Research Support,' Elementar
School Guidance and Counseling 11 (December, 1976), pp. 131-
137.

Slyilliam Glasser, Stations of the Mind (New York:
Harper and Row, 1981).

52yilliam Glasser, Take Effective Control of Your
Life (New York: Harper and Row, 1984).
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aspects of Gordon's programs.

The final discipline program, and currently the most
popular armong educators, is Assertive Discipline which was
developed by Lee Canter. The ideas of Canter, which are an
outgrowth of assertion training, were expressed in his book,

Assertive Discipline: A Take Charge Approach for Today's

Educator.?3 Assertive Discipline is designed to be imple-
mented through a five step process. Canter states that the
program 'is designed to give an educator the skills and
confidence necessary to ‘take charge' in the classroom.">4
Assertive Discipline provides both positive and negative

"its unique

consequences to behavior. Charles believes that
contribution is the view that teachers must care enough
about students to limit their self-defeating behavior" and
"that they must insistently and firmly guide students and
apply natural consequences of student behavior."?> Canter
reports that an eighty percent reduction in discipline

problems results in schools where Assertive Discipline is

used.’6 Mandlebaum, et.al. supports Canter's contentions in

33Lee Canter, Assertive Discipline: A Take Charge
Approach for Today's Educator (Los Angeles: Canter and
Associates, 1976).

S41ee Canter, "Taking Charge of Student Behavior,"
National Elementary Principal 58 (June, 1979), p. 33.

55Charles, Building Classroom Discipline, p. 130.

561ce Canter, ''Competency-Based Approach to Disci-
pline--It's Assertive," Thrust for Educational Leadership 8
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a research project conducted with third graders in the
midwest. Significant improvement of the students' behavior
was recorded over the course of the study.57 However, not
everyone supports all the contentions of the success of
Assertive Discipline. Watson states that it wundermines
"beth the socialization 2and educations process” of
schools.?8 Crockenberg believes that Assertive Discipline
works "only by distorting moral language, by pandering to
the defensiveness of teachers about their work, and by
ignoring or denying that children have any significant
rights or needs.”"? The research results are obviously not
conclusive on Assertive Discipline and only time and

continued study will provide an adequate answer.

(January, 1979), p. 13.

57Linda Higbee Mandlebaum, "Assertive Discipline:
An Effective Classwide Behavior Management Program,' Beha-
vioral Disorders 8, 4 (August, 1983), pp. 258-264.

58Mari1yn Watson, "Classroom Control: To What Ends?
At What Price?" California Journal of Teacher Education 9
(Fall, 1982), p. 75.

59yincent Crockenberg, 'Assertive Discipline: A
Dissent," California Journal of Teacher Education 9 (Fall,
1982), p. /3.




CHAPTER IV
JACOB KOUNIN AND GROUP MANAGEMENT

Jacob Kounin is one of the most important entities
in the study of discipline and classroom management. His
research into group management has become the foundation for
a multitude of discipline plans, approaches, or schemes.
Kounin observed teacher and student behavior and its
interaction in a variety of settings and came to a series of
remarkably useful conclusions regarding these observations.
Redl and Wattenberg had previously researched the nature of
groups and how they functioned, but Kounin researched the
manner and method by which a teacher affected group behavior
and how ineffective or effective teaching skills impacted on
group management, discipline, and behavior. This is what
gives Kounin an ascendant position in the study of
discipline. Even before hearing of Jacob Kounin, a great
many experienced teachers will recognize and be familiar
with many of Kounin's findings. It must be remembered and
appreciated that he was the first to identify and
disseminate information regarding teacher and student

behaviors found in the classroom setting.

34



35

Kounin, who has a Ph.D. from Iowa State, began his
interest in classroom and group management one day when a
student was verbally reprimanded for reading a newspaper
during class time. The result was that the student singled
out began to behave better but so did others in the
classroom.l Kounin later identified this reaction in
others in the classroom as the ripple effect. This
discovery led to a great body of research in four various
settings. The four settings were college, kindergarten,
high school, and summer camp. As a result of this research
and an exhaustive study of the data obtained, Kounin

published the work, Discipline and Group Management in

Classrooms.?2

Kounin's research emphasizes group management
because of his belief that "planned and unplanned realities
of a classroom necessitate a teacher bhaving skills that go
beyond curricular planning and managing individual
children."3 1In looking at the impact and broad outcome of
the ripple effect, Kounin found that the ripple effect was

found in each of his four chosen settings but not as

13acob Kounin, Discipline and Group Management in
Classrooms, p. 1.

21bid.

31bid., p. iv.
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extensive in summer camp as compared to the others.4 The
reasons may be many, but the most obvious is that summer
camps are more loosely structured and the adult reaction to
misbehavior is substantially different in a summer camp as
compared to a highly structured classroom setting.

Kounin, after recognizing the universality of ripple
effects, then addressed the subject of desists and the
manner in which they are issued. A desist is a term used
"to designate a teacher's doing something to stop a
misbehavior."® The subsequent ''ripple effect will refer to
the effect of this desist event upon other members of the
classroom."® Kounin identified three qualities of desists.
Charles summarizes these as:

1) Clarity--the desist carried information that
named the deviant, specified the behavior that
was unacceptable, and listed the reasons for
the desist.

2) Firmmness--an "I-mean-it" attitude was
projected with follow through until the child
stopped the misbehavior.

3) Toughness--the desist included anger, threats,

physical handling, and punishment.

Two general statements can be made about desists. These

41bid., pP. V.
31bid., p. 2.
61bid.

7Charles, Building Classroom Discipline, p. 48.
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are: '"(1) that students who are not themselves targets of
a desist are affected by it; and (2) there is a difference
between a supporting desist and a threatening desist."8 A
supporting desist is omne that provides a better, more
appropriate behavior pattern while a threatening desist
implies only the use and importance of punishment. Kounin
also discovered in his analyzing of desists that "the
prestige and rtole of the emitter of the desist makes some
difference.”? Those students who have a high motivation to
learn and a high regard for their classroom instructor will
react more positively to desists with '"task related
behavior"” and "judge desist events more around learning

10

e

In studying the impact of desists and their
relationship to ripple effects, Kounin produced a 1large
amount of information useful for developing one into an
effective classroom teacher. Perhaps what stands out the
most in Kounin's research is the importance of the type of
teacher and the relationship between the teacher and class
and how this effects the quality and potency of the desists.
This is the area of the research that has proven so useful

in training of teachers and developing an effective

8Kounin, Discipline and Group Management in
Classrooms, p. 4.

91bid., p. 6.
101pid., p. 31.
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classroom atmosphere. Duke even states that Kounin deserves
special credit for the advancement of teacher training and
the identification of behaviors that the classroom teacher
needs to acquire.11 Jones and Jones relate that Kounin's
research '"substantiates that the majority of classroom
discipline ©problems «can be alleviated by effective
teaching."l2

Kounin feels that "the commitment to the teacher is
the predominant determinant of students' evaluation of
teachers' desists, when these evaluations have clear good-
bad connotations."!3 1In effect, his studies found that the
desist is more powerful at the elementary level and becomes
weaker at the secondary and college level with the position
or prestige of the instructor directly related to the
students' reaction to the desist and the general reaction to
the ripple effect phenomenon.14

Kounin did not 1limit his studies of classroom
management to the impact of desist or the ripple effect but
continued studying teacher and student behavior by utilizing

videotape sessions and materials. 1In doing this, Kounin

11Duke, Managing Student Behavior Problems, p. 139.

12 3ones and Jones, Responsible Classroom Discipline,

p. 11.

13Kounin, Discipline and Group Management in
Classrooms, p. 37.

14Charles, Building Classroom Discipline, p. 49.
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discovered that ''there were specific categories of teachers'
behaviors that correlated with their managerial success
..."15 and that these behaviors were related to "work
involvement, deviancy rate, contagion of misbebavior, and
effectiveness of desists."l® Teachers' behaviors included
such items as withitness, overlapping, and transition
smoothness or movement management.

Withitness is probably one of the most important of
the identified teacher behaviors. ''Withitness was defined
as a teacher's communicating to the children by her actual
behavior ... that she knows what the childremn are doing or
has the proverbial 'eyes in the back of the head'."17
Charles identifies two important aspects of withitness. The
"first is the ability to select the correct student for a
desist. The second element is attending to the more serious
deviancy when two are occurring simultaneously."18 Duke
addresses the same situation when he defines poor management
practices in the following manner.

Poor management practices were: 1) reprimanding
the wrong child for a deviant act, 2) dealing with

a8 less serious deviancy, while overlooking a more
serious one, 3) permitting a deviance to spread

15Kounin, Discipline and Group Management in
Classrooms, p. 74.

161bid.
171bid., p. 80-81.

186hat1es. Building Classroom Discipline, p. 49.
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before intervening, and 4) pernfé:ting a deviancy

to intensify before intervening.

Kounin further defines the teacher who has withitness as one
who "communicates she knows."20

Two elements of withitness include timing and
target. Timing of a desist and the target of the desist are
both important, because they regulate the degree to which
the desist will be successful. Charles states that
“handling the correct deviant on time was more important to
classroom control than was the firmmess or clarity of a
desist."21

Another identified group management teacher behavior
is overlapping. ''Overlapping refers to what the teacher
does when she has two matters to deal with at the same
time."22 Overlapping means being able to handle more than
one happening in the classroom at the same time. This is
something that all teachers develop to a certain degree.
However, the key is that the students must know attention

was paid to the various issues. Kounin states that "any

overt act, no matter how short or mild, manifesting some

19Duke, Managing Student Behavior Problems, p. 140.

20gounin, Discipline and Group Management in
Classrooms, p. 81.

21Char:les, Building Classroom Discipline, p. 50.

22Kounin, Discipline and Group Management in
Classrooms, p. 85.




41

attention to both issues was adequate to code an overlapping
event."23 The overt act "might be a remark, a direction, or
a simple look."24

As is well known, there is a great deal of movement
and shifting of learning activities in a self contained
classtoom. "A teacher in a self contained classroom ...
must manage considerable activity movement: she must
initiate, sustain, and terminate many activities."23 The
ability to manage this activity bhas a great deal to do with
classroom effectiveness. Brophy and Putnam report that 'the
lessons of effective teachers proceeded smoothly and at a
good pace, but the lessons of teachers who had management
problems lacked coherence."26 They also found that
"students were attentive and involved when lesson followed a
logical structure and move along at a good pace.“27 There
are, however, two mistakes, deemed transitional mistakes,
that can interfere with effective movement management.
These were identified as jerkiness and slowdowns.

Jerkiness consists of four acts that may result in

an ineffective transition from one activity to another.

231pid., p. 87.
241pid., p. 86.
251pbid., p. 92.

26Brophy and Putnam, '"Classroom Management in the
Elementary Grades,' p. 189.

271pid.
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These four acts are thrusts, dangles, truncatioms, or flip
flops. A thrust is when a teacher bursts into sudden
activity before the class or group has been sufficiently
prepared.28 Thrusts are jarring and jerky tramsitions to
the students. A dangle is another act that relates to
jerkiness. This usually happens when a teacher leaves one
activity "hanging in mid-air" and begins another. The
teacher then realizes that the first activity is still
dangling and returns to that activity. This leaves some
students focusing on both the first and second classroom
activities.29 Truncations are "the same as a dangle, except
that in a truncation the teacher does not resume the
initiated, then dropped activity."30 The final aspect of

jerkiness is identified as flip-flops. In a flip-flop "a
teacher terminates one activity, starts another, and then
initiates a return to the activity she had terminated."31
This and the other jerkiness activities interfere with
classroom learning and contribute to misbehavior. Corno

states that 1learning is '"significantly greater when the

28Kounin, Discipline and Group Management in
Classrooms, p. 93.

291pbid., p. 100-101.
301pid., p. 101.
311pid.
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classroom activity has a high degree of continuity."32

The second transitional mistake is identified by
Kounin as slowdowns. "Slowdowns consisted of those
behaviors initiated by teachers that clearly slowed down the
rate of movement in a[n] ... activity."33 Two main
categories of slowdowns were identified. These were
overdwelling and fragmentation. Each of these categories of
slowdowns had one or more sub-categories.

Overdwelling means that a teacher spent too much
time on an issue 'that was clearly beycnd what was necessary
for most children's wunderstanding or getting with an
activity."34 Behavior overdwelling is also known as nagging
or preaching. This type of overdwelling was "beyond what
was adequate to get a misbehavior stopped or to produce
conformity."35 Actone overdwelling is different in that
it concentrates on "a sub-part of a more inclusive behavior
unit."3® In effect the concepts are not as important as the

details. The third type of overdwelling is prop

32Lyn Corno, 'Classroom Instruction and the Matter
of Time," Classroom Management, ed. by Daniel Duke, Seventy-
Eighth Yearbook of the National Society for the Study of
Education (Chicago, Illinois: University of Chicago Press,
1979), p. 273.

33Kounin, Discipline and Group Management in
Classrooms, p. 102.

341pid.
351bid.

361bid., p. 103.
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overdwelling. Charles explains that '"this happens when
teachers devote more time and attention to physical props
than to the lesson."37/ 1In effect, the pencil or worksheet
become more important than the lesson, thus extending the
lesson beyond a normal time span. Task overdwelling is the
final example identified by Kounin. This is very similar to
behavior overdwelling but instead the focus is on the task.
Kounin states that:

In task overdwelling, the teacher overelaborates

explanations and direction beyond what will be

required for most children to understand, to the

point where most children would actually be held

?gck from progreﬁﬁéng with the task if they were

istening to her.
Overdwelling tends to extend the 1lesson and inhibits
learning by the students. Fragmentation inhibits learning
also but by breaking up the learning activity into very
small components.
Fragmentation, as stated, "is a slowdown produced by

a teacher's breaking down an activity into sub-parts when
the activity could be performed as a single unit."39 Two

types of fragmentation were identified by Kounmin. Group

fragmentation takes place when an instructor has "members of

37Charles, Building Classroom Discipline, p. 53.

38Kounin, Discipline and Group Management in
Classrooms, p. 104.

391bid., p. 105.
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a group do something singly and separately what a whole
group could be doing as a unit and at one time."#0 The
result of this action by the teacher is that there is a
significant amount of time when some students may be idle.
This slows down class activities. The second type of
identified fragmentation is prop or actone fragmentation.
This happens when an action or behavior is broken into
smaller components and the focus is on "these separate sub-
parts when the behavior could have been performed as a
single, uninterrupted sequence."41 Sub-parts may be either
props or actones. It may seem that jerkiness and slowdowns
are not that important, but according to Charles, "Kounin
found that teachers' ability to manage smooth transitions
and maintain momentum was more important to work involvement
and classroom control than any other behavior management
technique."42 Jones and Jones state ''that one important
aspect of prevention 1is assuring that the class runs
smoothly and that students are not faced with frequent or
extensive periods of confusion or boredom. "43

Kounin knew that teachers had as their paramount job

"to work with a group of children in one room at one

4071pid.
4lipid., p. 106.

4?-Char1es, Building Classroom Discipline, p. 54.

4330nes and Jones, Responsible Classroom Discipline,
p. 201.
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time."44 He also recognized that the hardest thing facing a

was to maintain a strong, concerted group focus.

Kounin identified three parts or dimensions of group focus.

These were:

(1)

(2)

3

Format--designed to get at the set up of the
activity imn regard to the amount of
participation required of members of the
group;

Group Alerting--designed to ascertain the
degree to which teachers keep children on
their toes; and

Accountability--designed to measure how much
the teacher holds the members of EPe group
accountable for their performances.4

He also developed a series of techniques that may help the

individual teacher a higher amount of group focus.

Charles

effectively summarizes Kounin's suggestions to increase

group alerting which Charles calls attention as well as

summarizing accountability techmniques.

alerting are:

1)

2)

The teacher attracts attention by 1looking
around the group in a suspenseful manner, or
saying "Let's see who can..."

The teacher keeps in suspense who will be
called on next and avoids a predictable
pattern of response.

Classrooms, p. 109.

44Kounin, Discipline and Group Management

431pbid., p. 113.

Techniques which may be employed to increase group

in
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3) The teacher varies unison responses with
individual responses.

4) Nonreciters are alerted that they may be
called on gn connection with a reciter's
response...4

Techniques are also given which may increase accountability
on the part of the student. These are:

1) All students hold up props for the teacher to

see...

2) The teacher asks all members to observe and
check on accuracy while one member performs.

3) The teacher asks all members to write the
answer, and then at random calls on several
students to respond.

4) The teacher circulates and observes the
responses of nonreciters.

5) The teacher calls for a unison tespomse and
then checks individuals at random.‘*e/s

Although all three dimensions of group focus are important,

Kounin found that group alerting or attention was the most

important.48 He also found that "two gross kinds of

academic activities: recitation and seatwork"49 are used

extensively which can result in satiation.

46Charles, Building Classroom Discipline, p. 55.

471bid., p. 54-55.

48Kounin, Discipline and Group Rmnageﬁent in
Classrooms, p. 124.

491bid., p. 125.
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"Satiation means getting filled up with something,
getting enough of it, getting bored."0 Rounin has
identified behavioral signs such as "more f£frequent and
longer pauses, more looking elsewhere, more escapes (tying
shoe 1laces, sharpening pencils...)"51 as signals that
satiation exists. However, '"satiation does not occur, or
occurs very slowly, when there is a feeling of progress
since the essential condition for producing satiations is
repetitiousness"52 without noticeable progress. In addition
to progress, challenge and variety help reduce incidence of
satiation. All three are addressed whem an instructor
utilizes "a wide range of instructional skills to ensure
that students were more consistently and actively engaged in
instructional activities."?3 Kounin calls for a change in
the duration of activities; challenges to various levels of
learning within the class; an altering of routine; changes
in group configuration; and, a wide variance of 1lesson
presentations.54 Perhaps many of the problems classroom

teachers face today are a result of satiation and the

50charles, Building Classroom Discipline, p- 56.

Slgounin, Discipline and Group Management in
Classrooms, p. 127.

321bid.

53Jones and Jones, Responsible Classroom Discipline,

p. 161.

54Kounin, Discipline and Group Management in
Classrooms, p. 128-135.
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failure of the teacher to address the need for true
progress, variety, and an educationally challenging
environment.

The work of Jacob Kounin is not only important
because it began the movement towards a different manner in
which to handle discipline situations but also because of
the vast information and techniques it provides to the
novice as well as the experienced educator. The issue of
classroom management is of utmost importance and “refers to
the provisions and procedures necessary to establish and
maintain an environment in which instruction and 1learning
occur."?3 Contrary to what many educators think, the
concern for group management does not neglect the individual
child. Kounin states that 'the mastery of group management
actually enables the teacher to program for individual
differences and to help individual children."® 1t
certainly is true that "students behave more appropriately
and learn more when teachers employ sound instructional
methods."?7

Although Kounin addresses discipline as only an

element of classroom management, the insight he provides has

55Duke, Managing Student Behavior Problems, p. 139.

56Kounin, Discipline and Group Management in
Classrooms, p. 144.

57 Jones and Jones, Responsible Classroom Discipline,

p- 180.
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been used by many others who have actively addressed the
issue of discipline, including Ginott, Glasser, Dreikurs and
Duke. The techniques of classroom management provided are
useful regardless of the discipline program one elects to
use. Feldhusen calls Kounin's work a '"classic study of
teacher's techniques for classroom management and discipline
in elementary and secondary classrooms."28 Certainly,
"teachers who exhibit the kinds of management skills
identified by Kounin ... are usually able to deal
successfully with behavior tasks."? His research does
indicate that students respond better to those "who are
better able to monitor and react to situations and create a
well organized atmosphere in which students are actively
involved."®0 Kounin says it best when he indicates that
"mastery of group management techniques enables a teacher to
be free from concern about management."®l Brophy and
Putnam, however, wonder if Kounin's work does not leave
"little room for the systematic use of ignoring in an

attempt to extinguish misbehavior that is not trivial and

58Feldhusen, "Problems of Student Behavior in
Secondary Schools,'” p. 237.

59Chamberlain, Effective Instruction Through Dynamic
Discipline, p. 13.

60Jones and Jones, Responsible Classroom Discipline,

p- 48.

6lKounin, Discipline and Group Management in
Classrooms, p. 145.
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persistent."62 But they do admit that Kounin's work is the
only large scale research done in the area of classroom
management.63

Even this relatively insignificant criticism can not
lessen the impact of the group management studies of Kounin.
His contribution to the study of discipline and future
discipline programs is obvious. It is no wonder that many
other designers of programs incorporate his ideas and

observations of group management into their own programs.

62Brophy and Putnam, 'Classroom Management in the
Elementary Grades," p. 206.

631bid., p. 200.



CHAPTER V
THE GINOTT MODEL FOR DISCIPLINE

The Ginott Model for Discipline was developed by Dr.
Haim G. Ginott. Dr. Ginott, before his death in 1973, had
been a professor of psychology at New York University. His
basic philosophy was first expressed in two works. These

are Between Parent and Childl and Between Parent and

'I.‘eenager.2 His work, Teacher and Child,3 published in

1972 sets forth a method by which the classroom teacher may
effectively address discipline problems.
The philosophy that Dr. Ginott espoused centers

around a remarkably true statement found in Teacher and

Child. This statement aptly illustrates the power that a

teacher possesses in a classroom. Dr. Ginott states:

I have come to a frightening conclusion. I am the
decisive element in the classroom. It is my
personal approach that creates the climate. It is
my daily mood that makes the weather. As a

lGinott, Between Parent and Child.

zGinott, Between Parent and Teenager

3Ginott, Teacher and Child**
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teacher 1 possess tremendous power to make a

child's life miserable or joyous. I can be a tool

of torture or an instrument of imspiratiemn. 1 can

humiliate or humor, hurt or heal. 1Imn all situa-

tions it is my response that decides whether a

crisis will be esqflated or de-escalated, and a

child de-humanized.
Ginott believed his approach would enable the teacher to
handle the awesome responsibility of teaching and provide
the skills needed "for dealing effectively and humane with
minute-to-minute happenings - the small irritatioms, the
daily conflicts, the sudden cr:ises.“5

Ginott's Model of Discipline is basically a communi-

cation model that advances the use of congruent commun-
ication which is essentially '"a way of talking that is
harmonious and authentic in which teacher messages to
students match the student's feeling about the situations
and themselves."® Congruent communication is important in
the classroom because it establishes and can control the
climate of a particular classroom. Ginott states that
"learning depends on the emotional climate engendered by

empathy and civility . . . the chronological distance and

psychological chasm that separates children from adults can

41bid., pp. 15-16.
51bid., p. 38.

6Cha‘::les, Building Classroom biscipline, p. 75.
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be bridged only by genuine empathy . . ."7  Dpuke states that
teachers too often '"underestimate the power of words they
use."8
In order to communicate effectively with students,
Ginott advocates the use of sane messages. The cardinal
principle and attribute of sane messages is to talk to the
situation, not to be the personality and character."9
Dealing with the situation at hand and not becoming
vindictive or personal is very important. Ginott feels that
adults often send insane messages that tell "children to
distrust or deny their feelings or inner reality . . . they
tell children to deny their feelings about themselves and to
rely on others for judgement of their self worth."10 one
can only win respect when one is authentic and the words
adequately fit the feelings that exist in the situation.
Ginott's method provides for both the use of "I" and
"you" messages. The ''I'" messages are very similar to those
envisioned by Thomas Gordon and his Effectiveness Training
programs. Ginott believes that "I" messages are especially
appropriate when the teacher is angry or upset about the
existing classroom behavior. When the teacher is angry, "I"

messages avoid attracting the problem student personally,

7Ginott, Teacher and Child, p- 77.
8Duke, Managing Student Behavior Problems, p. 83.
9Ginott, Teacher and Child, p. 84.
10Charles, Building Classroom Discipline, p. 76.
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but do address the situation. Ginott states 'the salvation
of communication between teacher and child depends on
learning to express nuances of anger without nuances of
insult."1l Dealing with anger appropriately allows the
teacher to model effective behavior in stressful situations
and also gives the teacher the opportunity to show the
diversity of the English language by "expressing anger in
elcguent terms."12 Even simple statements such as "I am
angry" can be very appropriate. These direct statements are
very timely and found in several other discipline programs
especially those of Glasser and Gordon. When the words are
authentic and fit the feelings one wins respect from the
students.13

"You'" messages are used when "“responding to the
child's plight, complaint, or request."14 "You" messages
are essentially feeling messages and are found in a great
many counseling methods but especially those espoused by
Carl Rogers. "You" messages that are effective have the
following attributes according to Ginott:

It accurately acknowledges the child's statement

or state of mind.
It does not deny his perception.

1lGinott, Teacher and Child, p. 87

12¢charles, Building Classroom discipline, p. 77.

l3Ginott, Between Parent and Teenager, p. 55.

l4Ginott Between Teacher and Child, p. 96.
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It does not dispute his feelings.
It does not disown his wishes.

It does not deride his taste.

It does not denigrate his opinioms.
It does not derogate his character.
It does not degrade bis person.

