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Preface

 

Classroom learning environments are constantly changing—with each new group of students, with the addition of one or two new students, with the rhythm of the school year, and with changes in curriculum. Often, our goal is to anticipate these changes by trying to organize our classrooms to avoid disruption, establishing rules and procedures, and consistently following through. As teachers, we often think that if we are in control, then we will maximize student on-task behavior and their learning, right?

But what if our primary focus was on managing relationships rather than on managing individual students? What does it mean to manage classroom relationships for learning? For us, the answer is complex. It involves not only recognizing the variety of needs and goals each student brings to our classroom, but also developing authentic relationships with our students that are built around the desire to learn and grow together.

With so many individual differences and so much content to cover, it may feel like an impossible task to create a classroom culture where everyone has “bought in” to the learning objectives and each member shares in the responsibility to meet those objectives. However, many teachers achieve this culture in some of the most difficult teaching situations. It requires a willingness to reconsider why our current approaches to classroom management may not bring about the outcomes we want or are not working well for students. And it requires a willingness to consider what we might be missing or misunderstanding when we attempt to manage students without first understanding and managing relationships.

Managing relationships to enhance student learning requires us to adopt a developmental perspective on children and adolescents’ interactions and behaviors, to consider not only the kinds of behaviors we’d like to see them exhibit now but also in the future. And managing relationships can require us to move out of our cultural comfort zones and recognize that other families, classrooms, and communities interact in ways that feel foreign to us.

Our purpose in writing this book is to share with teachers what it means to manage classroom relationships for learning and how to think about each dimension of our instruction in a way that optimizes three interconnected types of student engagement: relational, cognitive, and behavioral. In this book, we describe an integrative, relational approach to understanding classroom management. We draw from the work of educational psychologists who largely argue that disruptive student behavior, inattention, and lower performance occur when students are not actively engaged by the curriculum. We draw from the work of social developmental psychologists to examine how children think about their relationships in qualitatively different ways and how relational conflict (among students and with teachers) occurs as children learn to navigate increasingly multifaceted and complex relationships. And we draw from the work of sociocultural researchers who remind us that our identity as part of a “clan” affects the way we interact with each other and the curriculum, providing us frames of reference for interpreting events and skillsets for interacting with each other.

 



Heather

My interest in this book project grew out of my research in studying students’ and teachers’ understandings of their relationships with each other, and, in particular, a three-year collaboration with a district that was so committed to developing optimal relationships for all of the students in their district that they embarked on a wide-scale reform of their high schools. In interviews with teachers, I listened as teachers described with joy the successes they perceived in their abilities to connect with students, and then, with sorrow, the children they felt remained estranged despite their best efforts. I listened as students described teachers who were “really nice but I didn’t learn much from them,” classrooms where the culture prohibited being them from being “real,” and schools where they knew every teacher cared about them. I learned that most teachers developed their relationship and management skills on the job and that those who were successful at connecting with kids credited it to their mentors: their own exemplary teachers, administrators, and colleagues. I learned that this makes for patchy knowledge—with only some teachers lucky enough to experience this kind of support. Today, as a teacher educator, I try to integrate knowledge and skills about relationships and management into my own courses in learning theory and child development. But I have also learned over the past 10 years that as we pack our teacher education curriculums with courses in academic content, courses in classroom management become optional. I wanted us to create a book that would bridge theory on teacher and peer relationships with actual tools that could be used to improve classroom climate and relationship quality.

Jessica

My interest in this book was inspired by Heather’s strong commitment to the development of teacher-student relationships and my own interest in students’ motivation and social interactions in the classroom. Specifically, most of my research has focused on students’ motivation in collaborative/cooperative learning groups, asking such questions as, “Do students in groups influence each other’s motivation for learning?”, “Do feelings of classroom community affect their motivation to learn?”, and “Do different types of group learning reduce student incivility in the classroom?” Although most of my findings are mixed, one consistency has been that teachers need to use interactive learning in very strategic ways if they are going to motivate their students to listen and learn, particularly as they try to build positive relationships in their classrooms.

Lauren

My interest in this project stemmed directly from my experiences as an elementary school teacher. While the importance of classroom management was emphasized throughout my traditional teacher preparation program, deliberate instruction in management theory and methodology was absent from my training until I began my student teaching program. And even then, most of my peers and I learned management techniques from our mentor teachers, which meant we were exposed to only one approach by one individual. In my own experience, the first few years of my teaching career started when I developed a management style, and even then it was mostly through a system of trial and error. It was my hope that we could create a text that could be used by teachers at all experience levels, from teacher education students in their earliest field experiences to seasoned educators searching for an alternative approach to management. I hope that this text prompts educators to reflect on the relationships they cultivate in their classrooms and to think in new ways about management.



This book was written in order to share our ideas about what it means to take a relational perspective on classroom management. It presents our unique perspectives and approaches to designing classrooms that consider, holistically, the social-developmental needs of children and adolescents, and creating teacher and peer relationships that provide optimal environments for motivation and learning. Although we recognize that creating optimal classrooms for learning is far easier when teachers have the support of their colleagues and administrators, we focus on identifying strategies that can empower teachers to transform their classrooms even without this support.

This work stands on the shoulders of many other researchers across the fields of classroom management, motivation theory, social and emotional development, culturally relevant pedagogy, and teachers and mentors we have worked with throughout our careers. At the end of each chapter, we highlight accessible readings, websites, and reviews of literature that can support future inquiry. Scholar James Wertsch (1991) described how the people we interact with can become the “voices in our mind,” guiding individual thoughts and behaviors. In this way, our thinking was shaped by assumptions or prominent voices cited at the end of this text:


	Children and adolescents will thrive academically in classrooms where they feel connected to their teacher and their peers (Ryan, Connell, & Deci, 1985; Connell & Wellborn, 1991).

	All classroom relationships are reciprocal, but teachers are leaders in their classrooms and possess the authority and power to shape the climate and quality of their relationships with and among their students (Hartup, 1989).

	Opportunities for learning and development occur when teachers and students reflect openly on the quality of their relationships as well as on the culture and climate of the classroom. We invite you to adapt and photocopy any of the exercises in this text to use with your students.



This book also was designed to provide a gap in texts and professional development materials in teacher education in several ways:


	By making explicit theoretical connections between the research and practice. We explicitly connect research on teachers’ beliefs, student motivation, and the psychology of emotions and relationships with findings about the teachers’ decision making on managing students’ academic behavior and interacting in their classrooms.

	By examining these theory-research-practice connections from our perspectives as classroom teachers, as researchers who listen to children and adolescents talk about their relationships and who study relationship dynamics, and as university-based teacher educators who empathize with the dearth of coursework and support available in many teacher preparation curriculums.