It does not argue with his experience.l5

The effective use of both "I" and "you' messages helps one
to avoid labeling and provides the opportunity for the child
to cooperate in a situation and to choose a more productive
behavior in the future. These messages also work very well
in dissipating anger that may exist between a parent and
child without creating a crisis situation.l®

Ginott feels that "children need guidance, not
criticism"l/ and that "helpful correction is direction. It
describes process. It does not judge products or per-
sons."18 Thus, Ginott believes that efficacious communica-
tion in the classroom not only establishes the climate but
controls the learning environment. "Simply because students
do not appear to pay attention in class does not mean they
are unaware of what teachers are saying."19

The proper use of "I" and "you" messages provides an

opportunity to openly express one's feelings and also

151pid., p. 97.

16Ginott, Between Parent and Teenager, PpP- 98-99.

17Ginott, Teacher and Child, p. 104.
181pid., p. 103.

19Duke, Managing Student Behavior Problems, p. 83.
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address the needs and concerns of children in the classroom.
This communication when used properly allows the acceptance
and acknowledgement of the beliefs and feelings of the
students in the class as well as providing a means to
correct or direct bebhavior. It also avoids sarcasm,
therefore avoiding damaged self esteem or the 1labeling of
students which Ginott sees as disabling.zo
Ginott provides a summary of the types of things

that a teacher is called upon to do in the course of the
daily routine. Congruent communication, when 1learned and
practiced, can provide the skills to:

motivate learning

encourage autonomy

bolster self-esteem

engender self-confidence

allay anxiety

diminish fear

decrease frustration

defuse rage

de-escalate conflict21

Ginott believes that the use of praise need to be
carefully evaluated and observed by the classroom teacher.
He states that "praise consists of two parts: what we say to
the child and what he in turn says to himself."22 Ginott

feels that too many teachers use praise to "manipulate
y P P

20Charles, Building Classroom Discipline, pp. 79-80.

21ginott, Teacher and Child, p. 120.
221pid., p. 126.
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student feelings about themselves."23 Praise may have a
detrimental effect if it is used about the character of a
student. "Teachers need to concentrate applauding specific
acts without including . . . the personalit:y."24 Praise
should not be judgmental or evaluative but descriptive in
nature. Praise appropriately designed and used should
encourage, motive, and support.25

It should be obvious that Ginott sees the teacher
and the teacher's behavior as the most important element in
maintaining classroom discipline. The wuse of congruent
communication with its sane messages and the effective use
of "I" and "you" messages contribute to the overall learning
atmosphere of the classroom and helps reduce discipline
problems. To Ginott "the essence of discipline is finding
effective alternatives to punishmem:."26 Good communication
allows one a means to direct or re-direct imappropriate
behavior. It must be remembered that "good discipline is a
series of little victories"2’/ and that threats and punish-
ment do not necessarily make a child more homnest or more

responsible but it may certainly make the child more

23Char:les, Building Classroom Disciplipe, p. 81.
241pid.
251pid., p. 82.

26Ginott, Teacher and Child, p. 147.
271bid., p. 148
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careful.28

Ginott holds that the teacher's own self discipline
is very important. By modeling appropriate behavior, when a
discipline problem arises, the teacher is able to help
children learn how to handle difficult situations. Teachers
using Ginott's model and exhibiting appropriate discipline

should:

Recognize feelings

Describe the situation

Invite cooperation

Are brief

Model appropriate behavior

Discourage physical violence

Do not criticize, call names, or insult
Focus on solutions

Allow face saving exits

Allow the children to set their own standards
Are helpful

De-escalate conflicts29

Ginott borrows heavily from the work of Jacob

Kounin30

when discussing how to handle unpredictable group
behavior in the classroom. Ginott re-emphasizes and con-
firms the importance of a teacher having 'withitness" or the
ability to know what is going on at all times in the

classroom.3l He also supports the relevance and importance

281pid., p. 151.
29Charles, Building Classroom discipline, pp. 83-84.

30Kounin, Discipline and Group Management in Class-

rooms.

3lginott, Teacher and Child, p. 174.
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of overlapping, movement management, and group focus as
emphasized by Kounin. (See Chapter 4.)32 Ginott's work as
well as Kounin's stresses the importance of an effective
classroom climate and the role of a teacher in creating and
maintaining this climate.

Ginott's Model of Discipline is mot a "recipe” model
but one that accepts the importance of the teacher in
creating an appropriate learning atmosphere. Through short
vignettes, Ginott effectively illustrates the best and the
worst of teachers. Over and over again, he emphasizes the
importance of the educational, social, and emotional
atmosphere of the <class. Teachers who use congruent
communication methods are viewed as being more successful
because they succinctly state the situation, what is to be
done, and that they respect and are aware of the feelings of
the student. The use of "I" and "you" messages contributes
greatly to the success of the teacher and allows for an
effective manner in which one may deal with very strong
emotions. Punishment is seen as solving nothing. But
guidance, re-direction, and praise used properly help the
student become more responsible and thus more successful in
class.

Ginott's message is a strong ome and, in reality,

expresses not only the importance of communication skills

321pid., pp. 175-178.
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but buman relation skills as well. Certainly, his ideas and
techniques may be highly appropriate for the majority of
classroom difficulties and, just as certainly, the climate
of the classroom effects learning, discipline, and human
growth. However, Ginott's method fails to address the
habitual problem student in need of psychological help, or
the student who does not wish to remain in school and is
actively seeking dismissal. Ginott's basic premise of
establishing a climate that promotes optional learning is
valid regardless of the discipline method chosen by the

classroom teacher.



CHAPTER VI
REDL AND WATTENBERG'S APPROACH TO DISCIPLINE

Fritz Redl and William W. Wattenberg wrote onlyone

major work together, Mental Hygiene in 'l‘eaching,1 although

a great many of their individual efforts or works with
others closely paralleled each other. Redl had been born in
Vienna, Austria, and came to the United States in 1936 where
he became a professor at Wayne State University. Redl also

wrote When We Deal with Children 2 and Controls from

WithinJ with David Wineman in addition to several journal
articles addressing the maladaptive child. William Watten-
berg recieved his doctorate from Columbia University and
eventually taught at Wayne State University. Redl and

Wattenberg's Mental Hygiene in Teaching looks at both the

psychological and social forces that affect behavior in the

1Red1 and Wattenberg, Mental Hygiene in Teaching.

2Fritz Redl, When We Deal With Children, (New York:
The Free Press), 1966.

3Fritz Redl and David Wineman, Controls From
Within: Techniques for the Treatment of the Aggressive
Child, (Glencoe, 111.: The Free Press), 1952.
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classroom. They believe that, as Kounin does, the group is
distinctly different from the individual and that a teacher
needs to understand group processes as well as individual
nuances in order to effectively teach and maintain order.
Redl and Wattenberg envisioned the group as an

organism"’

and that each individual group has a particular
pattern of cliques and subgroups that provide unique
characteristics of that group.s In addition, they believe
that one must understand the reason behind certain behavior
and that often "motivation is . . . a key concept in the
study of behavior."® Redl and Wattenberg were cognizant
that a great amount of knowledge had been collected on the
individual and the individual's development, goals, and
behavior. However, they also admitted "that teachers seldom
deal with students on a purely individual basis"/ and "we
never work with the individual in mid-air; school classes
are groups."8 To them a group 'creates conditions such

that its member parts will behave in certain ways because

they belong to it: at the same time, the manmer in which the

4Redl and Wattenberg, Mental Eygiene in Teaching,

p- 266.
31bid., p. 267.
61bid., p. 46.

7Char:les, Building Classroom Discipline, p. 32.

8Redl, When We Deal With Childrem, p. 257.
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parts function affects the whole."? Essentially, this
means that “group expectations strongly influence individual
behavior, and individual behavior, in turn, affects the
g'l.'oup."10 Their main goal was to assist the teacher in
dealing with group behavior. As they stated, “teachers need
as much help in their task of effective group leadership as
in studying the individual chilg."1l

Each group has several individuals playing different
roles. The most easily recognizable and significant roles
are the leader, the clown, fall guys, and instigators. The
leader is one who "is almost sure to stand out by giving
instructions, settling disputes, co-ordinating activity, or
setting an example which others follow."12 Most leaders
share certain qualities according to Charles and these are
an above average intellect, socio-economic skills, better
social skills, and a greater degree of exhibited responsi-
bility.13 Each group also may or may not have an advocate.
According to Redl and Wattenberg this person may not have

all the skills to be a leader but is often superior to the

9Redl and Wattenberg, Mental Hygiene in Teaching,

p. 267.
10Char1es, Building Classroom Discipline, p. 258.
11Red1, When We Deal With Children, p. 258.

o, 271 12Redl and Wattemberg, Mental Eygiene in Teaching,

13Char1es, Building Classroom Discipline, p. 33.
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leader because he/she is "more facile with words or ideas"
and can defend "the group against charges from adults."14

The class clown is someone who teachers are very
cognizant of and often deal with on a daily basis. Clowns
often play the group entertainer but may do so to hide
"feelings of inferiority."15 Clowns often reflect the true
feeling of the group about the teacher and class and have
the group's tacit approval for their behavior. Clowns also
may act as a facilitator for the teacher and class in
getting through a particularly difficult situation.

Fall guys are those who provide others in the group
"a great psychological secutity"l6 because they often take
the blame for something done by others. The fall guy allows
others to misbehave because he/she can be manipulated to
take the punishment. The instigator is similar to the fall
guy but only in an opposite sense. An instigator "may be
skillful in setting the stage for fights; they suggest
pranks, they spread gossip,"l7 but they never are blamed for
the group's action. It is important for the teacher to

ascertain whether an instigator is guilty of causing some of

l4ged1 and Wattenberg, Mental Eygiene in Teaching,

P.- 274.
15Charles, Building Classroom Discipline, p. 33.
275 16Redl and Wattemberg, Mental Hygiene in Teaching,
P- .

171bid., p. 290-293.
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the group's problems and to unmask the instigator.

Each of these roles provides a person a sense of
belonging to the group. The totality of all the roles and
the manner in which they interface is called group dynamics.
Group dynamics is especially important to Redl and Wartten-
berg because it helps one understand some of the problems
that may exist in a classroom. As important as group
dynamics is group climate. Group dynamics is a result of
the actions of members of the group. Group climate is a
result of the actions and beliefs of the teacher and
directly affects the manmner in which group dynamics develop.
Group climate can be described as the "basic feeling that
underlies the life of a group, the sum total of everybody's
emotions toward one another, toward work and organization,
toward the group as a unit, and toward things outside."18
Redl has identified four distinct group climates. The
punitive climate reflects the teacher's lack of respect for
the students and is highly autocratic. The emotional-
blackmail climate is one in which the teacher plays on the
emotions of the students and makes them feel guilty for
their behavior. The class that finds competition as the

only answer for their daily school 1life reflects the

18red1, When We Deal With Children, p. 290.
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hostile-competition climate. Finally, the group-pride
climate is one which finds everyone emotionally tied to each
other for the good of the group, class or school. This is
the most acceptable to Redl of the four groups.19
Redl believes that not only will group climate affect

group dynamics but also group morale. The "morale of a
class is . . . influenced by relationships between groups
and by community conditions."20 The community conditions
mentioned can be those in the classroom community which may
be adversely affected by mistakes in organization by the
teacher. These mistakes may create emotional strain on the
group exhibited by anxiety or boredom. Redl 1lists the
possible mistakes in organization as follows:

Too Much Autocratic Pressure

Too Little Security

Too High or Too Low Standards for Group Behavior

Too Much Organization

Out of Focus Group Organization

Lack of Tact

Inconsistency in Promise and Threat

Wrong Use of Techniques 9

Plan for Revenge Instead of Educational Change 1

All of this may directly affect the way a group

behaves towards others as well as itself. Redl and

Wattenberg recognize six distinct behaviors that reflect

191pid., p. 290-293.

20Red1 and Wattenberg, Mental Hygiene in Teaching,
pPp. 282-290.

21Redl, When We Deal With Children, pp. 293-296.
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group dynamics. These are: contagion of behavior, scape-
goating, cultivation of mascots, teacher's pets, reaction to
strangers, and group d:is:‘mtegl':ation.22 Each of these
behaviors is important and are encountered by every
educator.

Contagious bebhavior simply means that when one
student does something in class there is a possibility that
others may also respond with the same behavior. If the
bebhavior is inappropriaste "other students may follow,
especially, if the instigator has high status."23 The
manner in which the behavior is handled by the teacher will
directly relate to its extinction or spread. However, if
the behavior is a good behavior, teachers can and should
"enthusiastically encourage it, reinforce it, and give
status to those who behave appropriately."24

Scapegoating takes place when the group is '"likely to
displace this feeling of hostility upon an unpopular
individual or subgroup.“25 This is obviously not only
unacceptable but can be highly detrimental to the person

involved. Sometimes, groups instead of scapegoating the

2?-Redl and Wattenberg, Mental Hygiene in Teaching,
PP. 282-290.

23Char1es, Building Classroom Discipline, p. 34.

241p34.

25Redl and Wattenberg, Mental Hygiene in Teaching, p.

284.
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less popular student will cultivate them as mascots. This
usually involves a student whom the others view as
"different from themselves but in a way which makes them
feel superior in a nonpunitive style."26 The person chosen
to serve as a mascot may be undersized or handicapped in
some manner. Redl and Wattenberg see the cultivation of a
student as a mascot "less harmful than open prejudice or
discrimination."27

The impact of teacher's pets is obvious. The group
generally 'reacts with jealousy and resentment."28 This
does not mean that an educator should not provide extra help
when needed but does call for caution in the manner in which
the assistance is provided. It is not uncommon for the
group to also be stressed by a stranger in the classroom.
"One effect of a stranger is to increase group tention."29
If the stranger is a new student the group may either choose
to help the student or may elect to test the student by
exhibiting a wide variety of behaviors. If the stranger is
an adult, the group may react in a way that exhibits support
for the teacher. They may just as well respond to the

stranger by being rude and discourteous. Each teacher would

261bid., p. 285.
271bid.

28Charles, Building Classroom Disciplinme, p. 35.

29Red1 and Wattenberg, Mental Hygiene in Teaching, p.

288.
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be wise to establish "a standard procedure to be followed
whenever a stranger enters the classroom."30

Perhaps the worst thing that can happen to a once
coherent, wunified group 1is group disintegration. The
reasons for group disintegrations are several and may be
reflected in minor ways such as boredom or more seriously
with the demonstration of verbal abuse or fighting. Redl
and Wattenberg feel that the teacher needs to look at
his/her method and organization if disintegration begins.
Some readily recognizable causes for group disintegration
include extensive periods of empty waiting; the assignments
of tasks that can not be completed; poor teaching methods;
extreme emphasis on competition; excessive criticism of the
students; and, any major changes in the structure of the
group.-”l

As previously stated groups are effected by the
climate established by the teacher as well as by any
organizational mistakes committed by the instructor. This
re-emphasizes the importance of the role or roles chosen by
the classroom teacher. Each teacher is called upon to fill

many different roles or images. Charles summarizes these

roles very aptly. Some of them are:

30Char1es, Building Classroom Discipline, p. 35.

289 ZZ;Redl and Wattenberg, Mental Hygiene in Teaching,
P- -290. g
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are representatives of society.
are judges.

are a source of knowledge.

belp students to learn. . .

are referees.

are detectives.

are models.

reduce anxiety. . .

support student egos. . .

are group leaders.

Teachers
Teachers
Teachers
Teachers

are surrogate parents.
are targets for hostility.
are friends and confidantes

are objects of affection. . .32

Additionally, the teacher must "influence the behavior and

growth of the individual and to influence the behavior and
growth of the group."33 But even if the teacher effectively
this does not mean that

fulfills all possible roles,

problems will not exist. However, given the knowledge of

group behavior one should be able to manage most disruptive

Fully ninety percent of "all discipline cases are
n34

behavior.
at least partially group-or-socially-oriented.

Redl has identified three factors that are involved
when disruptive bebavior takes place in the classroom.

These are:

1) disruptive behavior is produced by one child
and flows primarily from within him. . .

32Charles, Building Classroom Discipline, p. 36-37.

33Red1, When We Deal With Children, p. 262.

34Chamberlin, Effective Instruction Through Dynamic
Discipline, p. 294.
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2) disruptive behavior is produced by something
that the classroom setting did to our young-
ster . . .

3) disruptive behavior of an individual child
only seems to be 'his problem.® 1In reality,
the whole group is in a state of unbearable
tension or disorganization, and what 1looks
like disruggion . . . is really a breakdown of
the group.

Redl has identified twenty reasons for disruptive behavior.
Instead of giving them all, only a portion will be stated.
They are:

1) Bored stiff

2) Waiting for 'hurdle help’

3) Normal reaction to mismanagement

4) Misperception of adult's intent

5) Communicational despair and motivational ac-

cusation

6) Spillover effect from preceding events

7) Testing the limits

8) Just for the heck of it

9) Practice of group-manipulation skills

10) Eruption of interpersonal tensions and feuds36
The majority of these are self-explanatory but communica-
tional despair and motivational accusation is an expression
of disillusionment with the "intensity of disruption and
disillusionment."3’/ Whatever the reason for the disruption
or discipline in the classroom, it becomes necessary and

appropriate for the teacher to engage in diagnostic

35Redl, Disruptive Behavior in the Classroom, p.

371.
361bid., p. 572-588.
371bid., p. 577.
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thinking.

The essential characteristic of such thinking is
that it is primarily concerned with determining
the nature of a situetion, figuring out the
;c.m(sit_:ellaﬁion of fzctors WI?BCh produced it, and
inding the point of attack.
Charles feels that '"diagnostic thinking is mnot magic.
Diligence and persistence are necessary for making it an
effective tool."39 Diagnostic thinking is seen as a five
part process that "involves first hunch, fact gathering,
hidden factors, acting and flexibility."40
Redl and Wattemberg's first hunch is nothing overly
rematkable. They 'are rarely reasoned" and “represent the
echoes of a person's previous experience."41 It is simply a
feeling about a situation before any data is gathered and is
based on past activities. As Redl and Wattenberg state
"before 1logical thought can be brought to bear, these
memories merge and suggest a theory. . . ."42  The next step

in dealing with a situation "is to bring to bear the facts

we already know and those that we can gather readily by

38Red1 and Wattenberg, Mental Hygiene in Teaching,
p. 328.

39Charles, Building Classroom Discipline, p. 37.
401pid., p. 38.

4lgedl and Wattenberg, Mental Hygiene in Teaching,

p. 328.
421pid.
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observation."43 Once the facts and motivation or other
hidden factors have been gathered, the teacher can then
develop a workable hypothesis. "Although the full pattern
of causation is not know, it is possible to take a first
step on the basis of our understanding of the meaning of
conduct . "44

Once the hypothesis is developed, it must be acted
upon. It is important to remain flexible when acting and to
appropriately judge the timing of the action. As Redl and
Wattenberg state, "it is essential that we do not only
decide what to do but when to do it."43 Charles states that
"feelings are very important . . ., teachers should . . .try
to put themselves in the students' place, see how the
students feel, and vary their actiomns accordingly."46

Each teacher employs a great many techniques to
maintain discipline. These techniques are called influence
techniques and depend upon two preliminary consideratioms.
The first 1is clarity. The "effectiveness of influence
techniques depends upon how cleer children are as to the

issue involved."#7 The second consideration is authority

431bid.
441pid., p. 329.

451bid., p. 339.

46Chaw:les, Building Classroom Discipline, p. 38.

47Red1 and Wattenberg, Mental Hygiene in Teaching,
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hierarchy and it concerns the manner in which children react
to authority and ascribed prestige. It should also be
remembered that "goals of discipline vary and also that they
change with agt-z-gr:oups."“8 In looking at various discipline
influence techniques, Redl and Wattenberg were able to
isolate four broad categories. These are supporting self-
controi, offering situational assistance, appraising
reality, and invoking the pain-pleasure pw:inciple.49 Redl
also feels that "the 'discipline we have' . . . usually
refers to the degree of organization we have achieved in a
group"” and that the "'discipline we use' . . . mean[s]
anything we do to establish, maintain, or repair order in
our groups."50 Whichever influence techniques chosen should
be applicable to Redl's law of marginal antisepsis. This
simply means that the "technique that is right in terms of .
. . problems must be at least harmless in its effects upon
the total group."51

Those methods that are part of the supporting self
control influence technique are effective "because all are

low pressure methods, the teacher awards the problem of

p. 346-347.

480hamberlin, Effective Imstruction Through Dynamic
Discipline, p. 25.

49Charles, Building Classroom Discipline, p. 39.

50Red1, When We Deal With Childrem, p. 260.

Slibid., 264.



- 76

having to deal with the aggression which forceful
interventions produce."52 Six methods are applicable to
supporting self control techniques. These, all of which
allow the student to maintain his autonomy, are: signals,
proximity controls, interest boosting, humor, planful
ignoring, and irritability drain-off.?3 All of the methods
are used by successful teachers to a varying degree.

Signals may mean simply to look at a child or to
"catch the eye of a child beginning to get in to
mischief."94 Proximity controls means closing the distance
between teacher and student. Very often "the mere fact of
coming close to youngsters or having them around or near the
adult . . . have a calming effect on the children."?? It
may even include a “"friendly, steadying gesture“56 and often
a friendly pat on the back '"may make all the difference
between failure and success."?’/ Interest boosting means to
show interest in the students work by observing or checking

the work.

52ped1 and Wattenberg, Mental Hygiene in Teaching,

p- 348.
331bid., p. 348-349.
341bid., p. 349.
55Redl, Controls from Within, p. 164.
350 56Red1l and Wattenberg, Mental Hygiene in Teaching,
P .

57Redl, Controls from Within, p. 165.
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Humor has 1long been recognized as an effective
discipline method. Redl states that "a sense of humor is so
obviously the most vital characteristic of the skillful
handler of discipline problems or tough group situations
that its possession must be among the prime requisites for
the job"58 as an educator. By effectively using humor in a
volatile situation '"the teacher retains leadership of the
group while wiping out the anxiety which the defiance may
have created.">?

Planful ignoring means that the "offense or offender
is ignored“60 because "ignoring makes it easier for it to
stop.“61 Many other discipline programs including
L.E.A.S.T. advocate planned ignoring. The final method in
the supporting self control technique is irritability drain-
off. This simply is the use of a gripe session or class
meeting. Redl and Wattenberg state that "holding of a gripe
session can work wonders in accomplishing"62 as an

irritability drain-off.

98Redl, When We Deal With Childrem, p. 303.

59Redl and Wattenberg, Mental Hygiene in Teaching,

p. 351.
601pid.
61Redl, Controls from Within, p. 158.

62Red1 and Wattenberg, Mental Hygiene in Teaching,

p. 352.
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If the misbehavior has progressed past the point
where it is difficult for the student or students to regain
self-control then the second level of influence techniques
providing situational assistance is accessed. There are six
methods providing situational assistance. They are helping
over hurdles, restructuring the situation, establishing
routines, non-punitive exile, the use of restraint, and the
removal of seductive objects.63 Situational assistance does
not solve long range problems but "momentary trouble has
been avoided."6%

The method of helping over the hurdles is useful and
valid when "youngsters do not know how to cope with some
phase of the work."®3 Redl describes it as "the most ego-
supportive thing to try."66 Restructuring the situation
calls for one to '"change the nature of the activity or to
give a new center for attention."®’ In effect onme changes

"the quality of the situation."68 Establishing routines

631bid., pp. 354-358.

64Red1 and Wattenberg, Mental Hygieme in Teaching,

p. 354.
651bid., p. 354.
66Rec:il, Controls from Within, p. 176.
354 67Redl and Wattenberg, Mental Hygiene in Teaching,
P- .

681bid.
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reflects ''the establishment a group pattern of doing things
."69 Charles sees the establishment of routines as

adding consistency to daily learning activities.’0
The non-punitive exile, similar to timeout, takes
place when the '"child must be removed for his own good as
well as for the order of the class."/l It is important to
remember that this is not to be construed as punishment.72
If the extent of the misbehavior is such that non-punitive
exile is inappropriate or impossible it may become necessary
to use restraint on the student. This means the teacher
"may have to hold him physically either to remove him from
the scene of danger and involvement, or to prevent him from
doing physical damage to others or himself."’3 The use of
restraint must be "entirely a protective action"’4 and the
student should be "held firmly but not roughly."75 Physical
restraint should only last until such time that the student

bas regained control of himself. Finally, with many

691bid., p. 355.

7°Char1es, Building Classroom Discipline, p. 41.

71Redl and Wattenberg, Mental Hygienme in Teaching,

p- 355.
721222.
73Red1, Controls from Within, p. 210.
356 74Redl and Wattenberg, Mental Hygiene in Teaching,
P- .

731bid.
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students, the answer mey be removal of seductive objects. A
seductive object is anything that the student focuses on
more than the learning taking place in the class.’6

The third influence technique of Redl and Wattenberg
is reality and value appraisal. This technique is
appropriate when 'values which we want to involve or the
sense of reality are either weak or absent."’’ "The key to
reality appraisal is that teachers must make it very clear
to students which behaviors are unacceptable and what the
consequences will be for those bebaviors."’8 Reality and
value appraisal consists of five distinct modes. These are
direct appeals, criticism and encouragement, defining
limits, postsituational followup, and a limited use of
interpretation.79

The use of direct appeals and the "effecitveness of
any appeal depends upon . . . the basis for it."80 4 direct
appeal for appropriate, proper behavior is a common
disciplinary approach. The use of criticism and
encouragement is also a common procedure. Yet, Redl and

Wattenberg caution that criticism and encouragement is only

761big., p 357.
771bid., p. 364.