	By offering tools for reflection, observation, and data collection (from students), we provide pathways for teachers to translate the ideas in this book into realities in their classrooms. We believe these activities can be revisited each summer as you plan to greet a new class and also throughout the year as you identify dimensions of the climate or specific relationships that you desire to improve. We designed this book to be more than simply a discussion of how to improve classroom relationships. Instead, we view this text as an interactive workbook, designed to help you think through (sometimes inconspicuous) elements of instructional design.



We have structured the book in three parts. In Part I, Management as a Function of Student Engagement, we offer the perspective of educational psychologists on classroom management. Specifically, we define what it means for students to be engaged in the learning process, we offer an overview of basic tenets of motivation theory, and we outline the ways in which classroom structures contribute to student engagement. From an educational psychologist’s perspective, classroom disruptions and relational conflict can be largely viewed as a function of poor student engagement. We offer tools and strategies for teachers to use in reflecting on their current beliefs and pedagogy and assessing how their students’ view their classroom and school.

In Part II, Management as a Function of Classroom Relationships, we draw from the social-developmental literature on teacher-student and peer relationships to understand the nature of relational engagement. From this perspective, classroom disruptions and relational conflicts may be a function of problems with teacher or peer relationships. We devote much of this section to helping teachers reflect on their beliefs about teacher and peer relationships, their role in helping students develop into autonomous learners, and their ability to be in sync with diverse learners. We offer tools and strategies for modeling and caring about each other, learning in our relationships with students, and helping students learn to connect in meaningful ways with each other.

In Part III, Management as a Function of Teacher Self-Regulation, we attempt to empower teachers in their capacity to anticipate issues with student engagement. We review the tenets of self-regulation theory and apply these tenets—planning, instruction, interaction, assessment, and documentation—to teachers’ classroom practices. From this perspective, classroom disruptions and relational conflict may be viewed as a function of breakdowns in the self-regulatory cycle. We offer strategies for systematically reflecting on dimensions of the classroom, our interactions with students, and for caring for ourselves so that we may sustain relationships with our students.
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Introduction

What Are Your Implicit Theories of Classroom Management?

 

OBSERVING STUDENT ENGAGEMENT

 



Lauren

One semester I supervised two women, both undergraduates in the same teacher education program, who were placed for student teaching in two very different classrooms. Alice was working in an upper-elementary classroom at a socioeconomically and racially diverse magnet school. The students in her classroom regularly engaged in conflict. Their verbal arguments and physical altercations were often related to racial or cultural differences between students. Alice took a relational approach to classroom management in which she sought to understand the causes of student conflict, connect those causes to student needs, and empower students to solve their disagreements independently. She encouraged her students to take ownership of their actions, to take each other’s perspectives, and to appreciate both their differences and similarities.

Kim was also teaching in an upper elementary classroom at a socioeconomically and racially diverse traditional school. The students in her classroom were quiet, obedient, and nearly always agreeable. Kim took a traditional management approach to classroom management; she sought to control negative behavior through verbal feedback and through a system of rewards and consequences. She expected students to do what they were told and took a position as the sole leader responsible for running the classroom. The different approaches these two teachers took to management of student behavior in their classrooms transferred to their expectations and goals for their students. In a reflection about her experiences, Alice wrote about how her classroom code of conduct and her explicit social modeling would help her students grow into adults who were caring, capable of leadership, and who would be able to reconcile differences. Kim wrote about a realization that she needed to be consistent about providing specific and neutral verbal feedback to students who were misbehaving. She believed that providing this type of feedback would help her students learn to meet her expectations, to understand the rationale behind her expectations, and to understand right from wrong.

What types of thoughts and behaviors is each teacher encouraging in her students? If our goals for students are to develop critical thinking, problem solving, and leadership skills, which teacher fosters growth in those areas in her classroom?

CLASSROOM MANAGEMENT IN TODAY’S CLASSROOMS

Most states have adopted professional teaching standards that claim effective teachers help students develop critical thinking, problem solving, and leadership skills. This would include encouraging students to ask questions, develop innovative ideas, communicate their needs and collaborate with their peers, especially when their peers are from different cultures and backgrounds. What classroom management strategies are going to help us meet these goals in addition to sustaining the kind of engagement students need for meeting performance standards on academic indicators? While across content areas our instructional paradigms have shifted toward implementing methods that provide for student meaning making, many of our management practices in schools have not. Look at the statements below. Which ones best reflect your current views on your students’ abilities to regulate their own academic and social behavior?


Too much of students’ time is spent on guidance and social activities at the expense of academic preparation.

Students can be trusted to work together without supervision.

Being friendly with students often leads them to become too familiar.

It is important to try to understand the reasons for student misbehavior.



Where do these beliefs come from and what impact do they have on our classroom management decisions and ultimately on student learning and behavior? In 1976, Dan Lortie coined the term apprenticeship of observation to describe the phenomenon that most teachers teach using methods that are similar to those they observed used by their own teachers: “Teaching is unusual in that those who decide to enter it have had exceptional opportunity to observe members of the occupation at work; unlike most occupations today, the activities of teachers are not shielded from youngsters” (2002, p. 65). Lortie contends that many of the beliefs we hold as teachers about teaching and classroom originate from personal experiences as students. Most teachers never had a course or any guided practice in classroom management; instead we picked up management techniques spuriously from our colleagues or through our own trial and error. Whereas many of these beliefs may have been challenged in our teacher education programs or by reforms made to national and state standards, our intuitions about classroom management often remain unquestioned. We begin this text with an exploration of the underlying beliefs about classroom discipline that guide our planning and interactions with students.

TEACHERS’ BELIEFS ABOUT DISCIPLINE

Our beliefs exist on many levels from global to personal and serve as overarching frameworks for how we understand and engage with the world. Our beliefs can be thought of as the guiding principles that we hold to be true and that serve as lenses through which we understand what happens in our classrooms. Fundamentally, our beliefs as teachers shape our professional practice guiding the everyday decisions we make about what and how to teach.

For over 40 years, scholars have examined the kinds of beliefs teachers hold about discipline and classroom management. In the 1960s, Willower, Eidell, and Hoy developed a survey to explore teachers’ beliefs about discipline along two dimensions: custodial and caregiver. Teachers exemplifying a custodial management orientation tend to be concerned with controlling the classroom setting and maintaining a sense of order. Several studies suggest teachers who score high on the custodial dimension tend to feel pessimistic about teaching and are more likely to use punishment to control students’ behavior. They are often worried about administering consequences equally for all students and tend not to be concerned with trying to understand the reasons that underlie student (mis)behavior. In contrast, teachers who score high on the caregiver orientation tend to hold more humanistic perspectives and view students as capable of learning to self-regulate their own relationships and behavior. These teachers view school as an educational community in which students learn through both cooperative and conflicted interactions with themselves and their peers. The focus is on helping students to develop their ability to exert self-control.


Where do you see custodial and humanistic beliefs enacted in Alice’s and Kim’s teaching?