780har1es, Building Classroom Discipline, p. 42.

79Red1 and Wattenberg, Mental Hygiene in Teaching,
p- 359-363.

801bid., p. 359.
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effective when properly used 'to give a child or group
greater insight into the adequacy of their conduct."81

Criticism should be given "in such a way that it stimulates

effort to try harder."82

Setting or establishing limits is important but it
must be remembered that "limits are guidelines, not
guarantees."83 Charles states that '"clarity and comsistency
are vital to setting limits."84

Postsituational follow-up refers to the teacher's
efforts to resolve a situation or to seek clarification once
the disciplinary difficulty has stabilized. Once this has
happened, "the individual or the group may need to rearrange
their feelings."85 This is not a time to pompously lecture
the errant student but is instead a relevant time to
understand each others' actions. This ties in directly with
the limited use of interpretation. Certainly, too much can
be read into any situation and this would serve 1little

purpose and only hinder the seeking of a solution to the

problem.

81ipid.

82Charles, Building Classroom Discipline, p. 42.

83Redl and Wattenberg, Mental Hygiene in Teaching,

p. 362.
84Charles, Building Classroom Discipline, p. 43.

85Redl and Wattenberg, Mental Hygiene in Teaching,

p. 362.
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The final influence technique and one that is all
too often used is invoking the pleasure-pain principle.
Four systems are found within this technique. They are
rewards and promises, threats, praise and blame, and
punishment.86 Each of these methods may be highly negative
in nature. For instance, the use of rewards and promises
can be useful when the 'rewards tend to build a positive
self image“87 But the use of rewards and promises holds
great peril unless, as Redl states, it is "wise to establish
some well-thought out pressures and rewards . . . " but
"without putting the whole weight of motivation upon
premiums and threats."88

Threats as a disciplinary method will not work if
one can not support the threats. '"Empty threats are always
perilous."89 Threats are often seen as a challenge issued
by the teacher to the student. Praise and blame is much
like threats in that it too has a dangerous aspect. Too
often praise and blame 'seek to mold conduct by making the
child feel good or bad about himself."?0 As Ginott and

Dreikurs aptly illustrate, over-praising can also have

861bid., p. 364-368.
871bid., p. 364.
881bid.

891bid., p. 365.
01bid., p. 367.
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detrimental effects.

Finally, Redl and Wattenberg are adamant on the
issue of punishment. They state: "[W]e reject the idea that
physical pain will 'teach' the youngster . . . or will
motivate him toward a more social approach to life, people,
and values."91 The very nature of punishment calls for "the
person being corrected always suffers some type of hurt or
loss."92 Corporal punishment is "the denial of everything
an education should stand for"?> and states to the student
that the teacher feels that deep down might is right.94
Redl believes that often an " authoritative Verbot"9? is
more useful than corporal punishment. Redl and Wattenberg
also believe that a child should never be excluded from
school but rather included which "is the real issue."0

The total issue of discipline is best summed up by
the statement that "the problem is to help children develop

standards of conduct in the classroom which make for the

91Redl, Controls from Within, p. 211.

92Red1 and Wattenberg, Mental Hygiene in Teaching,
p- 368.

931bid., p. 375.
Y1bid.
95Redl, Controls from Within, p. 221.

96Redl, Disruptive Behavior, p. 593.
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best possible conditions for learning and develoPment."97
The basic goal is to "foster adjustment and obtain a degree
of behavioral compliance by improving the life conditions of
the student."98

The essential premise of Redl and Wattemberg is that
it is as important to understand group development as it is
to understand individual development. In working with
students it is important to be aware of not only the
motivation for their behavior but how to address any
subsequent misbehavior. Redl and Wattemberg feel the answer
is through understanding roles within the group and the
psychological forces that shape these roles. These forces
and the group roles provide for insight into the dynamics of
the group.

Each teacher who understands group dynamics is more
capable and ready to engage in diagnostic thinking which is
an ongoing evaluation process dealing with a specific
situation. Once this is done the teacher is ready to use
one of the four influence techniques and their various
methods or modes recognized by Redl and Wattenberg. The
technique and method chosen should be in direct relationship

to the disciplinary problem. The one thing that Redl and

97Redl and Wattenberg, Mental Hygiene in Teaching,

p- 384.

983rophy and Putnam, "Classroom Management in the
Elementary Grades," p. 211.
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Wattenberg are adamantly against is the use of corporal
punishment.

Redl and Wattenberg provide no revolutionary insight
into how to deal with behavior problems. What they do
provide is a great amount of understanding of group behavior
and group dynamics. The techniques provided may be '"good
for one purpose . . . " but "do not always coincide with the
techniques that are effective for the other angle of the
problem."99 Yet as any educator knows it is better to
employ some type of techniques in solving a discipline
problem, even if it is wrong, because one is not precluded
from "making up for such unavoidable mistakes by additional
actions later."190

Redl and Wattenberg never claimed to have all the
answers. As Redl said even 'claims by the most brilliant
experts that their techniques 'work' remain meaningless for
you until you examine those incidents in the light of the
individuals you have to deal with. 101 Yet, they did provide
insight into group structure and along with Ginott, Kounin

and Dreikurs became the foundation for many of the

subsequent discipline programs.

99Redl, Controls from Within, p. 263.
1007h44.
1011pid., p. 275.




CHAPTER VII
DREIKURS' MODEL OF MISTAKEN GOALS

Rudolf Dreikurs was born in Vienna, Austria, in
1897. 1Imn 1937, he came to the United States and began his
life long association with the Alfred Adler Imstitute in
Chicago. His work is psychoanalytic in nature and directly
reflects the beliefs of Alfred Adler. Stress is placed on
"the importance of early family dynamics in understanding
children"l a5 well as understanding the goals/mistaken

goals that children seek. His major works include Psych-

ology in the Classroom,? Maintaining Sanity in the (Class

room,3 and Discipline Without Tears.‘*

A majority of Dreikurs' work is based on five
premises espoused by Alfred Adler. These premises are

envisioned as related to democratic principles and are as

lBrophy and Putnam, 'Classroom Management in the
Elementary Grades," Classroom Management, p. 210.

2Dr:e:i.kurs, Psychology in the Classroom.

3preikurs, Maintaining Sanity in the Classroom.

4Dre:ikw:s, Discipline Without Tears.

86
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follows:
1) Man is a social being and his main desire is
to belong. This is true for adults and
children alike.
2) All bebavior is purposive. One cannot under-
stand behavior of another person unless one
knows to which goal it is directed, and it is
always directed towards finding one's gplace.
3) Man is a decision-making organism. He decides
what he really wants to do, often without
being aware of it ...
4) Man is a whole being who cannot be understood
by some partial characteristic. The whole is
greater than the sum total of the parts ...
5) Man does not see reality as it is, but only as
be perceives it, %?d his perception may be
mistaken or biased.
Thus, to both Adler and Dreikurs, '"childrem are social
beings who want to belong."6

The teacher is viewed as a very important component
in the total educational process. The teacher "is the first
person besides his parents to exert deliberate educational
influences."/ The teacher not only is <called omn to
instruct but to administer discipline as it becomes
necessary. Each instructor, to some extent, contributes to

the climate of the classroom and the type of discipline

problems that may be encountered. Dreikurs recognizes three

51bid., p. 8-9.
61bid., p. 9.

7Dreikurs, Psychology in the Classroom, p. 41l.
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types of teachers, They are permissive, autocratic, and
democratic,

A permissive teacher is one who finds nothing wrong
with any child's actions and, in effect, condones "“every-
thing he does with the idea that he will turn out eventually
to be a good and worthwhile member of society."8 A great
many learning experiences are provided with the students
selecting what they wish to learn as well as when they wish
to learn, The climate of the classroom reflects confusion
and the absence of any effective structure. A permissive
teacher often creates a classroom climate that may “generate
problem behavior."? Dreikurs states that a permissive
teacher is really a "laissez-faire anarchist,."10

The autocratic teacher is an individual too easily
recognized in American education. An autocratic teacher is
one who "is committed 'to making' pupils do as they are
told, forcing them to learn ... and denying any creative
freedom of exéress:’.on."l:l Other attributes of an autocratic
teacher reflect the need to be boss, to dominate, to impose
ideas utilizing power and pressure to maintain a disciplined

classroom climate,

87bid., p. 16.

9Char1es, Building Classroom Discipline, p. 98.
10preikurs, Discipline Without Tears, p. 17.
1l1pid., p. 15.
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Dreikurs sees the third type of teacher, democratic,
as the ideal. He claims that "the successful formula for
guiding children in the classroom is based on the belief
that democracy is not just a political ideal, but a way of
life."12 preikurs’ personal political philosophy is direct-
ly related to his view of the democratic teacher. A
democratic teacher provides guidance, encouragement, and
recognizes achievement. Additionally, a democratic instruc-
tor works at cooperating with others and sharing respon-
sibility in team efforts. Charles states that "democratic
teachers teach that freedom is tied to responsibility" and
students are given the freedom '"to choose their own
behavior."13

Dreikurs fully recognizes the impact that a good
teacher has on a child. He states that a teacher occupies
"a crucial position in each child's life. Your influence is
long 1lasting ... You are responsible for setting an
atmosphere in which attributes and achievements will grow
with continuous progress."l4 Dreikurs provides ten points
for a teacher to utilize in creating a learning environment.

These are:

121p34., p. 19.

13Char1es, Building Classroom Discipline, p. 98.

14Dreikurs, Discipline Without Tears, p. 24.
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1) You are warm, friendly, and kind but firm.

2) You act and speak with confidence and sincer-
ity and express a sense of humour naturally.

3) You always have work well planned before the
class starts.

4) You treat all pupils with equal respect by
listening to their opinion and considering
their feelings.

5) You are encouraging at all times, in order to
develop or restore the self confidence of your
pupils ...

6) You are as impartial as possible. You try not
to favour the pleasant, 1l1likable child or
reject the one who is provocative or defi-
cient.

7) You are able to integrate the class as a whole
or divide it for group instruction in order to
get optimum learning.

8) You encourage group discussion and participa-
tion in decision-making, set boundaries for
expected behavior, and maintain these boun-
daries with effective, stimulating teaching.

9) You are not mistake centered, but always
accent the positive by marking only the
correct answers. You give recognition for any
genuine effort.

10) You rotate the class monitors weekly, and

involve all pupils in the igores and responsi-
bilities of the classroom.

Charles, in his work Building Classroom Discipline,

recognizes the following elements of the work of Dreikurs as

important for a democratic classroom. These are:

L1bid., p. 22-23.
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1. Order
2. Limits
3. Firmness and kindness. Firmness from teachers
shows they respect themselves. Kindness shows
they respect others

4. Student involvement in establishing and main-
taining rules

5. Leadership from the teacher
6. Inviting cooperation--eliminating competition
7. A sense of belonging to a group
8. Freedom to explore, discover, and choose
acceptable behavior through understanding the
r?spogsigilities and consequences associated
with it
Yet, even if a teacher is truly democratic in
nature, discipline problems will still exist. The behavior
exhibited by ail children in class is chosen and purposeful.
The child is not a victim of forces such as talent,
genetics, environmental aspects, or trauma.l’ When a child
misbehaves in class it is important to avoid criticism
because this can provoke hostility.l8 But it is significant
to recognize that behavior has four mistaken goals. These
are: '"l) to gain attention, 2) to seek power, 3) to seek
revenge, 4) to display inadequacy (real or J’.mag:'med)."lg

(See Appendix II for a complete analysis of the goals.)

16Charles, Building Classroom Discipline, p. 98-99.

17Dreikurs, Maintaining Sanity, p. 5.

18Dreikurs, Discipline Without Tears, p. 32.

19Dreikurs, Maintaining Sanity, p. 1l1l.
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According to Charles, Dreikurs gives three reasons
children choose mistaken goals. All students are ‘'social
beings who want to belongﬂ'zo Additionally, students may
choose their behavior and whether it is acceptable or not.
Thirdly, "students choose to misbehave because they are
under the mistaken belief that it will get them the
recognition they seek."?l preikurs states that five steps
must be taken by the teacher in order to deal with the
mistaken goals of the student. These steps are 1) observe
the students behavior; 2) be aware of your own psychological
reaction to the student; 3) confront the student with the
four mistaken goals; 4) observe the recognition reflex of
the student; and, 5) choose an appropriate correction
process.22 (See Appendix II for complete analysis of goals.)

The first of the four mistaken goals is attention
getting. Dreikurs holds that students often seek attention
so that they will know they have a certain amount of status.
He calls this faulty logic.23 The student seeking attention
constantly asks questions, needs help, or doesn't under-
stand. If it becomes obvious that the student 1is so

actively seeking behavior, the response of the teacher

2?:harles, Building Classroom Discipline, p. 99.

A 1bid., p. 99.

22'Dr:eil;:ur:s, Discipline Without Tears, p. 34.
B1pid.
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should be given to these students when they are not seeking

it. "This encourages students to develop motivation from
within instead of depending on attention from w:it:hout:."24
If attention seeking continues, one may "privately confront
the student with his goal."zs' Another way is to simply
caution the student by calling his/her name.

A second mistaken goal is power seeking. "A need
for power is expressed by arguing, contradicting, lying,
temper tantrums, and hostile behavior."26 Power seeking
students win if they can get the teacher to fight with them.
If the teacher, however, withdraws as an authority then the
student has no one to fight with and the conflict will end.
"The power seeking child is always ambitious" and one should
"try to redirect his ambition to useful channels."?’ Power
seeking students can also be defused by being placed in
conflict with their peers. There is no glory im this, so
the problem will cease. If students lose in the power
struggle, they may seek revenge.

"The revenge seeking child is so deeply discouraged

that he feels that only by hurting others as he feels hurt by

24Charles, Building Classroom Discipline, p. 102.
251pid., p. 103.
261bid., p. 100.

27Dreikurs, Discipline Without Tears, p. 37.
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them can he find his place."28 Revenge seeking students are
often cruel, violent, and angry. They often "set themselves
up to be punished . . . they consider it a victory to be
disliked."29 Revenge seeking children often need pro-
fessional help to solve their problems. "They pose the
greatest problem, both scholastically and in their beha-
vior."30 Punishment often will only lead to further anger
and rebellion. The democratic teacher must strive to find a
way to involve the revengeful student in a more satisfactory
manner. This may mean seeking the assistance of the entire
class as well as seeking to recognize and support any areas
of strength or talent the revengeful student may possess.31
Revenge seeking behavior is extremely difficult to change.
The teacher '"should not retaliate or become emotionally
upset . . ." and "will need to make a special effort to
show respect to the child."32

The fourth mistaken goal is a display of inadequacy
or a desire to be left alone. The children who have chosen

this goal have concluded that "they are not as capable as

281bid., p. 38.

29Charles, Building Classroom Discipline, p. 100.

3°Dreikurs, Psychology in the Classroom, p. 32.

3lcharles, Building Classroom Discipline, p. 104.

32Dreikurs, Maintaining Sanity, p. 24.
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others and have no chance to find a place."33 The child
feels helpless and sees himself as a failure. They feel
they are nothing better than '"a blob."34 They simply want
to be left alone. 1If they are not left alone, "they hide
behind a display of real or imagined inadequacy, which
justifies their resignation."35 This type of student, by
appearing stupid or inept, "prevents anything being demanded
or expected of bim."36 Too often this student is simply
ignored since normally they are not disruptive or, in any
manner, hostile. A teacher needs to provide a great deal of
encouragement to a student that has selected this goal.
Each minor success, no matter how small or insignificant,
should be built upon.

Dreikurs has made it fairly easy to understand which
goal the student is seeking by observing the teacher's
reaction to the student. If the teacher feels annoyed, then
the student is seeking attention. If the student is seeking
power, the teacher will respond by feeling defeated or
threatened. A teacher who feels hurt is responding to a

revengeful student. Finally, a teacher who feels helpless

331bid., p. 24-25.
341pid., p. 45.
351bid., p. 25.

36Dreikurs, Discipline Without Tears, p. 39.
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and defeated is working with a student that desires to be
left alome.37
In 1looking at the mistaken goals, it is very

possible that often a conflict situstion will arise. This
is especially true when dealing with revenge or power
seeking individuals. Dreikurs recommends a four point
approach be taken when working with conflict. These are:

1) Respect the other person.

2) Don't fight, don't give in.

3) Pinpoint the issue.

4) Change the agreement.38

Finally, when one understands the issue of mistaken

goals and the impact that these have on classroom climate
and learning, one is ready to move to the important issue of
discipline. Dreikurs states that "discipline is the fulcrum
of education. Without discipline, both teacher and pupil
become unbalanced and very little learning takes place."39
Discipline is not punishment, especially corporal punish-
ment. '"Punishment teaches the child what not to do but
fails to teach the child what to do."*0 Dreikurs sees

discipline as understanding mistaken goals and how to

37Char1es, Building Classroom Discipline, p. 101.

38Dreikurs, Discipline Without Tears, p. 70-71.

391bid., p. 19.

4ODreikurs, Maintaining Sanity, p. 81.
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effectively correct these goals (see appendix). He also
envisions discipline as the effective use of encouragement,
praise, and the use of logical and natural consequences.
Children must be taught to not only discipline themselves
but how to do so effectively.

The establishment of a democratic climate in the
classtoom is very important as has been previously men-
tioned. The learning process sought should be cooperative
in nature with the recognition that limitations are needed
and are important. The students should be actively involved
in setting limits and cooperatively establishing classroom
rules for behavior. The rules must provide room for trust
and growth of independence on the part of the children.
This, in effect, means teaching the student to be
responsible and to accept responsibility.41

All students should be encouraged. "Encouragement
consists of words or actions that convey teacher respect and
belief in student's abilities."42 Encouragement makes a
student feel like he/she is part of a group and contributes
to the success of the group.43 Encouragement is important

when a child fails.4# "Deliberate use of encouragement, and

4l1pid., p. 80-88.
42Charles, Building Classroom Discipline, p. 107.

431pbid.

44Dreikurs, Maintaining Sanity, p. 109.
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the knowledge and skill to use it effectively are prerequi-
sites to any constructive and corrective influence."4>

Praise is generally given when a task is well done.
Dreikurs believes that praise should only be given with
great caution. 'Praise puts emphasis on the child; encour-
agement puts emphasis on the task."4® Dreikurs feels that
"praise can be terribly discouraging. "If the child's ef-
forts fail to bring the desired amount"4’ he may give up.

Charles has provided a very good summary of Dreikurs
points in helping teachers encourage students. These are:

1. Always be positive; avoid negative state-
ments.

2. Encourage students to strive for improvement,
not perfection.

3. Encourage effort . . .

4. Emphasize strengths and minimize weaknesses.
5. Teach students to learn from mistakes . . .
6. Stimulate motivation from within . . .

7. Encourage independence . . .

8. Let students know that you have faith in
their abilities.

9. Offer to help overcome obstacles.

10. Encourage students to help classmates who are
bhaving difficulties.

45Dreikurs, Psychology in the Classroom, p. 4l.

46Dreikurs, Maintaining Sanity, p. 109.

47Dreikurs, Discipline Without Tears, p. 55.
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11. Send positive notes home . . .
12. Show pride in students work . . . Display it
13. Be optimistic and enthusiastic . . .

14. Try to set up situations that guarantee suc-
cess for all.

15. TUse encouraging remarks often . . 48
According to Charles, the teacher should not:
1. Encourage competition or comparison with

others.

2. Point out how much better the student could
be.

3. Use 'but' statements such as, ‘I'm pleased
with your progress, but . . .

4, Use statements such as, 'It's about time."®
5. Give up on those who are not responding.

6. Praise students or their products.49

Even though one has created a classroom with exten-
sive student involvement founded on the principle of coop-
eration and with appropriate encouragement for everyone,
problems will still exist. Dreikurs, as stated previously,
does not accept punishment as the answer. Dreikurs actively

opposes punishment.50 Instead, he proposes allowing

48Charles, Building Classroom Discipline, p. 107-

108.
491bid., p. 108.

503r0phy and Putnam, ''Classroom Management in the



100
students to experience logical or natural consequences of
inappropriate behavior. These consequences are not to be
viewed as punishment. A natural consequence is one that
just happens. If a child falls on rocks, he/she will
probably cut or bruise his/her knee. This just happens and
is not imposed on the child by anyone else.

Logical consequences, however, are guided and
arranged."51 In order that logical consequences not be seen
as punishment, they should be "discussed with. understood,
and accepted by the child . . ."32 The intent of a logical
consequence is to motivate the student toward proper
bebhavior. Logical consequences must be applied universally
and consistently. They also must be related to the
misbehavior. It is also important that a choice be given.
It is very important that the teacher understand the
mistaken goal of the student before attempting to mete out

the consequence.53 A key to logical consequences is that

they are related to the behavior. Punishment has '"no direct

Elementary Grades," p. 210.

51Dreikurs, Maintaining Sanity, p. 119.

321bid.

53Vernon F. Jones and Louise S. Jones, Responsible
Classroom Discipline: Creating Positive Learning Environ-
ments and Solving Problems (Boston: Allyn and Bacon, 1981),
P. 21.
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relationship to the misbehavior.>% Logical consequences,
however, are not very effective in working with the power
seeking student.?? Natural consequences are much more
effective.

Dreikurs does not support the idea of rewards. He
envisions rewards as bribery.56 Too often the use of
rewards will induce false values. Rewards also do not help
develop a sense of responsibility in students.

As mentioned previously, Dreikurs believes that
students should be actively involved in the classroom and
that joint cooperation is very relevant. A method to insure
classroom involvement is to effectively use classroom and
group discussions. These discussions should be built into
the weekly curriculum. Group discussions are important
because they 'provide the teacher with an opportunity to
help the children understand themselves . . . which will
eventually change their motivation from hostile to coopera-
tive 1iving."57 Group discussions serve three distinct
purposes. These are: 1) students learn to listen; 2) they

begin to understand themselves and others better; 3) each

54Dreikurs, Maintaining Sanity, p. 125.

5SCharles, Building Classroom Discipline, p. 109.

56Dreikurs, Maintaining Sanity, p. 127.

37preikurs, Discipline Without Tears, p. 79.
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student learns to help the other.’® The classroom discus-
sion session is an ideal place to set the limits of behavior
in the class and to devise 1logical comsequences for any
misbehavior. the instructor should exercise timely caution
that the classroom meeting does not become an opportunity
for the teacher 'to impose their own ideas, to preach, and
to hold lectures about what the students should or should
not do.™3?

Although the Dreikurs discipline model is not as
well defined or structured as other discipline models, it
still has a great deal to offer. Dreikurs envisions the
teacher as being very important for the establishment of a
classtroom climate conducive to 1learning and individual
growth. The teacher is also vital in providing the
necessary acceptance of each student so that the student
will not elect to choose inappropriate, mistaken goals such
as attention getting, power seeking, revenge, or apathetic
inadequacy.

The teacher is provided an understanding of these
mistaken goals and given assistance in effectively dealing
with them. In addition, Dreikurs emphasizes the need for
student involvement in the democratic classroom where

encouragement is rampant and each student is allowed a

581pid., p. 81.

59Dreikurs, Maintaining Sanity, p. 149-150.
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modicum of success and input into classroom rules and the
logical consequences necessary for the violation of these
cooperatively established rules. At the same time, one must
fully understand that logical consequences reflect a way to
handle the misbehavior appropriately while natural conse-
quences are those over which no control is exercised.
Dreikurs' model and its mistaken goals provide
students the opportunity to choose. Both William Glasser
and Lee Canter also believe that students may choose to
behave or not. Dreikurs' view of punishment as not being
the same as discipline is exactly that as expressed by
Glasser. The great many similarities between Glasser and
Dreikurs comes from similar frames of reference and
extensive training in psychoanalytic theory. Although they
both began writing at approximately the same time period,
Glasser has achieved a much greater success. This can be
contributed to many factors with the prevalent omne being
that Glasser's Reality Therapy is much more highly formal-
ized than is the work of Dreikurs. Yet, a great deal of
Dreikurs' conclusions are very useful and worthwhile.
Certainly, his contention that students should be
actively involved in the classroom in matters other than
academic has merit. His belief that the teacher is of
utmost importance can not be debated. His positive use of

encouragement versus praise, which is similar to the work of
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Ginott, has merit for every educator. Finally, his recogni-
tion of mistaken goals of students and the manner in which
one may ascertain which mistaken goal a student is pursuing
is of use to everyone who works or associates with others.
The Dreikurs model has a great deal to offer the educator,
either through formalized training or just recognition of
what is happening in the classroom and how to appropriately

respond.