Beliefs about management can be enacted in the form of different orientations toward discipline (Glickman & Tamashiro, 1980; Wolfgang, 1999). For example, teachers who endorse predominantly custodial views of management often approach classroom discipline from a rules-consequences perspective. They view good behavior as the result of learning by experiencing consequences (rewards and punishments). This approach is often called an interventionist approach because teachers view themselves as responsible for deciding what behavior is needed for the classroom to run smoothly. They then assertively teach, monitor, and provide consequences as appropriate. Historically, the most common approach to classroom management had been some form of behavior modification. Indeed, many of the popular classroom management programs (i.e., assertive discipline; positive behavior support) hail from a custodial/interventionist philosophy. For this reason, custodial/interventionist models reflect the traditional form of classroom management. Yet as we shift toward more innovative teaching methods that require students to work collaboratively, regulate their own behavior, and problem solve, many scholars question the appropriateness of these management techniques:

 

Rules, consequences, rewards seem to be the mainstay of most teacher repertoires for student discipline. What is the source of this approach? How useful is it in an era of active learning curriculum and an emphasis on higher level thinking skills? (Frieberg, 1999a, p. 5)

Teachers with blended views of classroom management—that is, who endorse both custodial and humanistic, may approach discipline issues with confronting-contracting strategies. They view student (mis)behavior as a reflection of a student’s inability to manage his or her own internal needs in the face of the external demands of classroom life. These teachers are sometimes called interactionist because they view themselves as serving a socializing role, helping students to understand and conform to a set of external standards (i.e., classroom tasks and rules). The goal of a confronting-contracting approach is to help the student identify and understand the purpose of each external standard and to develop the social and academic skills necessary to be successful in the classroom setting.

Finally, teachers who endorse a predominantly humanistic management orientation often approach classroom discipline with a relationship-listening orientation. They tend to view discipline problems in the classroom as representing a student’s struggle to balance his or her own individual needs with the needs of the class and the curriculum. These teachers are often called noninterventionists because the goal of their approach to discipline is to first listen to and understand what need the student is trying to meet in a way that conflicts with the needs of the teacher and the class. Then, the teacher attempts to help students understand the needs of the teacher and the class and learn to coordinate their needs with the needs of the class. Because students’ needs vary, noninterventionist teachers stress the importance of building relationships with and between their students. Contemporary management models (i.e., Conscious Discipline, Joyful Classroom, Consistency Management, and Cooperative Discipline) that have developed reflecting a caregiving and noninterventionist model are often called relationship models or community-based models.


What do you think are Alice’s and Kim’s orientations toward classroom discipline?



Figure 0.1 compares the basic tenets of traditional models of classroom management with relationship-based models. Traditional and relationship-based management approaches of classroom management fundamentally differ in terms of teachers’ beliefs about control (i.e., Who can I control? Who should be the leader in the classroom?), teachers’ beliefs about the source and direction of behavioral change (i.e., Who and what should change when there is a problem in the classroom?), and teachers’ beliefs about the meaning of conflict (i.e., Does conflict reflect defiance or misunderstanding?). It is important to note that classroom management systems that are based on rewards and consequences will, in the short term, result in declines in discipline referrals but also tend to result in more competitive climates in schools and classrooms. Moreover, teachers must have a plan in place for how to eventually wean students off those incentives. Classroom management plans based on relationship and community models not only result in fewer discipline referrals but also result in more cooperative climates. Moreover, because many of their philosophies originate from a democratic view of education—that through classroom activities, students learn to be good citizens—relationship-based management models provide children with opportunities to assume responsibilities for collective classroom problems and practice having a voice and making changes in their classroom communities.



	Figure 0.1
	Comparing Traditional Views of Classroom Management With Relational Views of Classroom Management
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ESPOUSING A RELATIONAL VIEW OF CLASSROOM MANAGEMENT

Throughout this book, we review theory and research that makes the case for adopting a relational view of classroom management. That is, we believe that classroom management practices need to be developmental, acknowledging students’ emerging understanding of adult, peer, and power relationships, and involving students in serving as leaders and sharing the responsibility for the daily operation of the classroom. This view acknowledges that students of all ages will come to the classroom with varying understandings of how to interact with adults and with their peers and may violate teachers’ norms. We then translate this research into reflective tools that teachers can use to implement relational management strategies in their classroom. A relational view of classroom management argues that when students behave in ways that create conflict for teachers or peers, they do so in an attempt to meet their needs. Understanding students’ developmental needs; designing a management plan that allows for students to meet their needs to feel competent, autonomous, and connected to their teacher and peers; and seeking to understand (mis)behavior as a function of need fulfillment are important steps to managing a classroom that allows for students to develop critical thinking, problem solving, and leadership skills. Relational views of classroom management often fall outside mainstream practices endorsed by schools and districts. We offer this text as an invitation to teachers who feel dissatisfied with current practices and who are questioning why the practices they are using may or may not be working as they intend. We offer case studies and observations from our own experiences and of teachers we have observed and interviewed at different phases of their careers. The teachers in our cases are each questioning their practices. We offer reflective activities and tools for collecting classroom data that can lead to meaningful change in classroom practice.

Again, it is important to note there are several relationship-based classroom management programs that have been implemented throughout the country for young children (Bailey, 2000), elementary age students (Watson & Ecken, 2003), and adolescents (Frieberg, 1999b). We believe the efficacy of these programs lies in understanding the theoretical rationales that drive pedagogical decisions. For this reason, in lieu of describing these programs in a single chapter, we have chosen to integrate information about these programs in each chapter.

Throughout this book, educators will learn how to apply the following concepts to their classroom practices:


	Custodial and humanistic management beliefs

	Student behavioral, relational, and cognitive engagement

	Alignment of classroom management plans with instructional pedagogies

	Classroom structures that contribute to student engagement

	Beliefs that affect teacher-student relationship quality and student learning

	Immediacy behaviors that contribute to relationship quality

	The contribution of peer relationships to positive and negative behavior management

	Classroom management to accommodate developmental differences in motivation

	Strategies that help children learn to manage their own behavior

	Cultural synchronization

	The principles of self-regulatory theory and their relationships to planning, instruction, documentation, and assessment practices

	Ways to systematically and productively reflect on classroom relationships and the efficacy of their management practices



Our case studies offer snapshots of five different teachers at critical points in their careers. What they share in common is a deep commitment to building relationships with their students, but they offer different perspectives on how classroom relationships should operate. Often the teachers (including Lauren) are struggling to make sense of what is happening in their classrooms or in specific relationships with children. Each case is designed to reveal the challenges we face to build a network of classroom relationships that optimizes engagement for all students. We offer reflective questions throughout each chapter as a way to help clarify each teacher’s perspective as well as your own.