CHAPTER VIII
THE L.E.A.S.T. APPROACH TO DISCIPLINE

The L.E.A.S.T. program for discipline was
formulated in 1978 by Robert Carkhuff for the Nationmal
Education Association. The N.E.A. describes it as "a simple
survival strategy for the teacher."l The program consist-
ing of five simple steps or approaches was the result of
Carkhuff's research at his Institute of Human Technology and
additional imput f£rom the Imstruction and Professional
Development unit of the National Education Association.
The program was field tested in several areas of the
country, primarily in the South, and finally, nationwide in
1979.

The basic premise of this discipline program is that
the teacher "must use the least amount of guidance and

control necessary to achieve the specific results desired."?

11.E.A.S.T. Approach to (Classroom Discipline, p.

13.
21pbid., p.16.
105
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This premise includes the concept that the
L.E.A.S.T. program does not address behavioral problems that
may be clinical in nature and that a great majority of
classroom discipline problems are directly related to the
instructor's degree of involvement with each class.

L.E.A.S.T. is an acronym that stands for 1) leaving
things alone; 2) end the action indirectly; 3) attend more
fully; 4) spell out directions; and, 5) track student
progress.3 Each of the first four items is a teacher
selected option in dealing with a specific behavior problem
and the particular option selected is in direct relationship
to the severity of the problem. The final item, track
student progress, is viable at all times and viewed as
probably the most important of the five step plan.

The "L" in the L.E.A.S.T. program is for leaving
things alone. Every teacher does this to a certain extent
and there is really nothing new in this concept. The
L.E.A.S.T. program believes this option should be selected
when the following three criteria are all met. They are 1)
the behavior will end without imstructor involvement; 2) no
student or students are in danger or being harmed; and, 3)
there is no possibility of a "ripple effect" or other

students repeating the behavior.* The L.E.A.S.T. program

31bid.
41bid., p.19.
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emphasizes that if option or step one is selected this does
not mean that omne is ignoring a classroom discipline
problem. It means that the problem will end by itself but,
also that option 5, tracking student behavior, will be in
effect (as it will at all levels of the program).

The second option or step of the L.E.A.S.T. program
is to end the action indirectly. This also is something
that all teachers do in dealing with minor discipline
problems in the classroom. It is often done by calling the
student or students by name or moving towards the problem or
simply looking, with an authoritarian look, at the student
or students involved. The second option of the L.E.A.S.T.
program is not for major discipline problems but for those
that can be handled quite easily. The L.E.A.S.T. program
states that option 2 is selected when one of the following
three criteria is met. These are: 1) the discipline problem
is disrupting learning activities; 2) the situation will
worsen if left alone; and, 3) a student could be injured.5
If this option works by handling the problem then tracking
continues. If the problem is more severe then the next
option is selected.

The next step of the L.E.A.S.T. program is to attend
more fully. This option (#3) is selected when one of the

following conditions exist. They are: 1) the student

51bid., p. 23.
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appears to be, or is highly emotional or wupset: 2) the
student or students need to know that they are being heard
and listened to, and, 3)student input is needed in order to
solve the problem effectively.6 Option three is meant to
handle problems that could rapidly escalate into an even
more severe, complex problem. This option calls for one to
ask questions and to respond to what is being said. It is
highly Rogerian in approach and centers around the feelings
of the student or students involved and calls for extensive
questioning. It also acts as a defusing system for a
volatile program or situation by allowing the student input.

The questioning centers around what Carkbhuff calls
the "5WH."/ These questions are who, what, when, where,
why, and how. In addition, a second type of questioning is
identified that may only result in Yes or No answers. The
purpose of these two questioning approaches is to identify
the source of the problem by listening to both content and
feeling in the answers. At this stage, the L.E.A.S.T.
program is not explicit in how to deal with the problem.
After "attending more fully" one will either assume the

problem is over because one listened and got amswers or one

b1nid., p. 28.

"Ibid., p. 29.
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may move to the next option of spelling out directions for
the future. It seems that, in reality, these two options
actually go hand in hand. Option three (attending) is
listening and option four (directions) is solving the
problem. The L.E.A.S.T. program, however, sees these two as
separate entities and that the two need not be used
together. This separation can create a greater problem if
one only listens and does nothing. Tracking, of course,
continues at each level.

The next option, spell out directions, is designed
for the more severe problems encountered in the classroom.
One of the following two criteria should exist before one
moves to option four. These are: 1) learning is impossible
because of the severity of the disruption and, 2) students
may potentially be harmed or they may do harm to others.8
Two steps are involved at the option level. These are to
first tell the student or students what you want done and
that it must be done immediately and then to establish
consequences if the behavior persists. The first step is
designed to gain immediate control of the situation and is
obviously very important. The second aspect of establishing
consequences is similar to Reality Therapy and Dreikurs'
discipline model, yet the establishment of the consequences

at this stage of the problem is a little late and not quite

81bid., p. 32.
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as effective. The L.E.A.S.T. program stresses that the
consequences should not be worded or seen as threats.?

Carkhuff emphasizes that any directions given should
be in positive terms if possible and that consequences
should be designed to make the student responsible.10 In
selecting consequences they should be feasible and should be
appropriate to the circumstances of the discipline problem.
Obviously, when one finds it necessary to select option
four, the other three options may also be simultaneously
used, such as the attending fully option which is step
three. Finally, again the program calls for constant
tracking of student progress and behavior.

The last step of the L.E.A.S.T. program is not an
option but is mandatory at all levels or options. Tracking
of student progress is important for several different
reasons, including legal, if the need arises. Carkhuff has
identified four activities that track the students' pro-
gress. These are: 1) evaluating new behavior through
instructor observation; 2) enforcing stated consequences
with the goal of helping the student or students to accept
responsibility for their actions; 3) to reinforce any
appropriate new behaviors that are exhibited through praise

and recognition; and, 4) maintaining a continual record of

91bid.
101pid., p. 34.



111

student behavior.ll Reinforcement for positive behaviors is
important and may be done either directly through appropri-
ate comments, or indirectly by giving more responsibility to
the student or students in question. The L.E.A.S.T. program
envisions tracking student behavior as the most important
aspect of the total program.

The L.E.A.S.T. program is a result of a large
teacher organization, the National Education Association,
becoming more involved in the discipline activities of a
school or 1individual classroom management. This program
development by Robert Carkhuff is a communication model that
provides little new insight into dealing with discipline
problems. It is basically Rogerian in approach and when it
does establish consequences for behavior (which may have
been done earlier as rules) it does so too 1late. The
primary aspect of the program is to track student behavior
and this, in itself, is the chief concern teachers have for
the program. It is too time consuming because of the
constant behavioral problems of a student or students day
after day. Finally, it must be noted that this program with
its multi-media presentation came about at a time when
discipline first entered into the educational arena as a
negotiable item. In fact, the first part of the program

workbook is designed to enable the 1local association to

111pid., pp. 38-39.
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better negotiate a discipline program with the 1local
board.12

The L.E.A.S.T. program has achieved little recogni-
tion or success in education circles. The primary reasons
are its Rogerian counseling approach and its time consuming
tracking of students behavior. The program in many areas
has given way to Lee Canter's Assertive Discipline which is

more highly formalized when compared to L.E.A.S.T.

121bid., pp. 1-8.



CHAPTER 1IX

DUKE'S SYSTEMATIC MANAGEMENT PLAN
FOR SCHOOL DISCIPLINE

Daniel Duke is Assistant Professor of Education at
the School of Education, Stanford University. He earned his
doctorate from the State University of New York at Albany.
He has taught at both the high school and college level. He
has written extensively with a great many of his writings
reflecting his interest in classroom management and discip-
line. He has called for massive organizational and manager-
ial changes in schools and, often, blames adults for the
problems that exist in public education.l It is not
surprising that Duke has developed his own plan to improve
discipline and the management of schools. His plan which he
calls a Systematic Management Plan for School Discipline is

organizational in nature and encompasses the whole school

lpaniel Duke, "How the Adults in Your Schools Cause
Student Discipline Problems--And What to Do About It.”
American School Board Jourmal, 165, 6, June 1978, p. 29-30,
46; and “TLooking at the School as a Rule-Governed
Organization,”" Journal of Research and Development in
Education, VII, 4, Summer 1978, p. 116-26. —
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system. Duke's plan is different from most of the other
discipline programs discussed in this work because it deals
with the total school system, and not the individual
classroom, and attempts to include a questionnaire to
ascertain the discipline needs of the school. (See Appendix
IT1I1.)

The complete program of Systematic Management Plan
for School Discipline (hereafter referred to as SMPSD) is

aptly described in the 1980 book Managing Student Behavior

Problems.2 This work also discusses alternative control
procedures for school before emphasizing SMPSD and how to
implement this particular program. Duke's approach is to
first identify the vast majority of student behavior
problems and then to classify these into five broad
categories. The categories are: 1) Attendance-related
problems; 2) Out of Class Problems which include Criminal
and Non-Criminal Behavior; and 3) In-Class Behavior which
includes Classroom Deportment and Conduct Related to
Academic work.3 Duke, after studying over 200 high schools
identified the most pressing discipline problem as being

attendance related with other types of misbehavior closely

2Dulce, Managing Student Behavior Problems.

31bid., p. 4-5
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following.4

These behaviors which range from minor, mundane
actions to serious, threatening offenses are often dealt
with in a variety of ways by schools and educators. Duke
calls these approaches to problems control procedures. He
states '"control procedures are distinguishable from less
formalized or deliberate control actions . . ." which
"implies some degree of intentionality and planning, as well
as organizational 1egitimacy."5 Duke then groups these
control procedures into clusters which he calls control
strategies.6 Six control strategies are identified. These
are: 1) problem avoidance, 2) problem acceptance, 3) problem
compensation, 4) problem prevention, 5) problem interven-
tion, and 6) problem management.7

Problem avoidance is essentially a choice to ignore
certain behavior that will probably abate. This is the same
as leaving things alone found in the L.E.A.S.T. program.
Problem acceptance is based on three questions. The first
two, according to Duke, are ethical in nature and relate to

treating students differently than adults and imposing rules

on the whole when only a small minority cause or create a

4Nighswander, Guidebook for Discipline Program
Planning, p. 2-3

5Duke, Managing Student Behavior Problems, p. 5.
61bid.
71bid., p. 7.
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problem. The third question is a practical one. This
revolves around the school's ability to enforce certain
rules and whether the rule creates more problems than
enforcement is worth.® Problem compensation deals with
providing assistance to victimized students or teacher.?
These three control strategies are not as commonly utilized
by schools as the next three.

Problem prevention "depends on the capacity to
isolate so-called 'root causes' of problematic bebavior."10
Duke identifies seven prevention strategies. These are: 1)
rules; 2) sanctions; 3) rewards; 4) curriculum adaptation;
5) curriculum augmentation; 6) self-esteem enhancement; and,
7) parent education.ll Generally speaking, the first two,
rules and sanctions, reflect the methods chosen by most
schools. There is some question as to whether or not too
many rules

may actually contribute to the creation of
behavior problems by overtaxing the capacity of
teachers and administrators to enforce them,
thereby 1leading to incomsistent discipline,
teacher frustration, and the undermining of the

schooiés credibility as a rule-governed organiza-
tion.

81bid., p. 10-11.
91bid., p. 12.
101pig., p. 16.
111pid., p. 17.
121219., p- 18.
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Each of the separate problem prevention strategies is self-
explanatory. The self-esteem strategy is based on William
Glasser's Reality Therapy and is meant to break the "failure
cycle."13

Duke has identified six problem intervention control
procedures. These are: 1) Directive communication; 2) Non-
directive communication; 3) Behavior modification; 4)
Sanctions; 5) Problem referral; and, 6) Parental Involve-
ment.l# Intervention strategies are probably the best known
in education today. Directive communication is the most
prevalent of discipline methods and centers around direct
commands. Various Rogerian approaches which include those
exhibited by the Effectiveness Training methods of Thomas
Gordon represent the non-directive communication ap-
proaches.15 Behavior Modification means one should "concen-
trate on reinforcing appropriate behavior . . . rather than
sanctioning inappropriate behavior."16 The 1last two
strategies, problem referral and parental involvement, are

fairly self explanatory.

131pid., p. 20.
141pid., p. 22.
151bid., p. 22-23.

16Duke, "Environmental 1Influences on Classroom
Management," Classroom Management, p. 336.
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The final strategy, and the one that Duke feels is
the best and most appropriate, is problem management. This
final '“strategy is based on the belief that behavior
problems will always exist."17 problem management
strategies address problems on a school-wide basis as
opposed to the classroom level. Seven problem management
control strategies are identified. These are: 1) Special
personnel; 2) Team troubleshooting; 3) Data collection; &)
Conflict-resolution mechanisms; 5) Decentralized authority;
6) Smaller organizational units; and, 7) Environmental
1:edes:i.gn.18 Most of these are self explanatory, but a
couple should be explained for Dbetter understanding.
Conflict-resolution mechanisms and decentralized authority
relate to the nondirective communication category of
strategies for problem intervention. Environmental design
refers to designing a school or classroom that is more
conducive to learning and is not drab and unattractive. The
creation of an appropriate learning environment is a major
part of environmental redesign.

SMPSD, which is a problem management strategy, is
based on two premises. These are that they must be "1)

applicable on a schoolwide rather than a class-by-class

17Duke, Managing Student Behavior Problems, p. 25.
181pid., p. 26.
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basis and 2) comprehensive rather than partial."19 The
schoolwide concept is supported because most serious
problems do mnot occur in the classroom but within the
building. Additionally, a schoolwide approach increases the
effectiveness of administrative support as well as teacher
consistency. Duke believes that traditionally schools have
not been very good at communicating rules or expectations to
the student body and that part of this failure can be
attributed to the absence of a well communicated schoolwide
program.20 A program for the total school will better
address potential legal questions because everyone is taking
the same approach.21

The actual program for SMPSD has seven key
components. Each component is viewed as a goal with
subsequent subgoals called recommendations that number
between four and eight. SMPSD identifies these seven
components as: "1) school rules and sanctions; 2) school
records and information-processing; 3) conflict resolution
procedures; 4) troubleshooting mechanisms; 5) community

involvement; 6) environmental design; and, 7) staff

191bid., p. 39.

2oNighswander, Guidebook for Discipline Program
Planning, p. 109.

21Duke, Managing Student Behavior Problems, p. 40.
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development."22

SMPSD is "based on the belief that schools can
increase their credibility as rule-governed organizations by
encouraging the collaborative development of discipline
policies, rules . . . and consequences for disobeying
rules."23 Essentially, Duke calls for student involvement
in making the rules and emphasizing student responsibility.
This is the same concept espoused by Reality Therapy.
Students will not only know the rules but the consequences
if they act irresponsibly and disobey them. Duke even calls
for the testing of the students over school rules with
rewards or privileges given to those who pass the test.24
Duke also believes that students need a way to voice their
feelings either through a forum or class meetings (again
similar to Reality Therapy).

The second component of SMPSD calls for better data
gathering and maintenance o0f school records. Keeping
effective school records provides a wide variety of
information ranging from attendance to discipline referrals
to suspensions. This data can also provide ethnic, racial,
and student grade distribution. It also enables one to

compare past years with present omnes. An additiomal

221bid., p. 41.
231bid., p. 46.
241pid., p. 52.
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important aspect of data collection is that it becomes part
of the due process procedure. As Duke so aptly point out,
data and records are very important in the ‘''Age of
Liability."25

Conflict-resolution is the third component of Duke's
discipline program. SMPSD sees conflict as inevitable in
school. Many of these conflicts are not necessarily caused
by students but "result from inconsistencies, misperceptions
or poor teaching on the part of school personnel."26 Duke
believes that a key to conflict resolution is to help
teachers learn to 1listen to their students and to
communicate more effectively. Duke advocates a combination
of communication skills as developed by Haim Ginott, Thomas
Gordon, and Ken Ernst. Duke believes the use of these
models will assist in resolving classroom conflicts.27

Not all disputes can be solved at the classroom
level. A great many conflicts can be better solved if
students are involved in the discipline process through the
implementation of student courts or peer counseling. Some
conflicts are so serious that they require the assistance of
the police or highly trained personnel. Duke has recognized

that in times of crises, a crisis intervention program needs

251pid., p. 23.
261pid., p. 79.
271bid., p. 83-85.
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to be developed that utilizes the very best teachers and is
designed to be fair and consistent in resolving the problem.
Conflict resolution truly only works when students are
treated as individuals and are provided "equal protection
under the law."28

The fourth part of SMPSD calls for a team approach
to troubleshooting in the school. This team approach calls
for teachers, counselors, administrators, and other
specialized personnel to work together to provide solutions
to particularly difficult problems or students. Students
should also be involved in this approach because their input
can be very valuable when the matter relates to them and
their involvement will increase their sense of ownership in
the school and subsequently bring about better behavior.

The next component of Duke's SMPSD calls for
parental and community involvement. This of course is
something that other programs also call for, such as Reality
Therapy and Effectiveness Training program. The involvement
of parents will prove especially beneficial when one
remembers, as Duke states, that parents should not be
treated as & homogeneous group that require the same
interactions with schools.2? Duke believes that school-home

communications are very important and that parents should be

281pid., p. 93.
291bid., p. 110.
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kept informed as to school rules, changes, and requirements.
Involving parents ensures a more rapid solution to conflicts
that may exist and makes them feel 1like they have valuable
input.

The sixth component of Duke's SMPSD involves the
idea of providing an environment that is conducive to
learning. This not only means designing school better but
also obtaining desirable student behavior for a better
school climate. This component borders on bebhavior
modification and asks that teachers be ''systematic in their
use of rewards and praise so as to ensure order in the
classroom."30 Duke states that "rewards should be perceived
as beneficial . . . and sanctions as costly."31 This, 1in
effect, means the use of logical or natural consequences
such as those espoused by Dreikurs and Glasser. Duke
believes that no one method is best and that a school may
need to borrow from several programs or methods. What is
important is '"to involve as many members of the school
community as possible in determining school rules and the
consequences for disobeying them."32 For those students who
habitually violate school rules and for whom normal

sanctions have very 1little effect, Duke recommends

3°Duke, “"Environmental Influences on Classroom
Management", p. 336.

31Duke, Managing Student Behavior Problems, p. 122.

321pid., p. 125.
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alternative learning environments which include alternative
schools, in-school suspensions, learning centers, work-study
programs, and Saturday schools .33

Duke also advocates the development of positive peer
influence. Group dynamics are important and positive
aspects need to be nurtured and accentuated. Corporal
punishment is not acceptable as part of SMPSD because all it
does is teach students that "physical force is a legitimate
way to resolve p'r:oblexns.":*)4 Punishment such as corporal
punishment does 1little to encourage self discipline.
Providing students input into rules, having 1logical
supportable consequences, and rewarding those who act in a
positive manner is much more appropriate than other actions
that only reward negative behavior or fail to change
inappropriate behavior.

The final component of SMPSD recommends continual
and ongoing training of the faulty and staff. Learning how
to cope with behavior disorders requires special training
and the development of skills. These skills, according to
Duke, include many of those recognized by Jacob Kounin.
Classroom management s8kills such as "withitness”,

overlapping, and smoothness and momentum are important and

331bid., p. 127-128.
341bid., p. 130.
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advantageous.:‘)5 In addition, staff development needs to
include general theories of student Dbehavior, the
development of interpersonal skills, conflict-resolution
training, and developing intervention strategies for
academic problems.36

The implementation of SMPSD ©begins with a
preliminary assessment using the Duke Assessment of School
Discipline. (See Appendix IIIfor these and a complete list
of SMPSD goals and recommendations.) In addition to the
survey, Duke advocates observation of the school, students,
and teachers along with interviews and evaluating existing
discipline data. The second phase involves development and
implementation of the plan using as many of the SMPSD goals
as possible. Duke even provides answers to typical concerns
that may be expressed by parents, students, and teachers.37
Duke cautions that implementation is difficult and will take
time. He also believes that parts of SMPSD will need to be
édjusted to meet local concerns and issues.38 an important
consideration also rests with the impact that change will

have upon the adults and how they will react to those

351bid., p. 140.
361bid., p. 140-146
371bid., p. 156.
381bid., p. 158.
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massive organizational and managerial changes.39

The f£final phase calls for a periodic review and
revision of the SMPSD program once it is implemented. Duke
feels that '"providing objective feedback on performance to
individuals involved in implementation can be a vital
component of quality control efforts."#0 He also sees the
periodic review as a way to correct mistakes which may have
been originally made because of the urgency to implement a
program.#l (See Appendix III for the complete program.)

The Duke program, SMPSD, is not a cure all. Even
Duke admits that the complete elimination of disciplimne
problems is wunlikely. The Systematic Management Plan for
School Discipline is unique for several reasons. First, it
calls for re-organization or re-structuring of schools and
how they deal with discipline problems today. Secondly, it
attempts to implement a great number of attributes of other
discipline programs into its concepts. These programs, such
as Reality Therapy, Effectiveness Training, Ginott's com-
munication model, and Dreikurs' logical consequences all
have been and are successful to a certain extent. Duke's

program calls for an improvement of the total school

3%aniel Duke, "How the Adults in Your Schools Cause
Student Discipline Problems - And What to Do About It,"
American School Board Journal, 165, 6, June 1978, p. 29-30,
46.

40Duke, Managing Student Behavior Problems, p. 189.
41l1pid., p. 160.
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environment, and thus discipline, through the involvement of
faculty, staff, students, parents, and the community. SMPSD
opens communication 1lines and increases human relation
activities throughout the school systems. Consistency is
emphasized as is fairness and understanding.

Duke's SMPSD program's greatest strength may also be
its greatest weakness. This strength is the fact that the
program is a schoolwide one, thus providing some degree of
consistency. Yet, the very fact that the program is
schoolwide is also its greatest weakmess. In a school of
any size it is very difficult to get every faculty and staff
member to do anything in the same manner. Discipline is a
highly emotional and individualized concept to many teachers
and thus getting everyone to follow a specific plan may
prove very difficult. The one way to ensure success of the
program is to take the needed time to design it and
correlate it with the school's needs as well as providing
the needed staff and faculty training through extensive
staff development programs. Only then will implementation

of SMPSD expect some degree of success.



CHAPTER X
THOMAS GORDON'S TEACHER EFFECTIVENESS TRAINING

The Effectiveness Training seminars orgamized by Dr.
Thomas Gordon were highly popular and widely disseminated
during the early to mid-1970's. Dr. Gordon, who is a
licensed clinical psychologist, has presented his Parent
Effectiveness Training (P.E.T.), Teacher Effectiveness
Training (T.E.T.), and Youth Effectiveness Training (Y.E.T.)
programs nationwide to more than 200,000 parents, educators,
and young people. Dr. Gordon has a Ph.D. from the
University of Chicago and has developed a very well
organized training program that includes a multi-media
presentation format complete with guides and workbooks. His

works include P.E.T. Parent Effectiveness Trainingl and

T.E.T. Teacher Effectiveness T'r:ain:ing.2

The focus of this chapter will be primarily on
Teacher Effectiveness Training although much of the material

presented serves as the basic foundation for all of the

1Gordon, P.E.T. Parent Effectiveness Training.

2Gordon, T.E.T. Teacher Effectiveness Training.
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programs designed by Dr. Gordon. Effectiveness Training is
designed as a communication process that rests "basically on
the assumption that the quality of the teacher-learner
relationship is crucial if teachers are to be effective in
teaching anything."3 Duke sees T.E.T. as a non-directive
communication program which follows the tenets of Carl
Rogers and includes '"active listening and a six step
negotiation process aimed at conflict negotiation."4
Gordon states that '"students are freed to learn only when
the teacher-student relationship is good."5

An effective relationship between student and
teacher must have certain components. These are:

1) Openness or transparency, so each is able to

risk directness and honesty with the other;

2) Caring, when each knows that he is valued by
the other:

3) 1Interdependence of one on the other;

4) Separateness, to allow each to grow and
develop his uniqueness, creativity, and indi-
viduality;

5) Mutual Needs Meeting, so that neither's needs
are met at the expense of the other's needs.

31bid., p. 5.

4Duke, Managing Student Behavior Problems, p. 23.

5Gordon, T.E.T. Teacher Effectiveness Training, p.

2 .
61bid.
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To facilitate the creation of this relationship, Gordon
envisions a rectangle that is divided into two areas. The
areas consist of unacceptable and acceptable behaviors of a
student. The degree to which the number or percentage of
behaviors are found in each area depend upon place, time,
concern, OT incident.’/ The behaviors are divided by a line
that is constantly shifting depending upon "a) changes in
self (teacher), b) changes in the other person (student),
and c) changes in the situation or environment."8 Gordon
does caution against false acceptance of behaviors in order
to make things easier on the teacher.?