CONNECTING WITH ALL STUDENTS

We recognize that a discussion of classroom management would be incomplete if we did not address the issues of disruptive student behavior. Disruptive student behaviors have been recognized as the top reason contributing to teachers’ feelings of burnout. In 1995, Friedman published a report on the types of behavior problems that contribute to teacher burnout. Among the most frequently cited disruptive behaviors were talking out of turn (23%), hostility toward peers or teacher (21%), and an inattentiveness or unwillingness to learn (27%). The literature on teacher burnout is clear. Teachers need a resource for thinking about classroom management issues—one grounded in theory and empirical research and that maintains the focus on student learning. Our goal is to provide educators with ideas and methods that allow teachers to plan for and respond to classroom disruptions and relational conflict.

In 1998, Martin, Yin, and Baldwin found teachers’ responses to classroom management problems fell into three categories:


	Interactions needed to facilitate orderly and organized instruction

	Interactions needed to facilitate the development of supportive classroom relationships

	Interactions designed to prevent and respond to student (mis)behavior



How teachers dealt with each type of interaction largely depended on how they defined discipline and the self-imposed boundaries they established. To facilitate orderly and organized instruction, teachers tend to establish spatial and temporal boundaries dictating when and where different lessons will be learned. To facilitate the development of supportive classroom relationships, teachers tend to establish relational boundaries concerning with whom and how members of the class will interact. And in order to prevent and respond to student (mis)behavior, teachers tend to establish definitions of what constitutes a problem behavior. Our judgments of what constitutes a problem behavior, however, often reflect our own needs to feel competent as teachers, in control of the classroom, and connected to our students (Andrzejewski & Davis, 2008; Newberry & Davis, 2008).

REDEFINING DISCIPLINE

From a relational perspective, then, how do we judge problem behavior? And how do we define discipline? In a traditional model of classroom management, any behavior that defies the norms and standards established by the teacher is a problem that requires disciplinary action by the teacher. In contrast to a traditional model where discipline is performed by the teacher, in a relational model, discipline is a collective process (see Figure 0.1). Students are encouraged and provided opportunities to develop their sense of competence for solving social and academic problems and meeting their own needs. Problems are reflected in relational conflict (i.e., between the teacher and a student or between the students) but represent opportunities for learning about each other’s needs. Through observing how teachers manage conflict and through opportunities for children to participate as leaders and problem solvers children learn that


a.   they can be in charge of their own learning and relationships

b.   they have the power to solve social and academic problems

c.   although they are responsible for their own feelings, their choices impact others

d.   conflict is a part of life

e.   you can teach other people how to treat you

f.   caring and love are more powerful than coercion and fear (Bailey, 2000, p. 13)



One of our goals when envisioning this book was to extend the work by Brophy and colleagues (1996) on problem students. We believe children who engage in disruptive behavior need compassion from their teachers—including displays of affection to show they care (Oplatka, 2007). “These children find it hard to believe their teachers really care about them, despite the evidence that they do” (Watson & Ecken, 2003, p. 3). Without compassion, problem students are likely to become alienated from their teachers (Finn, 1989) and feel less motivated in school (Cornelius-White, 2008). We believe one of the challenges teachers face is to avoid habitually judging student behavior in an unproductive way (Chang & Davis, 2009). In Chapter 4, we help teachers to identify unproductive “trigger thoughts” (Bailey, 2000, p. 31) that can lead teachers toward more interactionist and interventionist reactions. And we devote time in our final chapters to providing resources for teachers to intervene in alienated or conflicted relationships in ways that promote feelings of competence, autonomy, and connection for both teachers and students.

We also address the kinds of conflicts teachers experience with students who hail from different backgrounds than their own (Chapter 6, How Do I Connect With Diverse Students?) and the kinds of conflicts teachers experience with students who process information and learn in systematically different ways (Chapter 7, What Does It Mean to Self-Regulate My Classroom Management Tasks?) in separate chapters. We do this because issues of culture and social-historical context often lie under the surface of our consciousness and shape our interactions in ways that we may overlook. We wanted to bring to awareness the ways in which our methods of interacting and the conflicts we experience with children and youth can be shaped by larger discourses and systems in society. But strategies from across each of the chapters are designed to inform each other. We envision readers being able to bounce between chapters and assemble a set of tools that meets their individual classroom needs.




CONNECT TO YOUR PRACTICE

Reflect on Your Beliefs About Classroom Management

The Pupil Control Ideology (PCI) survey was one of the earliest approaches to conceptualizing and assessing perspectives on discipline (Hoy, 2001; Willower, Eidell, & Hoy, 1967). It is publicly available and has been used by researchers for more than 40 years to understand how teachers’ management beliefs affect student achievement (http://www.waynekhoy.
com/pupil_control.html).

We adapted 16 of the items from the PCI to use as a reflective tool allowing you to evaluate your own beliefs about student behavior (see Figure 0.2). Consider this a preassessment, allowing you to identify your initial orientation toward classroom discipline. Respond honestly to each item. Then use the scoring rubric at the end to calculate scores for each dimension.

What do the scores tell you about your orientation toward classroom management? Where might these beliefs have originated? How do you see these beliefs enacted in your current classroom management practices?





	Figure 0.2
	The Pupil Control Ideology (PCI) Survey
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KEY TERMS

Custodial management orientation: An approach to classroom management in which the teacher’s role is to maintain control and order in the classroom.

Discipline: The reactions of a teacher to any student behavior that does not align with the expectations and norms the teacher has established for the classroom.

Humanistic management orientation: An approach to classroom management in which the teacher’s role is to create a classroom environment in which students can learn to self-regulate and control their own behavior and relationships.

Relationship-based management approaches: Classroom management practice in which the teacher encourages each student to take shared ownership of the classroom environment and their behavior and in which behavioral expectations are adjusted to meet the needs of each student.

Traditional management approaches: Classroom management practice in which the teacher is the sole creator and enforcer of rules, rewards, and consequences.

RESOURCES FOR TEACHERS


Bailey, B. A. (2000). Conscious discipline: 7 basic skills for brain smart classroom management. Oviedo, FL: Loving Guidance. [See also http://www.conscious
discipline.com/]

Brophy, J. (1999). Perspectives of classroom management: Yesterday, today, tomorrow. In H. J. Frieberg (Ed.), Beyond behaviorism: Changing the classroom management paradigm (pp. 43–56). Boston, MA: Allyn & Bacon.

Fisher, B. (1998). Joyful learning in kindergarten. Westport, CT: Greenwood/Heinemann.

Frieberg, H. J. (1999a). Beyond behaviorism. In H. J. Frieberg (Ed.), Beyond behaviorism: Changing the classroom management paradigm (pp. 3–20). Boston, MA: Allyn & Bacon.

Frieberg, H. J. (1999b). Consistency management & cooperative discipline: From tourists to citizens in the classroom. In H. J. Frieberg (Ed.), Beyond behaviorism: Changing the classroom management paradigm (pp. 75–97). Boston, MA: Allyn & Bacon. [See also http://cmcd.coe.uh.edu/]

Kratochwill, T. (n.d.). Classroom management [Teacher module]. Retrieved from http://www.apa.org/education
/k12/classroom-mgmt.aspx

Scherer, M. (Ed.). (2009). Engaging the whole child: Reflections on best practices in learning, teaching, and leadership. Alexandria, VA: Association for Supervision and Curriculum Development.

Tharpe, R. G., Estrada, P., Dalton, S. S., & Yamauchi, L. A. (2000). Teaching transformed; achieving excellence, fairness, inclusion and harmony. Boulder, CO: Westview Press.

Watson, M., & Ecken, L. (2003). Learning to trust: Transforming difficult elementary classrooms through developmental discipline. Hoboken, NJ: Jossey-Bass.

Weissberg, R. P., Kumpfer, K., & Seligman, M. E. P. (Eds.). (2003). Prevention that works for children and youth: An introduction. American Psychologist, 58, 425–432. [Key work for social and emotional learning]

Wolfgang, C. (1999). Solving discipline problems: Methods and models for today’s teachers. Boston, MA: Allyn & Bacon.




PART I

Management as a Function of Student Engagement


1

What Does It Mean for Students to Be Engaged?

 

Teachers are constantly working to connect their students to school and to learning because they know that engagement is crucial to school success. It may help teachers to know that school engagement occurs on multiple levels. Addressing each level of engagement can increase the chances that a teacher can sustain his or her students’ engagement. The definition of school engagement is complex, and there has been some disagreement with regard to the number of theoretical dimensions. Some scholars argue for two dimensions (i.e., behavioral and emotional; see Finn & Voelkl, 1993; Skinner & Belmont, 1993), and other scholars argue for three dimensions (i.e., behavioral, emotional, and cognitive; see Fredricks, Blumenfeld, & Paris, 2004). We argue that teachers need to think about engagement as encompassing three interconnected dimensions: behavioral engagement, cognitive engagement, and relational engagement (see Figure 1.1). We believe relational engagement is most relevant to classroom management that promotes optimal engagement in school.



	Figure 1.1
	Three Interconnected Dimensions: Behavioral Engagement, Cognitive Engagement, and Relational Engagement
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THREE TYPES OF ENGAGEMENT

Consider the student who always works hard but still seems to struggle with learning. This student may be behaviorally engaged but not cognitively engaged. Scholars tend to agree that behavioral engagement encompasses students’ effort, persistence, participation, and compliance with school structures. In general, school-level changes are typically focused on modifying students’ behavioral engagement. Achievement in school is often included in the research as an outcome of students’ behavioral engagement as measured by teacher or self-reports of students’ effort (e.g., including daily/weekly grades for classroom/lab participation and homework completion and task persistence; Davis, Shalter-Bruening, & Andrzejewski, 2008).

Cognitive engagement is a matter of students’ will—that is, how students feel about themselves and their work, their skills, and the strategies they employ to master their work (Metallidou & Viachou, 2007). Teachers may be familiar with the student who always works hard but still seems unable to learn effectively. This student also may be behaviorally engaged but not cognitively engaged. In other words, just because students appear to be working on the task at hand does not mean they are learning. It is important to note that effort is involved in both behavioral and cognitive definitions of engagement: “In this sense, cognitive engagement refers to the quality of students’ engagement whereas sheer effort refers to the quantity of their engagement in the class” (Pintrich, 2003, p. 105). The inclusion of cognitive engagement makes an important distinction between students’ efforts to simply do the work and effort that is focused on understanding and mastery (Fredricks et al., 2004; Greene, Miller, Crowson, Duke, & Akey, 2004). Students who are cognitively and behaviorally engaged will attend to the task at hand and simultaneously manage their learning (e.g., thinking about similar tasks they have done, realizing when they need to ask for help, using problem-solving strategies).


Reflect on the common activities you assign students in your class. What are the characteristics of activities that promote both behavioral and cognitive engagement?


While the concepts of cognitive and behavioral engagement are well understood in the context of previous research (Fredericks et al., 2004), there is little consistency in the way in which emotional engagement has been defined by educational researchers. For example, in their study of the ways in which classroom structures affected students’ emotional engagement, Skinner and Belmont (1993) defined emotional engagement as students’ feelings of interest, happiness, anxiety, and anger during achievement-related activities. In contrast, Sciarra and Seirup (2008) defined emotional engagement as the extent to which students feel a sense of belonging “and the degree to which they care about their school” (p. 218). Emotional engagement from their perspective has more to do with the pleasant and unpleasant emotions students connect to their relationships with teachers, peers, and school rather than the feelings they have during learning activities. In a recent study by Davis, Chang, Andrzejewski, and Poirier (2010), the researchers argued that previous definitions of emotional engagement, like that of Sciarra and Seirup, may actually be referring to relational engagement. Specifically, Davis et al. used students’ reports of perceived teacher support, perceived press for understanding (i.e., students’ perception that the teacher wants them to learn and understand), and their sense of school belonging as proxies for understanding the extent to which students were relationally engaged in school.

What would a student who is relationally engaged in the classroom look like? Within the research literature on motivation, several theoretical and empirical models include aspects of relational engagement, such as Reeve’s research of teacher autonomy support and motivation (Jang, Reeve, & Deci, 2010; Reeve, 2006, 2009; Reeve & Jang, 2006; Reeve, Jang, Carrell, Jeon, & Barch, 2004), Middleton’s study of academic goals and press for understanding (Middleton & Midgley, 2002), and Goodenow’s (1992, 1993a, 1993b) work on school belonging and motivation in urban populations. However, some of the most comprehensive theories that capture the multiple facets of relational engagement are motivational systems theory and self-determination theory.


Think about your classroom. What could relational engagement look like in your classroom?
To what extent do the students in Alice’s and Kim’s classes appear to be behaviorally, cognitively, and relationally engaged?



MOTIVATIONAL SYSTEMS THEORY

Originated by Ford (1992), motivational systems theory (or MST) proposes that effective functioning or competence can best be defined as the attainment of personally and/or socially valued goals (1992, 1996). Goals are attained if the following prerequisites are met:


	The person has the motivation needed to initiate and maintain activity directed toward a goal.

	The person has the skill needed to construct and execute a pattern of activity that is appropriate and effective with respect to those outcomes.

	The person’s biological structure and functioning is able to support both the motivational and skill components.

	There is a responsive environment facilitating progress toward a goal.



Within the first prerequisite, it is assumed that goals, emotions, and personal agency beliefs (i.e., beliefs that one has control over learning the activity) work together to guide decision making, including to support caring behavior. Ford argues that caring behavior, what we might label as an important aspect of relational engagement, provides a strong motivational foundation for cognitive and behavioral engagement in school contexts. In other words, students who care for each other and perceive that they are in a caring environment are motivated to engage cognitively and behaviorally. Theoretically, the personal goals most relevant to caring behavior are four integrative social relationship goals: belongingness, social responsibility, equity, and resource provision (Ford & Nichols, 1987, 1991). Students who are able to work successfully toward these goals typically say that caring for and about others is always, or almost always, important. It is important for educators to be aware of each of these social relationship goals.