Once it is understood that there are two kinds of
behavior, acceptable and unacceptable, Gordon introduces the
idea of problem ownership. The problem is owned by the
teacher if a behavior exhibited by the student interferes
"with the teacher's meeting his or her needs, or cause the
teacher to feel frustrated, upset, irritated . . . obviously
such behaviors cause the teacher a pr:oblem."10 The problem
is owned by the student if it only affects the student and
does not interfere with the teacher's right to teach. The

understanding of problem ownership is crucial and is the

71bid., p. 30.
81bid., p. 31.
91bid., p. 35.
101pid., p. 38.
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"first hurdle to problem solving . . . Problems may be owned
by the teacher, the students, or both."1l At one end are
problems owned by the teacher, at the other are problems
owned by the students. One will react differently depending
upon who owns the problem. In the center of this rectangle
is a no problem area where learning may actively take place
without interference frcm behaviors. "It is only in the No-
Problem area of the relationship that teaching and learning
can be effective."12 This finally brings one to the central
goal of T.E.T. That goal is to:

help teachers increase the size of the Teaching-

Learning area so that a greater proportion of

their time is spent productively engaged in

ge;ch@ng gndtfarw}ess ;im; ;ﬁé;gﬁff dealing with

ehavior in the two proble
In order to facilitate the extension of the no-problem area
it becomes important to understand how to deal with students
when they have the problem (one end of the rectangle).
When a student owns the problem, most teachers find

it very difficult to help the student in need. Teachers are

not trained to respond effectively and instead of helping,

often use roadblocks to keep from assisting the student.

11Brophy and Putnam, ‘''Classroom Management in the
Elementary Grades," p. 212.

12Gordon, T.E.T. Teacher Effectiveness Training, p.

41.
131pi4.
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Too often the response by the teacher is to "stop having

whatever problem he bas."4 Gordon summarizes a multitude

of roadblocks into twelve categories. These are:

1) Ordering, commanding, directing.

2) Warning, threatening.

3) Moralizing, preaching, giving "shoulds" and
"oughts."

4) Advising, offering solutions or suggestions.

5) Teaching, lecturing, giving logical arguments.

6) Judging, criticizing, disagreeing, blaming.

7) Name-calling, stereotyping, labeling.

8) Interpreting, analyzing, diagnosing.

9) Praising, agreeing, giving positive evalua-

tionms.

10) Reassuring, sympathizing, consoling, support-
ing.

11) Questioning, probing, interrogating, cross-
examining.

12) Withdrawing, digtrg&;ing, being sarcastic,
humoring, diverting.
Although all of the above responses may not appear to be
roadblocks, they often are because of the manmner in which
they are utilized. Students who hear these roadblocks often
interpret them as a statement about their abilities and this
can be dangerous. Gordon states that '"your messages of
today become his self-concept tomorrow."1® Gordon and
T.E.T. call for wutilizing what is categorized as the
language of acceptance. The language of acceptance is shown

by passive listening; using acknowledgement responses that

l41pid., p. 47.
151bid., p. 48-49.
161pid., p. 51.
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work and show empathy; employing door openers that consist
of open ended questions or statements; and, the use of
active 1istening.17 Active listening is particularly suc-
cessful in T.E.T. because it provides feedback to problem
owners about the underlying meaning of their messages.]-8
Active listening allows one to decode a message from someone
and respond appropriately to the true message or problem.l9
"Active 1listening . . . involves interaction with the
student, and it also provides the student with proof
(feedback) of the teacher's understanding."zo

Active listening and its components frees up more
time for classroom activities and learning because it often
diverts possible behavioral problems. In addition, Gordon
identifies several other attributes of active listening.
These are:

1) Active listening helps students deal with and
"defuse" strong feelings . . .
2) . . . With active listening, teachers can help
students understand that "feelimgs are

friends.™

3) Active listening facilitates problem solving
by the student . . .

171bid., p. 61-62.

18Bropby and Putnam, 'Classroom Management in the
Elementary Grades," p. 213.

19Gordon, T.E.T. Teacher Effectiveness Training, p.

66.
201pi4.
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4) Active listening keeps the responsibility with
the student for analyzing and solving his
problems . . .

5) Active listening makes students more willing
to listen to teachers . . .

6) Active 1listening promotes a closer, more
meaningful relafitonship between a teacher and
a student . . .
If one employs active listening properly it can be useful
not only for the dependent or resistant student but for
student discussion groups, parent-teacher conferences, and
teacher-administrator meetings. 22
Problems may also be owned by the teacher and thus,
will need to be dealt with by the teacher in a different
manner. Gordon states:
The clues that should tell them they own these
problems are the teacher's own feelings: annoy-
ance, frustration, resentment, anger, distraction,
irritation. Quite another set of clues are the
physical manifestations of their inner feelings:
tension, é}g‘.scomfort, upset stomach, headache,
jumpiness.
If the problem, which is often misbehavior by the student,
bothers the teacher then the teacher, in effect, owns the

problem. Manifestation of this ownership may be indicated

in the manner stated above. As often happens, when one

211bid., p. 78-79.
221pid., p. 100-124.
231bid., p. 126.
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experiences discomfort or confronts a problem, a solution is
sought. These messages may include warnings, orders,
commands, preaching, or advising.24 Generally,

[s]olution messages tell a student exactly how to

modify his behavior--what he must do, had better

do, should do, or might do . . . In these messages

the teacher hands out solutions to his__own

problems and expects the student to buy them. 25
In addition to solution messages, some teachers elect to use
put down messages, indirect messages, or you messages. All
of these offer little success.

Gordon and T.E.T. recommend the use of "I" messages.

Gordon is not the first nor the last to recommend "I
messages. Brophy and Putnam state ''the three parts of an
"1" message link a specific behavior, as the cause, to a
specific effect on the teacher, which in turn 1leads to
undesirable feelings."26 "I-messages put responsibility
for what is happening where it belongs-- . . . inside the
person experiencing the problem."27 The success of "I"
messages lies in the fact that they promote a desire to

change with only 2 minimum of negativism and do not injure

241pid., p. 131-132.
251pid., p. 131.

26Brophy and Putnam, "Classroom Management in the
Elementary Classroom," p. 212.

27Gordon, T.E.T. Teacher Effectiveness Training, p.

132.
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any kind of relationship existing between the student and
teacher.28 1n reality, the teacher is simply stating what
is happening and the effect it has upon the teacher or the
ability to imstruct. It is also important to indicate how
the behavior and its effect makes one feel. If the "I"
message is correctly given the feeling should be surmised as
being part of the effect of the behavior, not the student.29
In using I-messages, anger should be avoided because too
often anger messages are "attempts to punish rather than
communicate.™30

The development of listening skills and the use of
"I" messages are two of the central components of T.E.T.
One actively addresses the problems owned by students while
the second addresses teacher owned problem. Two other
components remain of T.E.T. The third component deals with
changing the classroom environment in a positive manner so
that the no-problem area of the rectangle can be enlarged
thus increasing the amount and degree of quality instruc-
tional time. Gordon believes that '"teachers can prevent

many unacceptable behaviors of students with relative ease

281pid., p. 140.
291bid., p. 145.

30Brophy and Putnam, ''Classroom Management in the
Elementary Grades," p. 213.
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just by modifying the classroom environment."3l 1In order to
create a more conducive environment, it must be understood
that there are three types of time existing in each
classroom for each student in varying degrees. These types
of time are diffused, individual, and optimum. Diffused
time is when everything, a virtual plethora of stimuli
impact upon the student. Individual time is a withdrawal
from stimuli often characterized by daydreaming or fanta-
sizing on the part of the student. Optimum time is when
there is a quality one to one interpersonal relationship
between the teacher and student.32 Of the three types of
time, diffused is the most obvious but individual time is
necessary and optimum time critical. 1In order to develop an
environment that maximizes time, Gordon supplies several
suggestions. These suggestions on how to improve the
environment may consist of expanding it or reducing it in
some method depending upon the needs at the time. They are:

1. Enriching the environment.

2. Impoverishing the environment.

3. Restricting the environment.

4. Enlarging the environment.

5. Rearranging the environment.

6. Simplifying the environment.

7. Systematizing the environment.

8. Planning ahead for the environment.33

31Gordon, T.E.T. Teacher Effectiveness Training, p.

156.
321pid., p. 169-173.
331bid., p. 160.
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All of these suggestions are aimed at facilitating function-
ing in the no-problem area and expanding this area. This
area needs to be large "because learning stops when students
have problems and teaching stops when students cause
teachers problems."34
However, this does not mean that conflict will not

bhappen within the classroom. They are inevitable. Gordon
feels conflicts will occasionally result and states:

when confrontation and environmental modification

fail it 1is wusually because 1) the needs that

motivate the unacceptable behavior of students are

so strong that they cannot or will not change; or

2) the relationship with the teacher is so poor

that students couldn't car9351ess about helping to

meet their teacher's needs.
Conflicts that happen between two or more people generally
indicates that both or all own the .problem. Duke points out
that teachers need "to refrain from thinking about settling
disputes in terms of winners and losers."3% Gordon and
T.E.T. bhas identified three methods for handling conflicts
within the classroom.

Method I refers to a settlement of a conflict by the

teacher using power to win. Method II refers to the student

341bid., p. 176.
351bid., p. 179.
36Duke, Managing Student Behavior Problems, p. 84.
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winning in the conflict and the teacher losing.37 T.E.T.
Tejects both of these and instead seeks to utilize Method
I11 which is a no-lose method. Method III is a system that
seeks to find a solution that all parties find acceptable.
Method 1III allows a teacher to "view conflicts as
relationship strengthening, not relationship damaging."38
In choosing Method II1I as the means to resolve conflict,
many of the coping mechanisms often utilized by students to
react to power and authority are impotent. These mechanisms
that often include rebelling, defying, withdrawing, and
blaming others will simply not work. 39

A teacher that elects to use T.E.T. and utilizes
Method III to solve conflict does not sanction the use of
power by a teacher unless there is danger or if "strong time
pressure that does not allow for more leisurely problem
solving."40 Method II1 is really a system for negotiating
the settlement of a conflict. The system consists of a six
step program or process. These six steps are:

1) defining the problem

2) generating possible solutions
3) evaluating the solutions

37Gordon, T.E.T. Teacher Effectiveness Training, p.

184.
381bid., p. 225.
391bid., p. 201-208.

40Brophy and Putnam, 'Classroom Management in the
Elementary Grades," p. 213.
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4) deciding which solution is best

5) determining how to implement the decision

6) assess12§ how well the solution solved the

problem
These six steps are easy to follow and provide a logical
sequence to resolve classroom conflicts. The process 'is
quite unlike the typical way problems are resolved in class"
because "traditionally, students have learned to depend
exclusively on the teacher to impose a settlement."42
Gordon summarizes Method III by explaining that its

benefits include the absence of student resentment; imple-
mentation of a solution; the absence of power or authority;
an increase in positive relationships between students and
instructors; a desire to solve real problems; and, develops
students into more mature, responsible individuals.43 An
additional benefit of Method III is that it facilitates the
utilization of rule setting class meetings. These class
meetings allow the students to design classroom rules and
guidelines for conduct. However, '"the group can only make
determinations within the teacher's 'area of freedom'"4% and

cannot move beyond the confines of the classroom.

41Gordon, T.E.T. Teacher Effectiveness Training, p.

228.

42Duke, Managing Student Behavior Problems, p. 84.

43Gordon, T.E.T. Teacher Effectiveness Training, p.

241-247.
441bid., p. 268.



141

If a student fails to abide by an agreement reached
through Method III, then T.E.T. provides for three optionms.
The first is to provide the student another opportunity to
keep the agreement. The second option is to find some
method by which the student is reminded of his commitment so
it will be followed. The third option is to repeat the six
step process of Method III in order to arrive at a better,
more workable solution.4?

Even Gordon, however, realizes that the use of
listening activities and skills or utilizing I-messages or
changing the environment or even employing Method III will
not resolve all conflicts. These conflicts that do not
resPdnd to one of the four aspects of T.E.T. are called
value collisions. Simply put it means that the values
exhibited and prized by the student are alien or unaccep-
table to the teacher amd resolution of this conflict is
almost impossible. The best way to handle value conflicts
is 1) for the teacher to become a more effective consultant;
2) for the instructor to model the values that are
acceptable; 3) to modify one's own values so that the
students are more acceptable; or, 4) to accept the values of
the students as va1:|’.d.46 None of these are easy and, in

reality, they will not resolve the conflict but possibly

431pid., p. 274.
461bid., p. 293-306.
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will make it more bearable. Accepting unacceptable values
certainly illustrates that "teaching is a way of loving."47

Thomas Gordon and his Effectiveness Training pro-
grams offer a communication model for parents and children,
teachers and students, and employees and employers. How-
ever, even Gordon realized that not all conflict or problems
could be solved and addressed this issue in discussing value
collisions. His philosophy does stress "freedom and respon-
sibility, and abandonment of power and suthority in favor of
negotiation of 'no-lose' arrangements resulting in mutual
meetings of needs."#® puke states that T.E.T. "points out
that problems students do not need more severe external
controls - they need better internal controls."*9 Gordon
avoids the use of punishment because it "does 1little to
encourage the development of seif discipline."so

T.E.T. and the other Effectiveness Training programs
provide a useful means to resolve conflict and to open
communication lines. The T.E.T. program has not been as
successful as the Parent Effectiveness one but one cannot
doubt that P.E.T. has provided many parents the means to

talk with their children and to solve problems. But the

471bid., p. 124.

4831:01:hy and Putnam, "Classroom Management in the
Elementary Grades," p. 212.

49Duke, Managing Student Behavior Problems, p. 130.
501bid.
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strength of these programs lies in the inherent belief that
understanding and recognizing the ownership of the problem
or problems is in itself a guide to the solution of these
problems. Too often one strikes out to solve the unsolvable
and to do so when it is not even a problem one needs to be
concerned about. A second strength of the program is that
it provides the educator knowledge and techniques to hold
classroom meetings in order to set classroom rules.

This humanistic approach to discipline seeks to
understand and recognize individual differences and to
accomodate these differences. It respects the student and
asks for the teacher to be treated in the same manmer. It
recognizes responsibilities and rights of the students as
well as the teacher. It does not address the totally
disruptive, violent, antisocial student or provide a great
deal of toughness in handling severe problems. However, for
the majority of misunderstandings and conflicts, T.E.T. does
provide a communicative method and procedure to resolve

these relatively simple conflicts.



CHAPTER XI
WILLIAM GLASSER AND REALITY THERAPY

Reality Therapy as developed and designed by Dr.
William Glasser provides both a counseling model and a
school discipline program. Dr. Glasser's educational
background includes a degree in chemical engineering as well
as counseling psychology. He also is an M.D. and a trained
psychiatrist. It was his psychiatric training, which was
highly traditiomal in nature, that resulted in Dr. Glasser
developing Reality Therapy.

While continuing his psychiatric training at the
Ventura School for delinquent girls, Dr. Glasser began to
question traditional psychiatric practices and believed that
"the basic thing I was involved in was helping them avoid
responsibility for what they were doing now."l Too often
the girls assigned to this institution refused to accept
responsibility for their actions and blamed others in their

lives for their problems. Some of the girls constantly

lDonna Evans, "What Are You Doing? An Interview
with William Glasser,"” The Personnel and Guidance Journal,
60 (April, 1982), 460.
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acted out and sought to manipulate their counselors as well
as the system.2 Glasser questioned a great deal of the
typical treatment system and over the next few years
developed the basic tenets of Reality Therapy.

The premise for this treatment method includes
several unique aspects that together form the core of
Reality Therapy. Glasser believes that all people have
needs which when fulfilled are viewed as pathways to
success. These needs include power and recognition, 1love
and belonging, freedom, and fun.3 The most basic of these
needs is '"the need to love and be loved and the need to feel
that we are worthwhile to ourselves and others."™* If these
needs are not fulfilled, dissonance is c¢reated and some
people react to this failure to meet their needs or to match
the pictures in their head by denying "the reality of the
world around them."? Glasser considers this escape
behavior irresponsible and does not '"like to use the terms

'sick' and 'well'."6

2Glasser, Reality Therapy, p. 1-6.

3Glasser, Stations of the Mind, p. 3-9 and Take
Effective Control of Your Life, p. 9-16.

4Glasser, Reality Therapy, p. 10.
31bid., p. 6.

6Evans, "What Are You Doing? An Interview with
William Glasser," p. 461.
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Glasser also believes that everyone has choices in
how to meet the needs of life. Those who act irresponsibly
and make inappropriate choices will suffer the consequences
for their poor choices. Responsibility is defined "as the
ability to fulfill one's needs and to do so in a way that
does not deprive others of the ability to fulfill their
needs."’/ Those who fail to fulfill needs often become
troublemakers in school, discontents, or even patients in
mental institutions. Those in prisons, psychiatric
hospitals, or mental hospitals are irresponsible in
Glasser's views.® Glasser refuses to accept mental illness
in the traditional manner, and this is a belief that many do
not accept.

Glasser identifies two types of individuals in a
broad sense. There are those individuals who have chosen a
failure identity and those who have a success identity.
Those who exhibit a failure identity include the negatively
addicted person who may be addicted to drugs, gambling, or
some other negative problem. Another failure identity is
the symptom person who acts out various types of maladaptive
behavior and who also may exhibit psychotic or psychosomatic
problems. The give up person is a third type of individual

who meets the failure identity criteria. A give up person

7Glasser, Reality Therapy, p. 15.
81bid., p. 16.
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is often found in schools and exhibits a defeatist behavior.
Between the failure identity person and the success identity
individual 1is the security person. Almost everyone,
according to Glasser, is a security person at times in their
lives. A security person is concerned only about the basic
needs of life such as food, shelter, and safety. Survival
needs take precedence over everything else. The success
identity person is one who has the pathways fulfilled and is
a more well adjusted, happy individual who is willing to
take risks in life and exhibits marked confidence.?

Reality Therapy also views the traditional
psychiatric/counseling techniques of delving in the past as
non-productive. Glasser says ''de-emphasize history."lo
This does not mean that the past is not important but that
the past cannot be changed and so the emphasis is placed on
the present and any plans for the future. Historical, past
oriented questions, such as why, too often reflect
attitudes, but Reality Therapy is "much more concerned with

behavior than with attitudes"11 and the reasons for a

Milliam Glasser, The Identity Society (New York:
Harper and Row, 1972). Chapters 2, 3, and 4 discuss success
and failure identities in detail.

10Evans, "What Are You Doing? An Interview with
William Glasser," p. 461.

11Glasser, Reality Therapy, p. 33.
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patient's behavior do not make a difference in therapy.12
Instead, Glasser states '"all aberrant behavior is either an
attempt to evade or an inability to take the responsibility
of doing right."13 Reality Therapy is designed to teach a
patient or a student Tresponsibility by helping the
individual to make better choices. As more productive,
acceptable choices are made the failure identity person
slowly achieves success and may eventually become a success
identity person. The basic process by which this positive
movement takes place is through the eight step counseling

model.

The eight steps are:

1) Make Friends and Ask What Do You Want?
2) Ask: What Are You Doing Now?

3) Ask: 1Is It Helping? Or Is It Against the
Rules?

4) Make A Plan To Do Better.
5) Get a Commitment.
6) Don't Accept Excuses.

7) Don't Punish But Don't Interfere with
Reasonable Consequences. Don't Criticize.

8) Never Give Up.14

121pid., p. 40.
131pid.

14Glasser, The Identity Society, chapter 4 and




149

These steps appear very simple but as Glasser says they "are
simple and clear-cut to talk about. They're not simple and
clear-cut to do."l® The first step 1is very important
because it calls for a true involvement and caring
relationship between the client and counselor. "Involvement
is the foundation of therapy."16 If the involvement and
caring are not there, then it will be impossible to move to
steps two, three, and four which are called the
responsibility steps.

Step two simply asks the client to ascertain what he
is doing at that moment. It is important that the client
realize what behavior is being exhibited. Glasser believes
this step must help the client “understand that his behavior
is a self-involvement that he chooses."l’/ The next step is
a very important one, because it asks the client to make a
value judgement regarding his behavior and whether or not it
is helping. If the client feels the behavior is appropriate

and working, then the counselor will find it difficult to

William Glasser, '"The Basic Concepts of Reality Therapy."
Chart revised January 1, 1982. (Los Angeles: By the
Author, 11633 San Vicente Blvd., 1982).

15Evans, "What Are You Doing? An Interview with
William Glasser," p. 461.

16Glasser, The Identity Society, p. 75.

171bid., p. 84.
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impose his/her values on the client and elicit a change.
Reality Therapy does not moralize.l8 What it does do is
allow the person to evaluate his behavior and if he finds it
inappropriate or destructive, then step four allows him to
make a plan to elicit better behaviors. Glasser cautions
that one should "never make a plan that attempts too much,
because it will wusually fail and reinforce the already
present failure."l9 Plans should be designed so that "they

©20 and build on these.

should look for past successes

Step five calls for the counselor to get a firm
commitment from the <client to <carry out . the plan.
“Commitment means commitment to the involvement."2l
Sometimes it is best to get the commitment in writing. This
process 1is especially effective with students who are
disruptive in school. If a person does not live up to the
commitment and follow through on the plan, the counselor
should accept no excuses. This step is very difficult,
because many clients are highly resourceful and are able to

provide a great many creative excuses. According to

Glasser, 'some people say that not taking excuses is

181pid., p. 85.

191pbid., p. 89.

20yil1liam Glasser, '"Reality Therapy: An Explanation
of the Steps of Reality Therapy" in What Are You Doing?, ed.
by Naomi Glasser (New York: Harper and Row, 1980), p. 49.

21G1asser, The Identity Society, p. 91.
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punitive, and to the extent of being tough about that, maybe
it is, but it has to be."22 "Excuses let people off the
hook; they provide temporary relief, but they eventually
lead to more failure and a failure identity."23 If one
fails to follow through with a plan, not only are excuses
not accepted but in step seven ome doesn't criticize any
failures, but one also doesn't interfere with any
consequences of the failure to follow through on the plan.
It is important to note that these comsequences for
failure to follow through on a plan are not the same as
punishment. One doesn't "learn anything in punishment. It
doesn't teach you a better way."24 Glasser states that
"punishment reduces involvement and causes failures to
identify more securely with their failure."23 Consequences
are something that may either be mutually agreed upon or may
be something that would happen automatically or naturally.
The final step, eight, ties in very closely with the non-
criticism aspect of seven. If one doesn't criticize and
refuses to give up, then the steps simply begin again with a

re-emphasis of step one (caring) and a re-statement of what

22Evans, "What Are You Doing? An Interview with
William Glasser,' p. 462.

23Glasser, The Identity Society, p. 94.

. 24Evans, "What Are You Doing? An Interview with
William Glasser," p. 464.

25Glasser, The Identity Society, p. 98.
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are you doing. The idea is to find success and, as
previously stated, build on that success.

The counseling model of Reality Therapy provides a
simple, direct method that requires a great deal of
expertise and ability to shift from step to step without
overtly thinking about it. Because of the success of the
counseling model of Reality Therapy and because of Glasser's
interests in schools, Reality Therapy was applied to schools
in a ten step process. There is a great amount of mutuality
in the concepts of the school Reality Therapy and the
counseling Reality Therapy. Both support the belief of
choices in one's behavior as well as dealing with the
present as opposed to the past. Glasser's best effort in

addressing the needs of schools is his Schools Without
26

Failure.

In this work, Glasser states that "if school failure
does not exist, other handicaps can be more easily
overcome."?’ He also states that "unless we can provide
schools where children, through a reasonable use of their
capacities can succeed, we will do little to solve the major
problems of our country."28 Glasser has some very definite

views of what type of place a school should be. Schools

26G1asser, Schools Without Failure.

271pid., p. 4.
281pid., p. 6.
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should be a place "where people care for each other."29
Teachers are important in developing this caring
environment. They must "get involved with students . . .
teachers have to care for children, and they have to show
that they care."30 Children cannot be treated as objects,
but instead need to be treated as people who have needs to
be fulfilled.3l A "teacher must learn to keep a comsistent
attitude while varying his approach and never giving up."32
In order that school be a good |©place, certain
characteristics are listed and summarized by the Educator
Training Center founded by Glasser. These are:

A good place is one where people are courteous

especially the adults . . .

A good place is one where laughter is frequently

heard, not because of frivolous activity but

because of genuine joy brought about by

involvement with caring people . . .

A good place is one where communication is
practiced and not preached .

A good place is one that has reasonable rules,
rules which everyone agrees on because they are
beneficial to the individual and the group; rules
which everyone has a democratic stake in because
everyone has a say in making and changing the

29glasser, The Effect of School Failure on the Life
of a Child (Washington, D.C.: National Association of
Elementary School Principals and the National Education
Association, 1971), p. 8.

301bid., p. 9.

31Glasser, Reality Therapy, p. 157.

321bid., p. 195.
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rules as needs arise.

A good place is one where the administrators

g(i:;.(i:\ire%g supgort andhpartig:;gate in ?g,?l?Pf°aCh3§°
pline that teaches self-responsibility ...

One of the most important ways to develop a caring
atmosphere in a school, as well as providing students the
means to fulfill some of their needs (pathways) such as
power, freedom, or self worth, is through the classroom
meeting. Class meetings are especially effective, because
they help students "solve the problems of living in their
school world."34 Glasser advocates three types of class
meetings. There is the social problem meeting that
addresses "all problems relative to the class as a group and
to any individual in the class™3? who might be willing to
share a problem. The open ended meeting is useful, because
it addresses the issue of learning in a creative, relevant
manner. The final type of meeting, the  educational-
diagnostic meeting is designed to emphasize what the class
is currently studying.36

Class meetings require a great deal of commitment on

the part of both the teacher and the students. Feldhusen

33Educator Training Center, Glasser's Approach to
Discipline (Los Angeles: Educator Training Center, 19/7),
p- 6.