Belongingness goals are defined as building or maintaining attachments, friendships, or a sense of community. Maintaining or enhancing a sense of belongingness with teachers or successful peers can facilitate school achievement (Connell & Wellborn, 1991) and positive adjustment in school (Van Ryzin, Gravely, & Roset, 2009). Social responsibility goals are defined as keeping interpersonal commitments, meeting social role obligations, and conforming to social and moral rules. Like belongingness, social responsibility goals also appear to provide the motivational foundation needed to facilitate positive school adjustment (i.e., liking school, having friends in school) and academic achievement (Wentzel, 1991a, 1991b, 1993, 1994, 1998). One of the ways teachers can increase students’ sense of belongingness and social responsibility is to develop positive peer relationships by using cooperative learning structures in the classroom (Hijzen, Boekaerts, & Vedder, 2007). This instructional method will be explored further in Chapter 5. Another means of increasing students’ sense of belonging is to develop positive relationships with their teacher (Davis, 2003, 2006). These student-teacher relational processes will be explored further in Chapter 4.

Equity goals are defined as promoting fairness, justice, reciprocity, or equality. According to Dover’s (2009) review, several different studies found that teachers who incorporated the following principles of social justice instruction in their classrooms had high levels of academic engagement, created learning communities that encouraged social cooperation among students, and increased overall performance:


	Assume all students are participants in knowledge constructions, have high expectations for students and themselves, and foster learning communities.

	Acknowledge, value, and build upon students’ existing knowledge, interests, cultural, and linguistic resources.

	Teach specific academic skills and bridge gaps in students’ learning.



Resource provision is defined as giving approval, support, assistance, advice, or validation to others. Resource provision goals can be embedded in social relationships that are reciprocal (i.e., peer-to-peer relationships) or in asymmetrical social roles where one person is responsible for providing resources to another (i.e., teacher-student relationships). Many of the intervention strategies to reduce general aggression and bullying behavior in schools focus on helping students develop social competence and empathy skills toward other students, which are forms of resource provision. Some of these strategies will be reviewed in Chapter 5.


Think about your own classroom.

To what extent do students have an opportunity to belong?

To what extent do students have an opportunity to behave in socially responsible ways?

To what extent do students have an opportunity to promote fairness and experience reciprocity?

To what extent do students have an opportunity to serve as resources for you and their peers?



SELF-DETERMINATION THEORY

Self-determination theory emphasizes the significance of three basic psychological needs in people’s self-motivation and healthy psychological growth—the needs for competence, relatedness, and autonomy. According to self-determination theory, social-contextual conditions that provide people with the opportunity to satisfy their basic needs lead to enhanced motivation, optimal functioning, and psychological well-being (Deci & Ryan, 2000; Ryan & Deci, 2000). Therefore, when teachers and classrooms support the satisfaction of student needs, students will feel self-determined. Need for relatedness, or a basic need to be connected or related to others, is most relevant to our understanding of relational engagement. There is not as much research that focuses on relatedness as the other two basic needs for autonomy and competence in the classroom, but the research that exists focuses on teachers’ emotional support for students (Connell & Wellborn, 1991; Ryan, Stiller, & Lynch, 1994; Skinner & Belmont, 1993; Wentzel, 1997, 1998) rather than on students’ caring for each other. For example, in a recent study by Nie and Lau (2009), teacher caring, or involvement, predicted students’ emotional and behavioral engagement and satisfaction with school. Nie and Lau also found that the teacher’s ability to manage his or her classroom was an important predictor of emotional engagement. In a similar study, Furrer and Skinner (2003) also demonstrated the relationship between students’ feelings of relatedness and behavioral engagement, but they took into account that students have relatedness needs from specific social partners—namely parents, teachers, and peers. Furrer and Skinner suggested that more research is needed to discover how children achieve a sense of relatedness with peers and how schools can facilitate this process.


Consider the students in your classroom.

What are (might be) their relational needs?

What are your relational needs as their teacher?



WHY IS RELATIONAL ENGAGEMENT IMPORTANT?

We believe that the components of integrative social relationship goals described above are very much in line with our definition of relational engagement. In particular, students who have positive social relationship goals tend to care about others in ways that predict their ability to be successful in social situations, such as classrooms. In an empirical study of caring competence, or ability to care, Ford and his colleagues (Ford, Love, Chase, Pollina, & Ito, as cited in Ford, 1996) found that students’ caring competence was positively correlated with all four integrative social relationship goals: belongingness, equity, social responsibility, and resource provision. Most of the students in the high-caring group had high scores on measures of belongingness, resource provision, and empathic concern. In other words, the profile of a caring student has strong resource provision goals, compelling feelings of empathic concern and pride or pleasure in helping others, and positive capability beliefs for caring action. Compared to the low-caring students, high-caring students were more likely to be interested in a diversity of personal goals that were both social and nonsocial, including intellectual goals and creativity goals. Therefore, it seems that teachers should be able to increase students’ ability to care by acting on goals related to belongingness, social responsibility, equity, and resource provision. Similarly, teachers can help students meet their relatedness needs in the classroom in order for them to be optimally engaged in the learning process (Furrer & Skinner, 2003).

WHAT TEACHERS CAN DO TO SUPPORT CARING AND STUDENTS’ RELATEDNESS NEEDS

It would be easy to say that teachers need to develop a sense of caring and relatedness in their classrooms by emphasizing a sense of community, but how does one begin to do that? With a unique perspective on developing learning community, Heck (2004) uses Paula Underwood’s Native American Learning Stories (2002, as cited in Heck):

 

I use these stories to enrich my classroom content with narrative and cultural diversity, nurture my dispositions toward others who seem difficult or puzzling, and expand my abilities to develop meaningful learning environments and experiences. The stories readily enhance, rather than detract from, curricular goals and state standards, while engaging students in active and critical thinking about relationships with others. (p. 36)

Although these stories are not specifically designed to help teachers with classroom management, they offer a holistic way of learning by participating in relational engagement activities. Specifically, Heck suggests that Underwood’s stories can be used to teach caring about another’s voice (see also Noddings, 1995). Each story addresses the following pedagogical dilemmas outlined by Adams (1997, as cited in Heck, p. 41):


	The challenge of balancing the emotional and cognitive demands of the learning process

	The challenge of acknowledging and supporting the subjective contexts (how students make meaning out of their own individual experiences) while illuminating the systemic contexts (the demands of moving between social groups) that affect learning

	The challenge of attending to students’ social relationships in the classroom

	The challenge of balancing personal reflection with regular observations of their experiences as tools for fostering student-centered learning

	The challenge of valuing awareness, personal growth, and change as meaningful outcomes of the learning process



If we revisit the case of how Alice and Kim manage their classrooms, described in the introduction, one might come to the conclusion that Alice is trying to address these dilemmas by using a relational engagement approach to classroom management. Alice clearly appears more interested in helping her students “care” for one another by teaching them skills associated with caring competence (Ford & Nichols, 1991), which will hopefully facilitate students’ positive social relationship goals in her classroom and in the long run.

KEY TERMS

Autonomy: A student’s feelings of independence or freedom to make his or her own decisions; one of the three components of self-determination theory.

Autonomy supportive: A classroom environment that supports the development of student autonomy by giving students more opportunities to make their own decisions and choices.

Behavioral engagement: A student’s effort, persistence, participation, and compliance with school/classroom rules and structures.

Belongingness goals: The desire to build and maintain friendships or a sense of community with others.

Cognitive engagement: A student’s completion of academic tasks and monitoring of his or her own learning habits.

Competence: A student’s confidence in his or her abilities; one of the three components of self-determination theory.

Emotional engagement: A student’s positive emotions related to school activities.

Equity goals: The desire to promote values such as fairness, justice, or equality in society.


CONNECT TO YOUR PRACTICE

Reflect on High- and Low-Caring Students’ Attempts to Meet Relatedness Needs

Students’ pursuits of social goals in classrooms can vary widely across classrooms and can look different depending on whether they are a high- or low-caring student. Spend a week observing the social goal pursuit of two students in your class. Identify a high-caring and low-caring student to observe. Make note of the different ways the students pursue their needs to acquire the resources they need to learn, to be treated equitably, to behave responsibly, and to feel like they belong in the classroom.
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Relatedness/belonging: A student’s feelings of being connected or related to others; one of the three components of self-determination theory.

Relational engagement: A student’s feelings of being supported, pushed to learn, and accepted at school.

Resource provision: The giving of approval, support, assistance, advice, or validation to others, whether in a peer-to-peer relationship or a teacher-student relationship.

Self-determination theory: A theory that holds that students’ ability to be self-motivated depends on whether or not their needs for competence, relatedness, and autonomy are satisfied.

Social responsibility goals: The desire to meet social norms, such as having friends.

RESOURCES FOR TEACHERS


Educators for Social Responsibility: http://www.esrnational.org/otc/

Self-Determination Theory: http://www.psych.
rochester.edu/SDT/

Wentzel, K. R. (2003). Motivating students to behave in socially competent ways. Theory Into Practice, 42, 319–326.




2

How Do I Organize My Classroom for Engagement?

 

As educators, we all know the foundation of effective instruction and classroom management is planning. When we’ve planned well, our lessons run smoothly. We feel able to anticipate problems, perhaps even viewing some of the problems our students encounter as natural and functional. And we conclude lessons feeling like we accomplished the tasks we set forth. The biggest challenge with planning, however, is taking a holistic view of our instructional design to incorporate both the immediate objectives posed by a daily lesson and the more global developmental objectives we espouse as teachers.

The foundation of all classroom management programs, both traditional and relational, is anticipation and prevention. Thus, teachers are encouraged to structure the environment around the goals of optimal student engagement first and nurture the child second. In this chapter, we’ll overview three different perspectives on instructional design. Next, we’ll deconstruct the planning process into three different components: planning to promote behavioral and relational engagement, planning to promote cognitive engagement, and planning to promote the development of students’ autonomy and responsibility in the classroom.

INSTRUCTIONAL DESIGN: CONSISTENCY MANAGEMENT

Frieberg (1999a, 1999b) developed the term consistency management to refer to all of the instructional planning that we engage in to ensure our students are optimally engaged. Consistency management encompasses everything from the macro decisions we make such as mission statements we write about the kind of classroom we want to the micro decisions we make concerning the routines and behavioral expectations we convey for individual activities. The emphasis is on creating structures in the classroom that enable students to anticipate what will happen next. Consistency management can include prevention measures such as articulating clear expectations about how to behave during an activity. However, it also encompasses all of the ways in which we systematically integrate opportunities for our students to develop a sense of responsibility for their own learning and leadership skills in the classroom.

Often, the challenge with consistency management is aligning our instructional pedagogy with our classroom management. As most states transition toward 21st century learning standards that incorporate innovative methods and new technologies, students need to develop the skills to work collaboratively, regulate their own behavior, and solve challenging, ambiguous problems. In 1992, Jere Brophy and Mary McCaslin published a seminal piece in which they argued that traditional classroom management practices were undermining our abilities to promote the highest levels of cognitive engagement in our students. They argued that students were learning compliant cognition practices; that is, students were learning that in order to be successful in school, they needed to reiterate what their teachers and textbooks were saying. In becoming behaviorally compliant, students were losing their own voices in the classroom, silencing their true thoughts and feelings and responding with politeness and acquiescence. Moreover, in teaching students to be cognitively compliant, teachers may undermine their ability to teach students how to cope with stress and frustration and the ability to frame and solve problems. Traditional forms of classroom management, based on behavioral control, afford students the fewest opportunities to not only develop their own abilities to self-regulate their learning but also to develop their abilities to think and problem solve for themselves. Essentially, because teachers generate the rules, establish the class norms, and are the sole evaluators and providers of feedback and praise, students learn implicitly that they are not, and cannot, be in control of their own behavior and must rely on someone else to judge the quality of their thinking work in school. For example, in her case study of the transition to high school, Cyrene Wells (1996) found, “Students’ frustrations were largely hidden under a cover of politeness and acquiescence. For instance, even though the students … alternately despised, feared, and tolerated [one of their teachers] and didn’t believe they were learning that much—they didn’t directly challenge him. They understood that it would make no difference, except perhaps to make things worse” (p. 133).


Reflect on your instructional and classroom management pedagogies. Are they sending students a consistent message about the importance of critical thinking and problem solving?



In traditional classroom management models, behavioral and verbal transgressions are treated with punishment or dismissal to time out or the principal’s office. Imagine the tension students must feel when their teachers tell them during an activity, “I want to know what you think.” But every time they inappropriately express an unpleasant emotion (e.g., anger, frustration, disappointment, boredom) we tell them they are not allowed to feel that way. In order to protect themselves, students learn to resolve this conflict by concealing their thoughts and emotions from their teachers.

Relational forms of classroom management can adopt two different approaches to managing student behavior: co-regulated and self-regulated. In co-regulated classrooms, students and teachers work together to create a set of negotiated norms (e.g., classroom rules) and to establish learning goals for the year. In doing so, teachers create opportunities for students to develop a set of internal behavioral standards and to identify learning goals that reflect their interests. Teachers assist students in reflecting on the work they produce and involve them in providing feedback. In doing so, teachers create opportunities for students to develop a set of internal standards regarding the quality of work to be produced and enable them to develop an internal voice that can describe how they think and feel about the work. Consistency management in this type of classroom involves establishing expectations for working together to solve problems. Interpersonal conflict is not viewed as a problem, but as a learning opportunity.