34Glasser, Schools Without Failure, p. 123.

351bid., p. 128.
361bid., p. 134-138.
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states that 'the class meeting is at the heart of the
Glasser system."37 However, in truth, '"class meetings work
as well as the imaginative, ingenuity, and conviction of
those who run them."38 The creative teacher is able "to
motivate children, to build communication skills, and to
create a trusting atmosphere for 1earning"39 through the
regular use of open-ended class meetings. Class meetings
prove much more effective if the questions and format are
varied, but the '"meetings should always be conducted with
the teacher and all the students seated in a tight
circle."0 oOne of the most important goals of class
meetings is ''to implement moral behavior through honest
discussion aimed at matching our actions to our words."41
All discussion should "be directed toward solving the
problem; the solution should never include punishment or

fault finding."42

37Fe1dhusen, "Problems of Student Behavior in
Secondary Schools,” p. 240.

38Glasser:, Schools Without Failure, p. 161.

39Frank Hewett and Phillip C. Watson, ''Classroom
Management and the Exceptional Learner," in Classroom
Management, ed. by Daniel Duke. Seventy-eighth Yearbook of
the National Society for the Study of Education (Chicago:
University of Chicago Press, 1979), p. 316.

40G1asser, Schools Without Failure, p. 32.

4l1bid., p. 186.
421pid., p. 129.
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Classroom meetings can also be used to "a) establish
classroom rules, b) adjust the rules, c) develop new ones
when needed, and d) deal with problems."43 The rules
designed for the class cannot abridge the rules developed by
the school administration and school board, but the rules
can address modes of conduct and behavior in the individual
classroom. However, if students have ''a voice in making the
rules that apply to them"44 they will more 1likely follow
them and understand the necessity for them. If these rules
are posted in each classroom, then the students will
constantly be reminded of them and peer pressure will help
mandate the recognition and support of them. If class
meetings are effectively used, then the implementation of
the ten step discipline program will be understood and
accepted by the students, because the students will bhave
input into the rules they are expected to follow.

The ten step discipline program for schools, as
stated, is very similar to the eight step counseling model
with some differences that make the program much more

applicable to schools. The ten steps are:

1) What Am I Doing? (teacher step)

2) 1Is It Working? (teacher step)

43Brophy and Putnam, '"Classroom Management in the
Elementary Grades,' p. 211-212.

44Glasser, Schools Without Failure, p. 193.
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3) Recognition
4) What Are You Doing?
5) 1Is It Against the Rules?
6) We Need to Work It Out. (plan)
7) 1Isolate From Class
8) Out (In-School Suspension)
9) Send Student Home

10) Seek Outside Professional Help45

Steps one and two are important, because they are the
teacher involvement steps where the teacher is asked to
evaluate himself/herself and ascertain whether or not
his/her approach to a particular problem or student has been
working or not. If what one has been doing is not working,
then one should stop and try a new approach.46 Step three
is the same as step one in the counseling model in that the
student is to be given recognition by the teacher or some
type of status or support in order to build a relationship.
"Treating your most difficult students well will eventually
lead to their behaving better."47

Steps four through seven are the redirection phase

which seeks to change inappropriate behavior to a more

45Educator Training Center, Glasser's Approach to
Discipline, p. 7-10. -

461bid., p. 7.
471bid.
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appropriate behavior. 1In step four the student is simply
asked what he is doing. "He will have to tell you what he's
doing, or he'll remain silent, but he will usually stop what
bhe knows he was do:i.ug."48 I1f the student stops then the
process ends at step four. If the student continues the
behavior, simply ask if the behavior is against the rules.
It is important to remember that the rules will have been
decided upon in class meetings and will be comspicuously
posted in the room for all to see. This step is the value
judgement step and may need to be confrontive in nature if
the student attempts to side step the answer .49

Step six requires that the student and teacher
jointly work out a plan for the student that will benefit
both student and the class. Jones and Jones point out that
"students are refreshingly creative at devising useful plans
for solving their own problems.“50 This contract can be
verbal or written. It should be of reasonable duration and
one that '"helps the student move toward responsible

behavior."! The contract should have as much student input

488111 Borgers, A Return to Discipline (Harlingen,
Texas: Goss Printing, 1978), p. 84.

49Educator Training Center, Glasser's Approach to
Discipline, p. 8.

3030nes and Jones, Responsible Classroom Discipline,

p- 225.

5]'Ec:luo::at:or Training Center, Glasser's Approach to
Discipline, p. 8.




159

as possible and it should clearly identify "joint areas of
responsibility and the structural contingencies, such as
rewards."2 (See Appendix IV for a sample student
contract.) The focus is on what the student did, not in
what others did to him. No excuses should be accepted for
the failure of a student to follow a plan at this step or at
any step in the process. No interference with 1logical
consequences of one's failure to follow a plan should take
place either.

Step seven takes place after all attempts to
maintain a contract have failed and there is no choice
available but to send a student to "time-out." The place
chosen for time-out may be in the classroom or another
teacher's room. The placement should help the student know
"that he or she 1is no 1longer involved in active
participation in the class. Students may listen, but may
not take part in classroom activities . . .n33 They may
rejoin class activities once they have developed a feasible,
workable plan they are committed to follow. "If the student
disrupts while he is in isolation, his only alternative is

to be excluded from the classroom or quiet area."

52Furtweng1er and Konnert, Improving School
Discipiine, p. 61.

53Educator Training Center, Glasser's Approach to
Discipline, p. 8.

S41bid.
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If the student disrupts while in time-out, the
student should be sent out of the classroom to an in-school
suspension center. It must be evident to the student that
by choosing a continuation of an inappropriate behavior, he
cannot remain in the classroom. The in-school suspension
should be "a not uncomfortable, non-punitive place which is
staffed by someone who communicates the basic ideas to the
students"? that they must decide to change their behavior
before they will be allowed to return to class. Behavior
cannot change unless the student chooses to do §0.96 As
Glasser states, once a student is placed in an in-school
suspension area there are only two choices. These are to
"return to class and follow reasonable rules--or continue to
sit here and be outside of class."”’ Students often decide
to devise a new plan and return to class within a short
period of time. Separation from one's peers is a powerful
motivator.

A student who chooses to disrupt while in an in-
school suspension area will be sent home. This is step
nine. However, it does not set a number of days in which
the student will be home. Instead the student may return to

step eight (in-school suspension) and to school when the

551bid., p. 9.

56Bow:gef:s, A Return to Discipline, p. 90.

37Educator Training Center, Glasser's Approach to
Discipline, p. 9.
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student is ready to do so and makes a commitment to abide by
the rules.’® The 1last step, step ten, is rarely reached.
If a student is totally out of control, then outside
professional help needs to be sought. "The student should
always be welcome to return to school . . . but not unless a
specific plan and commitment has been made to follow
reasonable rules."9 Even here the student is not given up
on but simply advised to seek other assistance which is
beyond the expertise of the school.

The Reality Therapy discipline program appears very
simple, but as Glasser cautions it is not that simple to do.
It is based on the belief that:

a) students are and will be held responsible for
their in-school behavior, b) rules are reasonable
and fairly administered, and c¢) teachers try to
be helpful and cooperative with students in making
feasible adjustments, &Pd maintain a positive,
problem solving stance.
Probably the most appealing aspect to many and a key to the
ability of Reality Therapy to solve problems is ''the extent

to which a pupil feels he has control over his own destiny .

.61 The concept of caring in Reality Therapy provides

581bid.
591bid., 5. 10.

5°Brophy and Putnam, '"Classroom Management in the
Elementary Grades," p. 212.

6]-Glasser, Schools Without Failure, p. 123.
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success for many high risk students to break the failure
cycle.62
Reality Therapy has been researched by a great many
people in a wide variety of settings. Shearn and Randolph
report that Reality Therapy did not effect behavior of
students in a classroom situation.63 Yet, a great many
people who actively practice Reality Therapy bhave seen
tremendous decreases in discipline problems. Bill Borgers
reported a ninety percent reduction in fighting as well as
substantial reduction in the number of drop outs.®4 1In
Oklahoma several schools including Edmond, Putnam City
North, and Shawnee Junior High use Reality Therapy and
support the contention that their discipline problems have
been reduced. The debate over whether or not Reality
Therapy does as claimed will probably continue as long as it
is used and discipline is a concern of schools.
Glasser hopes that education will return to its
original purpose through the use of Reality Therapy and that
purpose is "to produce a thoughtful, creative, emotionally

alive, unafraid man, a man willing to try to solve the

62Duke, Managing Student Behavior Problems, p. 20.

63p.F. Shearn and D.L. Randolph, "Effects of Reality
Therapy Method Applied in the Classroom,' Psychology in the
Schools, 15 (January, 1978), p. 79-83.

64gducator Training Center, Glasser's Approach to
Discipline, p. 10.
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problems he faces in his world."63 Perhaps Brophy and
Putnam best summarize the impact and importance of Reality

Therapy when they state that it involves:

humanistic values, rTespect for student
individuality, tolerance for individual
differences, willingness to try to understand and
assist students with special needs, and reliance
on instruction and persuasion, rather than
assertion of power . . . that students have
responsibilities along with their rights, and that
they will have to suffer the consequences if they
fail to fulfill those responsibilities. These
approaches mesh nicely with the evolving role of
the teacher as a professional with particular
expertise, with specific but limited
Tesponsibilities to students and parents, and also
with certain rights as instructiow&} leaders and
authority figures in the classroom.

Certainly, Reality Therapy is "a process in which we teach
people better ways to fulfill their needs than they [have]

learned so far."67

65G1asser, Schools Without Failure, p. 228.

66Br:ophy and Putnam, ''Classroom Management in the
Elementary Grades," p. 214.

67Glasser, "Reality Therapy: An Explanation Of The
Steps Of Reality Therapy," p. 49.



CHAPTER XII
LEE CANTER'S ASSERTIVE DISCIPLINE

Lee Canter and his wife Marlene have developed one
of the most popular discipline programs in the United
States. Assertive Discipline, which is based on many
premises founded in assertion training, has been taught to
approximately 400,000 educators since 1977.1 Canter was
originally trained and worked as a child guidance specialist
but today serves as director of Canter and Associates. This
organization is responsible for disseminating information on
assertive discipline as well as providing training
throughout the country. Canter has written several books
and many articles, but the most relevant work and the most

successful remains the basic text, Assertive Discipline: A

Take Charge Approach for Today's Educators .2 Assertive

Discipline’'s multimedia presentation includes films,

liee Canter with Marlene Canter, Lee Canter's
Assertive Discipline for Parents (New York: Harper and Row,
1985), p. xi:

2Lee Canter, Assertive Discipline: A Take Charge
Approach for Today's Educators.
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worksheets, and tapes. (See Appendix .V for examples of the
worksheets.)

Assertive Discipline as a classroom control method
is based on the premise that a classroom teacher needs to
have '"clear expectations, insistence omn correct behavior,
and consistent follow-through, overlaid with the warmth and
support that all students need."3 Assertive Discipline has
only one commandment and that is ''thou shalt not make a
demand thou art not preparest to follow through upon."4
The training that takes place to enable one to become a
qualified practitioner of Assertive Discipline includes an
understanding of why other programs do not work and why
assertive discipline is better as well as establishing goals
for both students and teacher and identifying skills needed
to be an assertive teacher. The plan of training for
Assertive Discipline centers around five phases or steps.
These steps are not well delineated but can be ascertained
on a closer look. The five steps as listed by Charles
include:

1) recognizing and Tremoving roadblocks to
assertive discipline,

2) practicing the use of assertive response
styles,

3) 1learning to set limits,

3Charles, Building Classroom Discipline, p. 112.

4Cam:e:I:', Assertive Discipline, p. 74.
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4) learning to follow through on limits, and
5) implementing a system of positive assertions.?

The Canters believe that Assertive Discipline was in
many ways a natural result of the changes exhibited in
public education over the last ten to twenty years. They
feel that many of the ideas of Skinmer, Gordon, and Glasser
"have often been distorted and misinterpreted to the point
that teachers have been led to believe fallacies"® about
their abilities. When these mistaken beliefs are combined
with an increase in the number of children in schools with
behavior problems, then a new effective program was viewed
as inevitable. Canter believes that "the only children who
cannot behave are those with organic problems, such as brain
damage."7 He sees as a misconception the belief that low
socio-economic status, special education, or childrem with
poor heredity cannot behave.® Instead, Canter believes

that these and all "problem students can behave, they just

5Charles, Building Classroom Discipline, p. 116.

6Canter, Assertive Discipline, p. 4.

7Canter, "Taking Charge of Student Behavior," p.
35.

81bid., p. 35.
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don't want to."9 A good teacher is one who '"establishes
the parameters of what she expects from the child and what
the child can expect in return from the teacher."10
Canter sees three types of teachers. These are the

non-assertive or passive teacher, the hostile teacher, and
the assertive teacher. He defines an assertive teacher as

one who clearly and firmly communicates her wants

and needs to her students, and is prepared to

reinforce her words with appropriate actions. She

responds in a manner which maximizes her potential

Eo get her needs met, but in np, way violates the

est interests of the students.
Furthermore, when as assertive teacher '"responds assertively
to a child's inappropriate behavior, it is called assertive
limit setting."12 "When speaking assertively, be specific:
avoid vague statements such as ‘act nice', 'be good', or
'act your age.'“13
The non-assertive teacher is generally viewed as one

who fails to communicate effectively with a child regarding
expected behavior and one who is not willing to provide and

enforce consequences for inappropriate behavior. Often the

9Canter, "Discipline You Can Do It!," Imnstructor,
89 (September, 1979), p. 110.

10Canter, Assertive Discipline, p. 9.

111piq.

121pi4., p. 18.

13Canter, Assertive Discipline for Parents, p. 16.
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non-assertive teacher may delay their response to a problem
until such time that the respomse is totally useless.l4 The
hostile teacher is one who has either lost control of the
classroom or who is rapidly losing it. The hostile teacher
uses sarcasm, threats, and intimidation to control the
classroom situation. The result is that "they abuse
students' feelings" and "they fail to provide for students'
needs for warmth and security."15 The hostile teacher often
becomes the enemy to the class.16

The assertive teacher is not born as such but must
be trained in order to effectively manage a classroom. The
training of an educator in Assertive Discipline requires the
surmounting of a series of roadblocks that exist. This is
an important first step or phase in learning how to epply
Assertive Discipline. The most common roadblock for many
teachers "is their negative expectation of their ability to
deal effectively with the behavior of their students."l’ 1f
roadblocks are not removed then the student is in control of
the situation and is a very 'powerful child."18 cCanter

believes roadblocks can be dealt with in six different ways.

14Canter, Assertive Discipline, p. 21-24.

150har1es, Building Classroom Discipline, p. 118.

16Canter, Assertive Discipline, p. 36.

171pbid., p. 46.
181pid., p. 47.
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These are:

1) Deal realistically with the child and your
potential influence on his behavior.

2) Accept the reality that you have the right to
set firm limits, and that all students need
them.

3) Accept the reality that you have the right to
ask for assistance in 1limit setting from the
principal, peers, etc.

4) Ask for assistance from the students' parents.

5) Accept the reality that certain students
require additional positive motivators to
influence them to behave appropriately.

6) Utilize assertive skills.l9

In effectively dealing with roadblocks it should be
remembered according to Canter that "no child should be
allowed to engage in behavior that is self-destructive or
violates the rights of his peers or teacher."20 Canter
further emphasizes that the teacher has '"the right to teach,
and the students to learn, in a disruption free climate."21l
An interesting part of removing roadblocks, pointed out by
Charles, is that every student cannot be treated the same

because "people respond differently to different

191bid., p. 54-60.
201bid., p. 56.

21Canter, "Discipline. You Can Do It!," p. 112.
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situations.”?2 This necessitates taking into account
individual differences in any approach taken to handle a
discipline problem.

The second step in learning to capably use Assertive
Discipline is learning to respond in an assertive manner and
practicing these responses. As previously stated, Canter
envisions three types of teachers: the hostile, the non-
assertive, and the assertive. Practice is needed in order
to develop a true, assertive style. Canter does this
through developing a series of mini-incidents or scenarios
and showing the typical response of each of the three types
of teachers. The hostile teacher often utilizes '"you"
messages while the assertive teacher chooses instead to
effectively use "I" messages.23 This use of "I" or "you"
messages relates to the work of Dreikurs, Gordon, and
Ginott. In learning to respond appropriately to discipline
situations, <{anter emphasizes that one must remember to
demand and actively seek appropriate classroom behavior from

the students. This behavior can be summed up as follows:

1) Follow directionms.
2) Complete all assignments.

3) Do not leave class without permission.

ZZCharles, Building Classroom Discipline, p. 117-

118.
231bid., p. 119.



171

4) Work independently.

5) Keep hands, feet, and objects to oneself.24

These needs for proper classroom decorum are appropriate but
Canter believes that one must analyze whether or not they
are being sought by respdﬁding as an assertively trained
teacher would respond or if one is utilizing methods such as
the non-assertive or hostile instructor would. In order to
analyze the situation one should ask the following questions
of oneself.

1) How effectively do you communicate your wants
and needs to your students?

2) How effectively do you verbally assert
: yourself?

3) How effectively do you assertively follow
through on your verbal responses?

4) How effectively do you plan how yogswill deal
with the behavior of your students?

Once one is able to ask these questions and receive
some positive indications that the responses are reasonably
assertive, then step three or phase three, learning to set
limits, dis addressed. Setting 1limits 1is, in effect,
deciding what behaviors are expected and how much of a
deviation from the norm will be tolerated. Limit setting

will only work if the teacher believes 'she has the

24Canter, Assertive Discipline, p. 63.

251pbid., p. 67-69.
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influence to help the students eliminate inappropriate
bebaviors."2®6 oOnce these behaviors have been decided upon
then "teachers should instruct students very clearly on the
behaviors they have identified"2’ as appropriate. Student
input as to proper cléssroom behavior is not elicited. 1If
necessary, signs should be posted or rules sent home to the
parents. The behavioral goals should be very clear and
students and ''teachers must know what specific behavior they
need the students to engage in."28 Finally, teachers must
decide on how they will respond when the target behaviors
are complied with or not adhered to. It is important that
one knows "how to systematically respond to appropriate
behavior of students"2? as well as the inappropriate.

Canter suggests ''verbal limit setting, combined with
physical acts, as the vehicle for establishing expectations
and follow-through procedures.“30 ""Eye contact, gestures,
use of name, and touch are all useful in increasing the

effectiveness of your verbal communication."3l Charles

261pbid., p. 72.

27Charles, Building Classroom Discipline, p. 120.

28Canter, "Competency Based Approach to Discipline -
It's Assertive," Thrust for Educational Leadership, 8
(January, 1979), p. 12.

291pid.

30Charles, Building Classroom Disciplime, p. 121.

31Canter, Assertive Discipline, p. 75.
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identifies three aspects of verbal limit setting. The first
is requesting behavior. Four methods of requesting behavior
are discussed. These are hints or simple reminder
statements occasionally made; I-messages rtegarding the
effect of inappropriate behavior on the teacher; questiomns
which are simply interrogative hints; and, demands or direct
statements to a specific individual or individuals.32

The second aspect of verbal limit setting concerns
the manner and method in which the hint, demand, or whatever
is delivered. Of special importance is eye contact, tone,
gestures, physical touch, and the use of the offending
student's name.33 Eye contact is seen as important in
dealing with behavioral problems but is as important inm
other instances. Canter's use of eye contact, and even
gesture, are reflective of Anglo-American society and do not
take into account restrictions that may exist with some
students because of ethnicity.34 In using gestures, one
should not use hostile gestures such as waving a fist under
an offending student's nose. The use of the student's name
is very powerful and somewhat self explanatory. Physical
touch should be limited to a 1light touch. Physical touch

does not mean physical abuse. As Charles points out, it

32Charles, Building Classroom Discipline, p. 121.

331bid., p. 121.
341bid., p. 122.
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must be remembered that some students respond differently to
touch and may see it as an overt, aggressive act.3% This
illustrates the previously mentioned fact that the
implementation of any discipline technique needs to be
tempered with the appropriate understanding of the
individual student.

The third aspect of verbally setting limits is the
broken record ploy. The broken record strategy means that
one must be 'capable of expressing your wants and needs and
ignore all sidetracking manipulations of the students."36
This strategy is very difficult because it calls for
apparent calmness with a constant, consistent repetition of
what is wanted from the students. If the student or
students try to sidetrack the teacher, one needs to
acknowledge their statements but continue to emphasize what
is wanted or the behavior expected. The broken record ploy
should be used a maximum of three times. It should be used

with those who:

1) refuse to listen to you

2) persist in responding inappropriately to your
demands and/or

3) refuse 59 accept rtesponsibility for their
behavior

351bid., p. 112.
36Canter, Assertive Discipline, p. 79.

371bid., p. 89.
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If after re-stating one's wants the maximum of three times,
the appropriate behavior is not achieved then one must be
willing to follow through with appropriate consequences.
"Follow through is essential to assertive limit setting."38
Canter feels one should always remember that 'you can never
win in an argument with a child."39

Step four of Assertive Discipline is learning to
follow through on limits. Follow through is necessary when
"students (1) refuse to meet the demands that were set, or
(2) act in compliance with the demands."40 Four aspects of
follow through are important. These are that ome should
mske promises, not threats; criteria for comsequences should
be established in advance; appropriate consequences should
be used; and, one needs to practice verbal confrontations in
order to effectively handie them. 41

Canter sees 'a very rTeal difference between a
promise and a threat.'" "A 'promise' is a vow of affirmative

action"” while "a 'threat' is a statement or expression of

381bid., p. 92.

39Canter, Assertive Discipline for Parents, p. 18.

AOCharles, Building Classroom Disciplime, p. 123.

4lipid., p. 123.
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intention to hurt or punish.""’z An integral part "of limit-
setting follow through is choice."®3 The student bhas the
choice to follow prescribed behavioral objectives or to bear
the consequences. Consequences should be something that the
student will not 1like and something the teacher feels is
appropriate.44 Consequences may range the gauntlet from
"time out, loss of privilege, loss of preferred activity,
detention, visit to principal, and home consequences."45
The only effective consequences are those im which "you
persist in using the consequence every time as indicated by
the students behavior."46 1n effect, the teacher must be
willing to 'provide a negative consequence every time
students disrupt."47 Consequences are viewed as especially
effective by Canter "when we provide a student with a
choice, we are providing him with the opportunity to learn
the natural consequence of his inappropriate actions, and

that he is responsible for his behavior. "48

42canter, Assertive Discipline, p. 92.

431pid., p. 93.

44Charles, Building Classroom Discipline, p. 124.
451bid., p. 124.

46Canter, Assertive Discipline, p. 95.

) 47canter, ""Competency Based Approach to Discipline,”
p.- 12.

4SCanter, Assertive Discipline, p. 93.
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The types of consequences previously listed are self
explanatory and need little clarification. The most serious
of the consequences is home consequences although it must be
remembered that in extreme cases of inappropriate behavior
other consequences must be invoked. These include
"placement with another teacher, removal from school, or
placement in a school that specializes in behavior
problems."49 These extremes indicated a failure on the part
of the Assertive Discipline program.

If a student misbehaves in class then the suggested
follow through technique is to write the student's name on
the board, which indicates a mild consequence. If the
behavior persists, checks are placed next to the name which
indicates the necessity for a stronger consequence. All
disruptive behavior should be recorded.?® "At the end of
the day, all names and check marks should be erased. Never
erase a name or check mark as reward for good behavior."21
Consistency of response to inappropriate behavior is
important and necessary.

Canter identifies several specific "keys" to follow

through with any student. These are:

49Charles, Building Classroom Discipline, p. 126.

5°Canter, "Taking Charge of Student Behavior," p.
41.

Sl1pid., p. 41.
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1) The teacher did not assume the behavior of
others.

2) The teacher anticipated possible problems that
might occur.

3) The teacher left nothing in doubt.
4) The teacher did not approach the child until
the folg&y through plan was completely
prepared.
When these keys are timely followed, then seldom will there
be a confrontation calling for a test of power and wills.
The reason for the absence of confrontation is that the
teacher is in charge and expresses the behavior expected,
the consequences if the behavior is not exhibited, and why
this is necessary in the classroom or school situation.?3
The final phase of Assertive Discipline concerns the
implementation of a plan of positive assertions. This phase
does not deal with negative behavior but instead addresses
the teacher's response to positive behaviors chosen by
students in the classroom. Canter states that 'megative
consequences may stop inappropriate bebavior, but only
positive reinforcement will change it."4 Ppositive
consequences chosen by the teacher for the student that

exhibits appropriate behavior have a wide range. They

include:

52Canter, Assertive Discipline, p. 112-113 and 130.

531bid, p. 1l4.

54Canter, Assertive Discipline for Parents, p. 48.
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1) Personal attention from the teacher

2) Positive notes to parents

3) Special awards

4) Special privileges

5) Material rewards

6) Home rewards 55

7) Group rewards
These rewards have as their purpose the reinforcement of
good bebhavior. Rewards as listed range from special items
such as more recess time to small inexpensive gifts, such as
pencils or posters, to group rewards such as a pizza party.
The group reward has proven to be one of the most effective
technique because it utilizes peer pressure and the desire
of the whole class to get something. The most common method
is to drop marbles in a jar each time an appropriate

bebhavior is exhibited.’® Positive rewards and responses are

best when they are;

responses you are comfortable with, something the
child wants and enjoys, provided as soon as
possible after the child chooses to behave
appropriately, provided as ofteg as possible,
planned out before being utilized. 7

An assertive teacher will balance "the negative consequences

with positive consequences when students behave

55Charles, Building Classroom Discipline, p. 127.

56Canter, Assertive Discipline, p. 140.

571bid., p. 120.
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appropriately."58
Perhaps the most important aspect of Assertive

Discipline is planning. "Planning is essential to good
teaching."59 Canter also emphatically states that caring is
of utmost importance. He says:

If you really care, the children will really care.

If you are prepared to use any means necessary and

appropriate to influence the children to eliminate

their inappropriate bebhavior they will sense your

determination and will quickly care about the

consequences which they will have to face

consistently é& they choose to act

inappropriately.
Along with caring goes mental rehearsal which must be "used
on a daily basis."®l This mental rehearsal prepares one to
deal with problems that exist or may exist and allows one to
establish a series of assertive plans that could address any
series of scenarios. Canter alsc supports the idea of
careful planning before the school year begins. This
careful planning allows one to take charge when the year
begins so that they may exhibit the "competence and

confidence necessary to assert their influence and deal

effectively with the discipline problems in todays’

38canter, "Com etency Based Approach to Discipline,"
13 P
P. -

59Canter, Assertive Discipline, p. 146.
601bid., p. 110.
6l1pid., p. 151.
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schools."62

Lee Canter's Assertive Discipline places the teacher
in charge in the classroom. Consequences for inappropriate
behavior or improper choices are established by the teacher.
Rewards or positive consequences for proper behavior are
also established. Assertive Discipline calls for the
teacher to ask, and even demand. support from the building
administration as well as parents. The basic philosophy of
Assertive Discipline revolves around the rights of teachers.
These rights are:

1) The right to establish a classroom structure
and routine that provides the optimal learning
environment in light of your own strengths and
weaknesses.

2) The right to determine and request appropriate
behavior from the students which meet your
needs and encourage the positive social and
educational development of the child.

3) The right to ask for help from parents, the
principa%3 etc., when you need assistance with
a child.

The student has very little input into classroom rules or
learning goals or objectives. The teacher is in charge.

Yet, does it work? Canter claims "an 80 percent

reduction in discipline problems the fist year the program

62Canter, "Competency Based Approach to Discipline,"
p.- 11.

63Canter, Assertive Discipline, p. 2.
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is utilized."®% Mandlebaum seems to support this when she
states that Assertive Discipline "reduced both out-of-seat
and inappropriate talking behaviors."®3 She feels the
strongest element of Assertive Discipline is '"the ability of
the teacher to organize the classroom environment."66 But
not all writers support Canter's claims. Crockenberg states
that Assertive Discipline works "only by distorting moral
language, by pandering to the defensiveness of teachers
about their work, and by ignoring or even denying that
children have any significant rights or needs."®7 Watson
also finds fault with Assertive Discipline because it allows
children no input into the rules, or setting 1limits, or
consequences.68 Finally, perhaps the most dammning evidence
that casts doubt on Assertive Discipline is found in the

Saturday Oklahoman and Times of March 9, 1985. In an

article written by Chris Brawley the tragic death of an
eight year old Lawton boy is discussed. The young boy

committed suicide reportedly because he had been reprimanded

64Cant:e:r:, "Competency Based Approach to Discipline,"
p. 13.

65Mandlebaum, “Assertive Discipline: An Effective
Classroom Behavior Management Program," p. 267.

661bid., p. 258.

73 67C'r:oclscenbe:|:g, "Assertive Discipline: A Dissent,"
P- .

68Watson, ""Classroom Control; To What End? At What
Prices?," p. 83.
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by his teacher and his name bad been writtemn on the
chalkboard. Local child psychologists, as mentioned in the
article, maintain that the child lost ''face'" with his peers
because of his name being on the chalkboard.®9 The truth of
the cause of this child's death, of course, may naver be
known.

Assertive discipline is probably the most popular
discipline program in the United States today. It is highly
popular primarily because it places the teacher in an
ascendant position. It Dborrows heavily from other
discipline programs. 1Its use of logical consequences for
inappropriate behavior is similar to that of Dreikurs and
Glasser. Its use of "I" and "You" messages reflect the
programs of Dreikurs, Ginott, and Gordon. Positive
reinforcements are equivalent to those suggested by Glasser.
The program also emphasizes that one must address the
situation and not the character of the student. This
emphasis on inappropriate behavior parallels Glasser,
Dreikurs, Redl, and Gordon. Yet, the one unique difference
remains the role of the teacher and the position of power
the teacher holds. Input by students is minimal, at best.
This dominance by the teacher may in the future, given more
research, prove to be Assertive Discipline's greatest

weakness.

69Chr:izs Brawley, "8-Year-0ld Lawton Boy's Death
Ruled Suicide by Medical Examiner," Saturday Oklahoman and




CHAPTER XIII
COMPARISONS AND CONCLUSION

The issue of discipline is not new to the American
educational system. The responses to discipline problems
through the years have been as varied as the methods to
teach or theories of learning. Discipline has been and will
continue to be a concern of teachers, administrators,
parents, and the general public. The nine programs or
responses to discipline discussed within this paper have not
solved the problem of discipline nor do they provide a
technique that will work for all teachers and all students
at all times. The programs do represent a response to the
needs of the schools and an attempt at addressing the issue
of discipline in a rational, effective manner. Programs
developed since 1960 have attempted to provide for an
effective learning environment for the student and a secure
and sane teaching ambience for the imstructor.

Typically, these representative programs bhave
addressed either the needs of the group or the separate
problems of the individual. Most of the earlier programs,

those of Kounin and Redl and Wattenberg, were group
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oriented. Their —research into group interaction and
functions provided a great deal of information that was not
only relevant to the issue of discipline but also to the
expansion and strengthening of teaching skills. As Kounin
stated '"the mastery of group management techniques enables a
teacher to be free."l This freedom represented a freedom
from the concern of discipline. Redl and Wattenberg also
supported the belief that an effective approach to
discipline must come through the understanding of group
dynamics and the development of diagnostic thinking skills
on the part of the teacher. As they stated "school classes

are groups"2

summarizes their emphasis on group dynamics.
However, not all programs address the group and the
concept of group management. The majority of the programs
reviewed found that working with the individual student and
focusing on individual discipline problems was more
successful and appropriate. Ginott felt that 'children need
guidance"3 and this is best dome through developing an
ability to communicate succinctly with the students of the

4

class by utilizing sane messages” and developing congruent

lXounin, Discipline and Group Management in the
Classroom, p. 145.

2Redl and Wattenberg, When We Deal With Children,

p. 257.
3Ginott, Teacher and Child, p. 104.

41bid., p. 82.
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communication styles.5 Gordon also supports the importance
of working with the individual student by structuring within
each classroom an optimum time period so that the teacher
and student can converse on a one to one basis.® Dreikurs
supports this individualism by emphasizing the success of
praise7 and encouragement8 with each student. Reality
Therapy concepts and Glasser focus on the needs of the
individual student and state that 'children have to see
school as a place where they can fulfill their needs."?
Canter talks about positive rewards for the individual
student.10

The general approach utilized by the vast majority
of the programs was to address the needs of the individual
before that of the group. However, Duke's Systematic
Management Plan for School Digcipline is the anomolie in
most of the comparison areas selected for the wvarious
discipline programs. Duke attempts to incorporate the best

of all the worlds and, in this instance, addresses both the

31bid., p. 77.

6Gordon, T.E.T. Teacher Effectiveness Training, p.

172-173.

7Dreikurs, Maintaining Sanity, p. 109.

8Dreikurs, Psychology in the Classroom, p. 41.

9Glasser, "Reality Therapy: An Explanation of the
Steps of Reality Therapy," p. 58.

1OCanter, Assertive Discipline, p. 140-141.
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needs of the individual by recognizing their uniqueness as
well as the concerns of the group within the total system.

Another method that provides insight into the
programs is to compare the various program's view of
punishment and whether or not it is useful or needed. The
overwhelming belief by the program authors is that
punishment has very little use in an educational setting
and, if ever utilized, should be done so only as a last
resort. Ginott says it best when he states that the
"essence of discipline is finding effective alternatives to
punishment."11 Redl and Wattenberg concur by stating that
"corporal punishment often preaches eloquently that deep
down they believe might is right."12 The remainder of the
program authors concur with this view of purishment, with
Glasser saying it best when he states '"you don't learn
anything in punishment. It doesn't teach you a better
way."l3 Dreikurs states that 'punishment teaches the child
what not to do but fails to teach the child what to do."14
Punishment is seen as a counterproductive, often vindictive

approach to changing a student's inappropriate behavior that

llcinott, Teacher and Child, p. 147.

12ped1 and Wattenberg, Mental Hygiene in Teaching,
p. 375.

13Evans, "What Are You Doing? An Interview with
William Glasser," p. 464.

14Dreikurs, Maintaining Sanity, p. 82.
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too often fails to remedy the situation and instead only
creates hostility and disillusionment with the educational
process.

This does not mean that one should not be reasonably
dealt with when rules, regulations, or norms are violated.
All of the authors, with the exception of Kounin, address
the issue of consequences for inconsonant behavior. Some
may call these consequences natural or logical but the
meaning is the same. All organizations and institutions
need rules and schools are no different. The consequences
for not obeying these rules should be well known by all. 1If
a student violates a rule then the comsequence should be
invoked. Canter says it best when he states that ''when we
provide a student with a choice, we are providing him with
the opportunity to learn the natural consequences"15 of
inappropriate behavior. Several programs advocate rewards
or special privileges for those who elect to obey the rules.
These positive consequences are best addressed by Dukel® and
Canter.l’? The essence of punishment is rejected by these
programs but not the concept of comnsequences for behavior

whether it be acceptable or unacceptable.

15Canter, Assertive Discipline, p. 93.

16Duke, Managing Student Behavior Problems, p. 41.

17Canter, Assertive Discipline, p. 140-141.
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When one has consequences for the violation of rules
it means that a set of standards of expected behavior have
been established. Both the method and manner by which these
standards or rules are set are addressed by several of the
discipline programs. The writings of Kounin, Ginott, and
Redl and Wattenberg, and the L.E.A.S.T. program do not
directly address the issue of rule setting as such, but the
implication is there that the necessary rules for classroom
decorum have been established by the instructor. This is
best illustrated in Kounin's story of the discovery of the
"ripple effect"” when a young man chose to read a newspaper
in class in obvious violation of the teacher's rules.l®

Assertive Discipline as developed by Canter mandates
that the instructor establish the rules and expectations in
the class. Canter states that the '"teacher establishes the
parameters."19 This parameter setting is also called
assertive limit setting.zo The remainder of the programs
elicit some type of student input to a varying degree.
Glasser states that "students should have a voice in making
rules that apply to them . . ."21 Teacher Effectiveness

Training speaks of class rules and regulation

18kounin, Discipline and Group Management in the
Classroom, p. 1.

19Canter, Assertive Discipline, p. 9.

201pid., p. 72.

2]-Glasse_-x.', Schools Without Failure, p. 193.
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setting.22 In Maintaining Sanity in the Classroom, Dreikurs

discusses establishing classroom rules and developing rules
that provide room for trust and growth of the student.23
Duke envisions schools as rule governed organizations that
often have too many unworkable, inflexible rules,24 but
suggests that students be involved in rule setting and even
possibly tested over their knowledge of the rules.23 The
method by which these rules are established may differ but
the intent seems to be the same. Several programs seem to
support the concept that if students are involved in the
rule setting process, then they, in effect, own these rules
and are more inclined to support the rules and obey them as
well as to bring peer pressure to bear on those students who
choose not to follow them. The method favored by several
programs to develop class rules is the class meeting
concept.

The <class meeting concept 1is perhaps best
exemplified by Reality Therapy. Feldhusen states that ‘'the

class meeting is at the heart of the Glasser system."26

22Gordon, T.E.T. Teacher Effectiveness Training, p.

16.

23Dreikurs, Maintaining Sanity, p. 80-88.

24Duke, Managing Student Behavior Problems, p. 17.

251bid., p. 4l.

26Feldhusen, "Problems of Student Behavior in the
Secondary Schools," p. 240.
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Class meetings in the Reality Therapy program are
implemented in order to help students "solve the problems of
living in their world."27 preikurs envisions class meetings
as providing "the teacher with an opportunity to help the
children understand themselves."28 1t is important to note
that class meetings must not be viewed as an opportunity for
the teacher "to impose their own ideals, to preach, and to
hold lectures."29 Not all class meetings are for rule
setting. In fact, the majority of them should be for other
purposes. What seems to be important in class meetings is
to provide an opportunity to allow each student time to
express their thoughts and feelings regarding a particular
issue or event. This opportunity should be provided in a
non-critical, non-punitive manner, so that each student may
achieve a degree of success and recognition that might not
be afforded to them in the regular classroom situation.

However, mnot all of the programs accept the
importance of class meetings and student involvement through
these meetings and how these can improve school and
classroom climate. Several of the programs attribute the
teacher with having the dominant role in establishing

classroom climate. Kounin states that "specific categories

27Glasser, Schools Without Failure, p. 123.

28Dreikurs, Discipline Without Tears, p. 79.

29Dreikurs, Maintaining Sanity, p. 149-150.
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of teacher's behavior'" correlate "with their managerial
success."30 Ginott supports the concept that the teacher is
of utmost importance by stating that the teacher is the
"decisive element in the classroom" and that it is their
"personal approach that creates the climate."31 Dpreikurs
speaks of the democratic teacher but also supports class
meetings, as previously mentioned. Canter, of course,
places the teacher in a position of ascendency which is one
of the reasons many teachers have adopted Assertive
Discipline as their classroom approach. The idea that
"agsertive teachers are the bosses in their classrooms"32
appeals to many. The L.E.A.S.T. program mentions neither
classroom meetings or expounds on the rule or impact of the
classroom teacher.

Whether or not class meetings or the role of the
teacher in the classroom is more important is mnot as
important as the manner in which the teacher communicates to
and with the students. Most of the programs place a great
emphasis on communication style and methods. Both Ginott

and Gordon discuss the importance of I-messages. They can

3°Kounin, Discipline and Group Management in the
Classroom, p. 74.

31Ginott, Teacher and Child, p. 15-16.

3 320anter, "Taking Charge of Student Behavior," p.
4,
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"foster intimacy"33 as well as serving as ‘'"responsibility
messages."34 Canter also discusses I-messages, but they are
assertive I-messages that show the students "if you really
care, the children will really care."3% Dreikurs speaks of
using '"words that convey . . . respect and belief in
students' abilities"36 as well as putting the "emphasis on
the child"37 through the effectiveness of praise. The views
of Redl and Wattenberg discuss using situational
assistance38 and reality and value appraisa139 in order to
communicate more effectively with students as well as
helping them solve their problems.

Others also discuss communication styles but in
different ways. Kounin, of course; talks of various
teaching methods and ideas, such as the power of the "ripple
effect."40 These methods are, in reality, communication

styles and means by which one may effectively communicate.

33Gordon, T.E.T. Teacher Effectiveness Training, p.

141.
341pid., p. 139.

35Canter, Assertive Discipline, p. 110.

36Charles, Building Classroom Discipline, p. 107.

37Dreikurs, Maintaining Sanity, p. 109.

38Redl and Wattenberg, Mental Hygiene in Teaching,

p. 354.
391bid., p. 358-364.

40Kounin, Discipline and Group Management in the
Classroom, p. 1.
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"Withitness" is described as "a teacher's communicating to
the children by her actual behavior."4l Glasser sees the
class meeting as the most effective way to communicate with
students and to indicate caring by exhibiting it in each
act. Even the L.E.A.S.T. program communicates by spelling
out directions to the students.4Z The onme commonality of
all of the discipline programs reviewed is to be able to
communicate to the students one's concerns and desires and
needs in the classroom. The manner may be different and as
diverse as the assertive approach of Canter to the oblique
one of Kounin, but the intent is the same. Methods such as
using class meetings or allowing students more or less inmput
or addressing the individual instead of the group are just
that - methods. The main goal is to communicate and do it
in a manner that works. In that sense, all of the programs
are communication programs.

The other major difference in the programs may be
as to which facet of discipline they may be addressing.

Charles, in his work Building Classroom Discipline,

discusses three facets of discipline. These three are

correction, prevention, and support. 43 rcorrective

4lipid., p. 80-81.

42y E.A.S.T. Approach to Classroom Discipline, p.

28.

43Char1es, Building Classroom Discipline, p. 220-

234,
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discipline consists of the moves teachers mﬁke to suppress,
correct, and rechannel misbehavior."44 Supportive
discipline consists of a variety of methods or techniques
that are aimed at ending misbehavior before it gets out of
hand. Preventive discipline is aimed at preventing
misbehavior from happening at all.45

The various aspects that make up good preventive
discipline include the physical arrangement of the
classroom; the curriculum; the expectations and 1limits
placed upon the students; the attitude of the teacher
towards students and the teaching profession, which includes
a necessary flexibility toward unexpected events; and the
type of support existing from administration, counseling,
and parents.‘*6 In effect, preventive discipline
necessitates a variety of group management styles such as
those discussed by Kounin and Redl and Wattenberg.
Supportive discipline includes the daily happenings in class
as well as working with students who have minor problems or
may be creating minor disturbances. Good behavior is
actively reinforced and requested from those students by
using methods such as Gordon and Ginott's I-messages.

Students are facilitated in making good choices in the

441bid., p. 221.
451bid., p. 220-221.
461pid., p. 222-224.
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supportive discipline facet. Methods utilized in helping
students make proper choices may be those discussed by
Glasser, Dreikurs, Canter, Gordon, Duke, or the L.E.A.S.T.
program. Conflicts, as they arise, are resolved in an
equitable manner utilizing approaches espoused by Gordon's
no-lose approach, Ginott's sane messages, or Glasser's
contracts. Communication of wants and needs and the manner
of communication as well as degree of effectiveness are very
important in the supportive stage.47

The final facet of discipline discussed by Charles
is corrective discipline. Corrective discipline means that
one stops inappropriate behavior by confronting it. This is
found in the programs of Dreikurs, Glasser, Gordon, Duke,
L.E.A.S.T., and Redl and Wattenberg. This confrontation may
take the form of step two and three of Reality Therapy when
a student is asked what are you doing and is it against the
rules.48 1If it is against the rules then it should be
stopped. Canter would be even more assertive by telling
students to end the behavior and by refusing to allow it and
by assessing negative consequences.49 Consequences will be
invoked as necessary by these two methods as well as by the

programs developed by Dreikurs, Duke, and Gordon.

471bid., p. 225-230.

48Educator Training Center, Glasser's Approach to
Discipline, p. 8.

490anter, Assertive Discipline, p. 79 and 99.
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Consistency in invoking consequences for inappropriate
behavior is vital and necessary for the corrective facet of
discipline to work.20

Each of the facets or parts of discipline presented
by Charles are important. In actuality, a good discipline
program must be able to address more than one area. This
would allow the creation of &a more effective 1learning
environment as well as opening communication lines between
students and instructors at each of the various facets of
discipline. Whichever level of discipline is addressed or
utilized, it is important to remember that fairness,
consistency, and the cessation of improper bebhavior is the
goal of each and every discipline program.

Each of the reviewed discipline plans have areas of
strength as well as areas of weaknesses. Some are too group
oriented to adequately address the needs of the individual.
Some fail to react to or recognize group interaction and the
processes and relationships that can exist within a
classroom. Others fail to allow student input or
interaction and some allow too much. Some allow cooperative
rule setting, others rule mandating. Several offer
effective communication strategies, some not so effective.
Each one is distinctly different in the same manner that

each teacher or administrator or student is distinctly

50Charles, Building Classroom Discipline, p. 231.
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different.

No discipline program is perfect and as Redl and
Wattenberg say, any claims that a certain program is the
best is '"meaningless for you until you examine those
incidents in the light of the individuals you have to deal
with."1 A truly effective teacher or administrator
concerned about choosing an ideal discipline program would
be wise to look at them all and attempt, as Duke does, a
synthesis of the best aspects of each program. Whatever
program or technique is chosen, school personnel need to
remember that 'teaching is a way of loving."s2

Research will continue into finding the best
discipline program, plan, or procedure until a perfect onme
is found that solves all problems and eliminates all
discipline concerns. Until that day arrives, if it does, it
is best to remember that whatever method or program is used,
it needs to be administered fairly and with respect for the
needs of students. Perhaps if educators spent more time
becoming better planners and teachers, then the need for
discipline programs would decrease. When students learn and
teachers teach, discipline decreases. The educational
system needs to remember to address the reason for its

existence and that is to provide a relevant, challenging

51Red1 and Wattenberg, Controls From Within, p. 275.

52Gordon, T.E.T. Teacher Effectiveness Training, p.

124.
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This
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short poem found titled '"The

Challenge" is found in a publication of the North Carolina

State Department of Public Imstruction and says it best:

53North

if

schools were
exciting
challenging
rewarding

places

kids

wouldn't try

so hard

to be

absent

or be dumb,

or be tough.
something says
they would

work harder

act nicer

and

learn more

if

schools were
meeting their needs,
awakening their minds,
and tougging their
hearts.

Carolina State Department
Instruction, Discipline in Schools:

of

Public

A Source Book (Raleigh,

North Carolina Department of Public Instructiom, 1977), p.

83.
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APPENDIX 1
Questions to Retired Oklahoma Administrators

1. Do you feel there have been any significant changes in discipline over the past thirty
years?

2., Have school discipline procedures gotten harder or easier to enforce? Why did you
choose this answer?

3. Can you think of any discipline methods or procedures that were used in the past but
could not be used in schools today?

4. Do you believe that the job of a school administrator is different today tham in the
past? In what ways?

5. Have student attitudes changed over the past years? If so, in what way?

214



APPENDIX II



APPENDIX II

The Four Mistaken Goals and Teacher's Reactiomns
To the Child's Behavior

Goal

Child's Actiomn
and Attitudes

Teacher's Reaction

1. Attention

2. Power

Is a nuisance in class
May show off

May be lazy

Puts others in his
service

Keeps teachers busy
Thinks: "I have a place
only when people pay
attention to me."

May cry

May use charm

May be overly eager to
please

May be overly semsitive

May be stubborn
Often argues

Must win

Must be the boss
Often lies

Is disobedient

Does the opposite of
what is asked of him
May refuse to do any
work

May think "I count
only if others do
what I want,"

Must be in control
of every situation

216

Gives undue service
Reminds often

Coaxes

Feels annoyed

Shows pity

May think: "Child
occupies too much of
my time."

May feel resentment

May feel defeated
Feels threatened in
her leadership
Concerned with what
the others will think
of her

Feels she must force
the child to obey
Gets angry

Must show the child
that she is running
the class

May be determined not
to let him get away
with his behavior



3. Revenge

4. Inadequacy

May steal

Is vicious

Hurts children and
Is destructive

May lie

Often pouts and
accuses others of
their unfairness

May believe that no-
body likes him

May want to get even
for the hurts he
believes others have
inflicted upon him

Feels helpless

May feel stupid in
comparison to others
Gives up and does

not participate in
any activities

Feels best when left
alone and when ne de-
mands are made on him
May set too high goals
for himself and not
touch anything that does
not measure up to his
high self-expectations

Feels hurt

Gets mad

Wants to hurt back
May dislike child
Considers child
ungrateful

Wants to teach the
child a lesson for
his mean behavior
May ask the other
children to avoid
this child

May report the child

to his parents in the

hope that they will
punish him

May try various

approaches to reach
the child and become
discouraged if she
meets with failure
She may then give

up trying
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The Do's and Don't's of Discipline

What can a teacher do in order to have the kind of classroom order
that is satisfactory to her and to the students? Are these two
possible? They are if discipline and order are used as a
cooperative enterprise, with understanding on both sides and team
spirit. In order to achieve this end, the teacher must know what
to do as well as what she must do in a given situation. Let us
consider first what she should never do.

1. A preoccupation with one's authority may provoke rather than
stifle defiance and resistance to discipline. The teacher
should not be concerned with her own prestige.

2. Refrain from nagging and- scolding, since it may fortify the
child's mistaken concept of how to get attention.

3. Do not ask a child to promise anything. Most childremn will
promise to change in order to get out of an uncomfortable
situation. It is a sheer waste of time.

4. Do not give rewards for good behavior. The child may then work
only in order to get his reward and stop as soon as he has
achieved his goal. What's more, this will only strengthen his
belief that he must be paid every time he acts civil or makes a
contribution.