In self-regulated classrooms, teachers serve as conduits for assisting students in understanding how they learn, and they enable students in monitoring their own learning and development. As with co-regulated classrooms, students are involved in establishing goals for their learning. In self-regulated classrooms, the emphasis is placed on the following:


	Helping students identify goals for instruction

	Helping students monitor the efficacy of the strategies they use for learning

	Helping students learn to “talk themselves through” (McCaslin et al., 2006, p. 226) problems

	Helping students frame failures in terms of the planning and/or strategies they employed



In both co-regulated and self-regulated classrooms, there is a meaningful place for failed attempts and conflict. Lyn Corno and colleagues (Corno & Snow, 1986; Rohrkemper & Corno, 1988) argue that adaptive learners know how to manage the emotional stress of not immediately understanding a problem, failing the first time, and changing the plan of action. Teachers attempting to design for a self-regulated classroom try to anticipate where students will experience meaningful or “functional failures” and build that into their activities. Consistency management in this type of classroom involves establishing expectations for students that enable them to understand the meaning and purpose of conflict, constructive failure, and repeating attempts at problem solving.

The challenge with co-regulated and self-regulated classrooms, however, is that we have to invest time and energy at the beginning of the year teaching students how to behave in more complex learning environments. This involves explaining the norms for appropriate behavior (i.e., during group time, during transitions between activities, when there is a problem with technology) so that our students develop a thorough understanding of the purpose of classroom norms.

In 1997, Mary Manke published a year-long case study of power dynamics in an elementary classroom. She argued that no matter what kind of instructional design we plan, there will always be seams in our instructional design. These seams in instruction represent the times and spaces in our classrooms when students attempt to exert their autonomy and control the classroom dynamic. Manke observed how elementary students, when denied opportunities for autonomy, exerted their power by interrupting the teacher, disrupting their peers, and subverting activities. Ultimately, there are tradeoffs with each approach to classroom management. With a traditional approach, teachers can establish an instructional design with the fewest seams: They can plan for transitions between activities and clearly explain behavioral expectations. However, even with the most tightly sewn seams, students can pick away and unravel activities in their attempts to meet their needs for autonomy. In contrast, self-regulated classrooms may have the most seams in instruction; teachers are more likely to spend their management time instructing students in how to approach tasks, cope with task-related emotions, and interact with other students and with the teacher. However, because these seams are more loosely sewn and may have been negotiated with students, behavioral and verbal transgressions are less likely to feel like acts of defiance.


Consider Alice’s and Kim’s classrooms.

What forms of regulation do you see?

Are their classrooms examples of co-regulation or self-regulation?



ORGANIZING FOR STUDENT AUTONOMY

How much student autonomy do you build into your management plan? This is a challenging question to answer because it depends on your knowledge of your students. Younger children, who have had the least experience with behavioral norms and academic contexts, are more likely to need a co-regulated management structure where teachers work with students to negotiate classroom norms and behavioral expectations for tasks. In Figure 2.1, we provide an example of a set of classroom rules negotiated on the first day of preschool. The children were asked to think about the kinds of things everyone in the class needed to do in order for the classroom to be a safe, healthy, learning space. It is important to remember in co-regulated classrooms that the class may need to revisit, renegotiate, and redefine each rule as the year progresses. For example, children may come to the classroom with different understandings of what it means to share. Inevitably, preschool children will struggle with sharing because this is a concept they are learning. In a co-regulated classroom, after the teacher has observed several occasions where students have had trouble sharing, he or she draws his or her class’s attention back to the list of rules and asks them, “I notice that we are having some trouble sharing, and I wonder if we all understand sharing the same way. What does it mean to you to share?”



	Figure 2.1
	Example of Negotiated Preschool Rules
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* “With a bubble” refers to holding a pocket of air in your mouth so your cheeks puff out. This was the class’s creative way of identifying a behavior that would signal to the teacher they were listening.

With adolescents, negotiating principles at the start of the year can take the form of a classroom constitution (Frieberg, 1999b), a statement about what the instructional goals will be and to which rights students and teachers are entitled. Students are often very insightful about what they perceive they need to be successful learners. Conversations about support and respect can reveal the ways in which students are making sense of these constructs and provide opportunities for us to share what we need in order to be effective teachers.

In the following sections, we outline ways in which teachers in co-regulated and self-regulated classrooms can implement classroom structures that not only maintain a focus on behavioral, relational, and cognitive engagement but also achieve students’ positive behavioral engagement without making them cognitively compliant.

PLANNING TO PROMOTE BEHAVIORAL AND RELATIONAL ENGAGEMENT: ROUTINES AND RITUALS

In 2008, the U.S. Department of Education released a report summarizing the literature on traditional effective classroom management in elementary classrooms. The report found teachers experienced the least disruptions when they had established clear expectations and routines for the following events (p. 24):


	When students are arriving and leaving the classroom

	When distributing materials and turning in assignments

	When students requested help from the teacher

	When transitioning to new activities or settings

	During interruptions in classroom routines, such as fire drills or substitute teachers

	When students were working independently and in groups

	When students were returning from recess or another class (art, music, or physical education)



For middle graders and secondary students in our current culture of accountability, we could also probably add the following:


  8.   When students present or speak publicly

  9.   When students are assessed individually and in groups

10.   When previewing and/or reviewing homework



This list provides a guide for the common types of seams that can occur in classrooms as Manke (1997) described and allows us to systematically anticipate the kinds of problems we might observe students having and establish routines and rituals with our classes that maintain a focus on learning. Routines and rituals help students to feel safe and connected in their classroom. When teachers establish routines and rituals around these seams, students not only know what to expect, they also develop a set of strategies they can enact independently. Students learn that they share in the responsibility for keeping the focus on learning. Rituals reaffirm students’ belonging in the classroom and their sense of connection with their teachers and peers. Routines and rituals also allow students to process more complex information at a higher level because they do not have to spend mental energy worrying about “What’s coming next?”

ESTABLISHING ROUTINES FOR ENGAGEMENT

Routines are the behavioral scripts we develop that enable students to maintain a focus on doing things that promote learning. Routines provide predictability so that children and adolescents feel safe. Each time we transition between classrooms or activities, we introduce ambiguity that can leave some students feeling vulnerable. Routines remind them that they can feel in control of what is happening; they have a place in the classroom. Routines can also focus students on global learning objectives. One of our favorite routines, developed by Becky Bailey (2000), is to establish a set of class commitments that students can (re)commit to each day when they enter the classroom. Commitments can be behavioral: “Today I commit to showing respect to the other students in the class.” Or they can orient students toward learning outcomes: “Today, I commit to learning how to be a scientist.” These commitments remind students of the purposes students and teachers share and the roles everyone plays in meeting learning goals. They can also serve as a communication tool, cuing us to the goals students feel they are struggling to accomplish. Cuing students to focus on broad objectives can be as