5. Refrain from finding fault with the child. It may hurt his
self-esteem and may discourage him.

6. Avoid double standards--one for yourself and another for the
students. In a democratic atmosphere everybody must have equal
rights. This includes the chewing of gum, swearing, tardiness,
unnecessary visiting, and talking with members of the faculty
in class when the children are working, sitting when the class
pledges allegiance, checking papers or doing any kind of work
that prevents the teacher from looking at the child when he is
talking to her.

7. Do not use threats as a method to discipline the child.
Although some children may become intimidated and conform for
the moment, it has no lasting value since it does not change
their basic attitudes.

8. Do not be wvindictive; it only stirs up resentment and
unfriendly feelings.

Let us now consider some of the effective measures that a teacher
can use in the disciplinary procedure.

1. Because problem behavior is usually closely related to the
child's faulty evaluation of his social position and how he
must behave in order to have a place in the class group, the
teacher's first concern must be to understand the purpose of
his behavior (see Chapter 3). Only then will she be in a
position to plan more effectively for this child.

2. Give clear-cut directions for the expected action of the
child. Wait until you have the attention of all the class
members before you proceed in giving directioms.



10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.
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Be more concerned with the future behavior of the child rather
than with past behavior. Refrain from reminding the child
what he used to be or do.

As soon as a child misbehaves and tends to threaten the
general atmosphere in the class, give him the choice either to
remain in his seat without disturbing the others or to leave
the classroom if possible or go to the back of the room.

Build on the positive and minimize the negative. There is
much good in every child, but if you look only for academic
achievement, you may never find it.

Try to establish a relationship with the child built on trust
and mutual respect.

Discuss the child's problem at a time when neither of you is
emotionally charged, preferably in the regular class
discussion.

Use natural consequences instead of traditional punishment.
The consequence must bear a direct relationship to the
behavior and must be understood by the child.

Be consistent in your directions. Do not change a decision
arbitrarily just because it suits your purpose at the moment.
Inconsistency confuses the child about what is expected of him
at a certain procedure.

See behavior in its proper perspective. In this way, you will
avoid making a serious issue out of trivial incidents.
Establish cooperative planning for future goals and the
solution of problems.

Let children assume greater responsibility for their own
behavior and learning. They cannot learn this unless you plan
for such learning. Teachers who are afraid to leave the room
because of what might happen prevent the children from taking
responsibility is taught by giving respomsibility. Be
prepared for children to act up at first. Such training takes
time.

Use the class as a group to express disapproval when a child
behaves in an antisocial manner.

Treat the child as your social equal.

Combine kindness with firmness. The child must always sense
that you are his friend, but that you would not accept certain
kinds of behavior.

At all times distinguish between the deed and the door. This
permits respect for the child, even when he does something
wrong.

Guide the individual to assume independence and his own self-
direction.

Set the limits from the beginning, but work toward mutual
understanding, a sense of responsibility, and consideration
for others.

Admit your mistakes--the children will respect your honesty.
Nothing is as pathetic as a defeated authoritarian who does
not want to admit her defeat.

Mean what you say, but keep your demands simple, and see that
they are carried out.
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21. Children look to you for help and guidance. Give them this
security, but make cooperation and eventual self-control the
goal.

22. Keep in mind your long term goal: am independent, respomsible
adult.

23. Children need direction and guidance until they can learn to
direct themselves.

24. Close an incident quickly, and revive good spirits. Let
children know that mistakes are corrected and then forgotten.

25. Comnend a child when his behavior in a situation shows
improvement.

26. Work cooperatively with the children to develop a procedure
for dealing with the infraction of the rules.

27. "Do unto others as you would have them do unto you."

As teachers we need to exercise kindness but also firmmess
so that the children will know what to expect from us; thus mutual
respect between students and teachers will be the result of the
democratic educational process. In this way the child will be
able to project the inner order that exists in him out into his
environment and will be able to make order in his own way, find
his own place, and develop self-discipline.

When the students understand what is expected of them,
when they have been accepted and respected as equal partners, when
the teachers no longer feel threatened, then and only then, will
they be ready to move into the process of learning in its true
sense.

Child's Reaction to Reprimand and Some Corrective Measures

Child's Reaction Corrective Measures
Goals to Reprimand from Teachers
Attention Stops disturbing Disclose the goal to the
behavior for a while child. Stop and wait until
but then starts all the child child realizes that
over again he will get no  other
May feel satisfied attention and give up his
and stop disturbing behavior. Ask child how
May realize the often he would 1like to
absurdity of his disturb during this session
behavior and give and come to an agreement.
it up Watch for a moment when child

does not disturb and show
appreciation. Consider what
you would like to do and do
the opposite. Discuss the
purpose of disturbing a class
during group discussions.
Give child positive
attention.
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Revenge

Inadequacy

221

May resent it and
intensify his
disturbing bebhavior
Is determined to show
that he is the boss
and will do what

he wants

May overtly or covertly
demand of the teacher
"What can you do about
it

Child wants to get even
for the hurt he
experienced from others
May become worse

May accuse teacher

that she doesn't like
bhim

May threaten to do
horrible things

May run out of the
classroom and disappear
May use foul language
and become abusive

There may be no reaction
the child
Child may insist that he

do what the teacher requires

of him

Do not get involved in a
power struggle. Disclose the
goal to the <child. Agree

that you cannot M"make" him
behave. Appeal to the child
for his help. Refer to his
agreement that all have equal
rights, and that you want and
must teach, while he may
continue his behavior in the
back of the room or any other
place. (Find discussion on
Equal Rights in Chapter 14).
Discuss this with the group.

Disclose goal

Avoid retaliation

Help child see that his
conviction that nobody 1likes
him prompts him to test
people in an obnoxious way
Be can then feel justified in
his feelings because the
others will not Trespond
kindly to his provocations
Discuss this with the group

Elicit from the students
statements of any positive

qualities in this child
from Disclose goal
Confront the
child with ais
convictions
that he is
incapable of
doing anyhing
right without
having given
himself a
chance to find
out if he is
right or wrong

can't

The child may withdraw even

more

Assure the
child that he
is wanted and
that you are
there to help
him. Do not
give up on the
child
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A Comparison of Consequences Verses Punishment

Natural Applied (Logical) Logical (Agreed) Punishment
Natural Situation centered Reality of Arbitrary
result of Training begins the situation exercise of
an act Training power by
continues the adult
No adult Logical, but Related Power of
inter- results imposed logically authority
vention by adults the to the behavior dominates
the con- first time the but has been "Do as I
sequences behavior occures discussed, say, no
--child " If you disturb, understood ,and questios
falls, you'll have to accepted by child asked"™
Bruises leave after first time Child may
knees behavior occurs 1lose
respect
for order
Child ass— Seperates the No element of Some moral
ociates deed from the moral judgement  judgement
the con- doer -"You are 0.K., usually
sequences your behavior "bad"or
with his is not" "wrong"™
behavior may stimu—
late defiance
Deals with Deals with Deals with Deals with
present present present past,
behavior behvior and future present
behavior and future
behavior
Has mo No choice Gives child a Gives mo
choice choice to be choice and
conse— responsilble inplies
quences for own behavior adult is
occur is respom-
sible fo
ckild's
behavior
Child Sets the Develops inmer Tmposed
learns stage for discipline discipline
inner developing is main-
discipline inner discipline tained
May encou-
rage mis=—
behavior
Child bebaves
out of fear and
not out of
inner con-
viction
No adult Adult remains Positive attitude Adult dis-
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interference friendly maintained plays
anger
Voice conveys Child feels Antagon—
good will mutual respect istic
atmosphere
is prepet-
uated
which
creats re-
sentment
in child
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Comprehensive list of SMPSD
Goals and Recommendations

Goal Number 1: Create an awareness on the part of all who
work and study in the school that it is am organization
governed by rules.

Recommendation Number 1.,1: Collaborative development of
school rules. School and classroom rules as well as the
consequences for disobeying them should be decided col-
laboratively among teachers, students, administrators, and
parents.

Recommendation Number 1.2: Rules-related content incor-
porated in school  curriculum, Skills, attitudes, and
content related to school rules, rule-making, and the nature
of rule-governed organizations should be incorporated into
the regular academic curriculum of the school.

Recomendation Number 1.3: Student instruction on school
rules. Students should be taught about school rules and the
consequences for disobeying them.

Recommendation Number 1.4: Student participation imn rule
making regarding adult behavior. Students should have
opportunities to deliberate rules governing teacher be-
havior.

Recommendation Number 1.5: Frequent publicizing of school
rules. School rules and the consequences for disobeying
them should be publicized widely and updated regularly.

Recommendation Number 1.6: Orientation of transfer stu-
dents. Special arrangements should be made to orient all
transfer students to school rules.

Recommendation Rumber 1.7: Enforcement facilitated by mini-
mum number of rules. The number of school rules should be
kept to a minimum to facilitate consistent enforcement and
student retention.
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Recommendation Number 1.8: Procedures for consistent rule
application and enforcement. Provisions should be made for
the encouragement of consistent and fair rule enforcement
and the resolution of routine problems involving inconsist-
encies and unfair treatment.

Goal Number 2: Collect, maintain, and utilize data on
student behavior to improve school discipline.

Recommendation Kumber 2.,1: Development of standard report-
ing procedures. Standard procedures for reporting behavior
problems should be developed.

Recommendation Number 2.2: Allocation of responsibility for
data control. One or two school employees should be given
responsibility for receiving, storing, and periodically
disseminating disciplinary data.

Recommendation Number 2.3: Regular review of collected
data., Datz on student behavior should be shared with
teachers and others in the school on a regular basis. Time
should be allocated so that data can be reviewed and
suggestions can be made about how to improve school
discipline,

Recommendation Number 2.4: Functional use of data in
policy-making. Data on student behavior should be used in
the formulation of schoolwide objectives related to improve-
ments in discipline. .

Recommendation Number 2.5: Public reporting of discipline
data. Data on school discipline should be reported regular-
ly to the Board of Education and the general public.

Goal FNumber 3: Provide opportunities for those who work aand
study in school to express their concerns and problems in a
supportive atmosphere.

Recommendation Rumber 3.1: Situation specificity. In any
process of conflict resolution in school, educators should
attempt to deal only with the specific situation at hand.

Recommendation Number 3.2: Speedy action necessary. Con-
flicts that arise in the classroom should be handled between
the teacher and the student(s) involved as soon after they
occur as possible.

Recommendation Kumber 3.2.1: Private conferences. Conflict
resolution procedures should take place on an individual
basis and in private.
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Recommendation Number 3.2.2: Informational hearings. Stu-
dents accused of misconduct should have an opportunity
(hearing) to explain how they perceive what occurred and
vhy.

Recommendation Number 3.2.3: Negotiated problem—solving.
Solutions to conflicts should be resolved at the classroom
level between teacher and student, resource people should be
available to hear both sides of the issue and assist in
negotiating a settlement.

Recommendation Rumber 3.3: Trained resource persons. When
conflicts cannot be resolved at the classroom level between
teacher and student, resource people should be available to
hear both sides of the issue and assist in negotiating a
settlement.

Recommendation Number 3.3.1: Collaborative selection of
resource persons. In order for the resource persons to
enjoy maximum credibility, students and teachers should be
involved in their selectiomn.

Recommendation Number 3.3.2: Impartial functioning of re-—
source persons. A resource person should regard his or her
primary functions as 1) providing a hearing for the
conflicting parties and 2) negotiating a solution to the
conflict that is acceptable to them. Under no circumstances
should he or she serve as amn agent of the administrationmn
concerned with enforcing school rules or meting out
punishment.

Recommendation Number 3.4: Student participastion im prob-
lem-solving. Opportunities should be provided for students
to participate in the conflict-resolution process.

Goal PNumber 4: In as many cases as possible, shift
responsibility for diagnosing and managing serious behavior
problems from individuals to teams.

Recommendation Number &.1: Anticipation of problems by
troubleshooting teams. Teachers workimg with the same
students should form grade-level teams, These teams should
convene periodically for troubleshooting--anticipating pro-
blems before they become major upsets.

Recommendation Number &4.1.1: Specificity of discussion.
Discussions wmust involve references to specific students
rather than broad statements, vague feelings or amecdotes.

Recommendation Number 4.1.2: Need for confidentiaslity. All
discussions must be kept in strictest confidence.
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Recommendation Number 4.1.3: Planning of specific actioms.
For each student discussed during a troubleshooting session,
a specific plan of action must be adopted before the session
ends.

Recommendation Number 4.1.4: Delegation of responsibilitvy.
One person must assume responsibility for seeing that the
plan of action is implemented, Responsibilities should be
distributed equitably (i.e., coumnselors should not always be
selected).

Recommendation Number 4.1.5: Regular feed-back on cases.
The individual responsible for seeing that the plan of
action is implemented must repoxt back to the group at the
next session about its success.

Recommendation Number 4.1.6: Documentation of proceedings.
Minutes should be taken of all troubleshooting session
proceedings.



Duke Assessment of School Discipline¥*

This assessment form is designed to facilitate the
process of planning the implementation of the Systematic
Management Plan for School Discipline. The statements that
follow each have a five-point rating scale beneath then.
Please circle the number you feel best describes the
situation at your school. Thank you for your cooperation.

Do Not Write Below This Line. Go To The Next Page.

Subtotals: 1. Rule-Govermed Organization
2. Data Collection
3. Conflict Resolution
4., Team Approach
5. Parental Involvement
6. Rewards
7. Professional Development

TOTAL

*A Note on the Use of the DASD

The Duke Assessment of School Disciplirme was
developed as a guide for those who wish to conduct a status
check of school discipline. It is not "standardized"™ nor
are the weights assigned to particular items mnecessarily
equivalent. Mean scores of three or lower on particular
items, however, do suggest areas in need of attention.
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1. The School As a Rule-Govermed Organization

1.1 School and classroom rules are decided collabora-
tively among students, teachers, and administrators.

5 . 4 . 3 . 2 . 1

All of Some of Little or
the time the time none of
the time
1.1.1 Parents participate in making school and classroom
rules.

5 . 4 . 3 . 2 . 1

All of Some of Little or
the time the time none of
the time
1.2 Skills, attitudes, and content related to school

rules and student behavior are incorporated into the
regular academic curriculum,

5 . 4 . 3 . 2 . 1

In most In some In few or
courses courses no courses
1.3 Students are tested on school rules and the

consequences for disobeying them.

5 . 4 . 3 . 2 - 1
All students Some stu- Students are
are tested dents are not tested
annually tested as a rule
1.4 Students participate in developing rules governing

teacher behavior.

5 L 4 4 - 3 . 2 L ] 1

Often Some of Never
the time



1.5

1.6

1.7

1.8
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School rules and the consequences for disobeying
them are publicized widely.

5 L 4 L d 3 L 3 2 * 1

Posted in Printed Not avail-
halls, class- in hand- able
rooms, etc. books

School rules are re—assessed,

Annually Occasionally Rarely

Special arrangements are made to orient transfer
students to school rules.

In all Sometimes Rarely
cases

Provisions exist to encourage consistent enforcement
of school rules and fair application of justice.

5 L] 4 L ] 3 L ] 2 [ ] 1

Formal pro- Informal No provi-
visions processes sions
exist exist exist

Additional Questions

A,

B,

Does a 1list of school rules exist?

YES NO TUNSURE

If a list of school rules exists, how many rules are
contained in the list?

2, Adequate Data Collectiom

2.1
exist.

Routine procedures for reporting behavior problems

5 . 4 - 3 . 2 . 1
Procedures Procedures Routine
exist and exist and procedures
are used all are used do not

of the time sometimes exist
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2.2 School personnel are responsible for receiving,
storing, and disseminating data on student behavior.

5 L ] 4 ® 3 L ] 2 ® 1
Data 1is Data 1is Data is not
regularly processed processed at
processed on occasion all
2.3 Data on student behavior is shared with school

personnel.,

5 . 4 . 3 . 2 . 1
Regularly Occasionally Rarely
2.4 Schoolwide objectives related to student behavior
exist.
5 . 4 . 3 . 2 . 1
Objectives Objectives Ko formal
exist and exist on objectives
are pursued paper exist
2.5 Data on school discipline is reported to the public.
5 . 4 . 3 . 2 . 1
Regularly Occasionally Rarely

3. Conflict-Resolution Provisioans

3.1 Classroom conflicts are handled between the teacher
and the student(s) involved.

5 . 4 . 3 . 2 . 1
Regularly Occasionally Rarely
3.2 Teachers negotiate solutions to classroom conflicts

with the student(s) involved.

5 . 4 . 3 . 2 . 1

Regularly Occasionally Rarely
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3.3 When conflicts cannot be resolved at the classroom
level, resource people are available to 1listen to
both sides.

5 - 4 . 3 . 2 . 1

Regularly Occasionally Rarely

3.4 Students are involved as mediators/arbitrators in
the conflict resolution process.

5 . 4 . 3 . 2 . 1

Regularly Occasionally Rarely
4, Team Approach to Improved
4,1 Teachers meet in troubleshooting sessions to identi-

fy students who are beginning to experience behavior
problems. The teachers develop corrective strate-

gies.
5 . 4 . 3 . 2 . 1
Regularly Occasionally Rarely
4.2 Case conferences are scheduled for any students

experiencing chroric behavior problems.

5 L 4 L 3 3 L ] 2 L 1

Regularly Occasionally Rarely

4.3 Efforts are made to 1involve community resource
people (pediatricians, wministers, probation offi-
cials, social workers, etc.) in dealing with
students experiencing chronic behavior problems.

5 . 4 . 3 . 2 . 1

Regularly Occasionally Rarely
5. Parental Involvement
5.1 Parents are notified of school rules.

5 L] 4 L ] 3 L ] 2 * 1

All parents Parents Parents are
notified notified not notified
annually irregularly
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5.2 The school provides opportunities for parents to
gain new skills in dealing with their children.

5 . 4 . 3 . 2 . 1

Numerous A few No parent
opportunities parent education
are available programs program

5.3 Parents are notified when their childrem encounter

discipline problems at school.

5 . 4 . 3 . 2 . 1

Parents are Parents are Parents are
always noti- sometimes rarely noti-
fied notified fied

5.4 Parents are contacted to verify student absences.

5 . 4 . 3 . 2 . 1

In all cases Occasionally Rarely

5.5 Parents are involved in resolving discipline prob-
lems involving their children.

5 . 4 . 3 . 2 . 1

In all cases Occasionally Rarely
6. Rewards and Punishments

6.1 Students who regularly obey school rules rTeceive
special privileges.

5 - 4 L ] 3 * 2 * 1

In all cases Occasionally Rarely

6.2 Students are involved in determining the privileges
for those who regularly obey school rules.

5 . 4 . 3 . 2 . 1

Students are Students are Students are
regularly sometimes never
involved involved involved
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7.1

7.2

235

Optional or alternative learning environments are
available for students with special interests or
learning needs.

5 L ] !4 L] 3 L] 2 * 1

¥any options A few options No optioms
are available are available are available

Short—term programs focusing on behavior improvement
are available for students with discipline problems
(i.e., in-school suspension, after-school class onm
behavior improvement, Saturday school, etc.).

5 . 4 . 3 . 2 . 1

A variety One or two No programs
of programs programs

School officials work with student leaders to
encourage good behavior among all students.

S L ] 4 L 3 . 2 L ] 1

Regularly Occasiomnally Rarely
Corporal punishment is employed.

5 . 4 . 3 . 2 - 1

Rarely or Occasionally Regularly
never

Professional Development Related to Discipline

Efforts are made prior to the summer recess to
assess school discipline during the year.

5 . 4 . 3 . 2 . 1
Annually Every few years Rarely,
if ever

Inservice programs dealing with topics related to
student behavior problems are available.

5 L ] 4 L] 3 [ ] 2 L ] 1

Regularly Occasionally Rarely,
if ever
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7.3 Non-teaching (non-professional) staff members parti-
cipate in inservice activities concerning student
behavior problems.

S . 4 . 3 . 2 . 1

Whenever On some Never
programs are occasions
available
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STUDENT OONTRACT FOR REAIMISSION TO CLASS

#1

What did you do? Did you violate any school rules. If so, which ane (5)?

Reascos the behavior toock place:

1. Did your behavior infringe on the rights and feelings of others?
Could students leam and teachers teach?

2. Vas your behavior safe for yourself and others?

¥hat can I do to prevent my problem behavior from happening again?

Student Signature

Teacher Signature

Administrator Signature

Parent Signature

To the Parent: Please retain one copy and send the other to the school
office with your signature. Thank you.
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STUDENT CONIRACT
#2
*kiThig plan is to meke your teacher aware that you are ready to solve your problem.
This is NOT a coomitment for your teacher. You will work ocut a commitment with your
teacher at the time you meet with your teacher.

RAE DATE

1, vhat were you doing?

2. A. How did your decision effect you?

B, How did your behavior affect the people around you?

C. In the long run was your action worthshile?
Yes No

3. Vhat plan could you come up with that would take care of the situation in
the future?

4, This plan will be effective umtil:

I agree to follow this plan and by doing so other people (parents, Time-Qut, or principal)
will not have to be brought in to help me solve the problem.

Student signature Time=0ut Counselor signature
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Assertive Discipline Worksheets

I. ROADBLOCKS TO ASSERTIVERESS WORKSHEET

Which students have you felt had specific problems which
prevented you from being able to influence their behavior?
List both the students and their problems.

1. 4.
2. 5.
3. 6.

With which students have you failed to set sufficiently
firm,consistent limits?

1. 4,
2. 5.
3. 6.

With which students, if any, have you failed to set firm
limits for fear they might not like you, or school?

1. 3.

2. 4.

With which students, if any, have you failed to set firm
limits for fear that the 1limits may cause an already
troubled child further undue stress or problems?

i. 3.

2. 4.
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With which students, if any, do you fail to set firm limits
out of fear of your inability to handle their possible
reactions, outbursts, tantrums, crying, etc.?

1. 3.

2. 4.

With which students, if any, do you fail to set firm limits
because of the reality that you need additional support from
the parents in order to be effective?

1. 3.

2. 4.

With which students, if any, do you fail to provide the
additional incentives necessary to motivate their appropri-
ate behavior?

1. 3.

2. 4.

II. YOUR WANTS AND NEEDS WORKSHEET

List the five behaviors you want and need from your students
to function at your maximum potential,

What activity periods (quiet, work, etc.) do you utilize
with your class? What behaviors do you want and need for
each activity period?

Activity Period Activity Period
1. 1.
2. 2.
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Activity Period Activity Period
1. 1,
2. 2.
3. 3.
Activity Period Activity Period
1. 1.
2. 2.
3. 3.

Analyze your gemneral Tresponse style according to the
following criteria: )

1. Do you assertively communicate, verbally and nopn-
verbally, the behaviors you want for your students?

2. In general, how do you verbally respond to the student's
behavior that you do not want (Verbal Limit-Setting)--
assertively, non-assertively, or hostilely? If you feel
that you respond assertively, do your responses influence
the students to eliminate their inappropriate behavior?

3. In gemneral, how do you verbally respond to the students'
behavior that you do want (Positive Verbal Assertions)--
assertively, non—assertively, or hostilely?
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4, When necessary, how do you generally follow-through omn
your limit—setting demands—--assertively, non-assertively, or
hostilely? 1If you feel you respond "assertively," do your
responses maximize your potential to influence the students'®
behavior, in order to eliminate that which is inappropriate?

5. When necessary, how do you generally follow-through on
your ©positive verbal assertions—--assertively, non-asser-
tively, or hostilely? If you feel you are Massertive,” does
your response maximize your potential influence on the child
and increase his appropriate behavior?

6. How effectively do you plan your discipline efforts?

7. Review your self-analysis. VWhat changes do you need to
engage in to increase your effectivenmess in meeting your
needs?

1.

2.

3.

4.

If you have specific "powerful children™ whom you are having
difficulty dealing with, respond again to the 7 questions,
but this time in relation to your response style with these
children.

Child's Name:

1. Communication of wants and needs:

2. Verbal Limit-Setting:
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3. Positive Assertions:

4. Limit-Setting Follow-Through:

5. Positive Assertion Follow-Through:

6. Planning Discipline:

7. Review Changes:

III. POSITIVE ASSERTION FOLLOW-THROUGH SURVEY

Child's Name Date

This survey should be filled out in the presence of the
student. Ask each question of the student. The student's
responses will assist you in determining appropriate
positive follow—through consequences that will motivate the
student.

1. If you did a good job at school who would you like me to
tell?

2., What adult (teacher, aide, coumselor, etc.) would gyou
like to earn time with?

3. VWhat classmate would you like to earn more time with?

4. WVWhat 1is your favorite activity at school?

5. What activity would you like to do more often?

6. What special privilege would you like to earn?
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7. What is the best reward I could give you at school?

IV. ASSERTIVE DISCIPLINE PLAR WORKSHEET

Discipline problem to be worked on (briefly describe)

Behaviors you want: 1.

Behaviors you don't want: 1.

3.

Limit-setting follow-through consequences you will utilize:

Planning you will need to engage in to implement the
consequences:

Positive follow-through consequences you will utilize:




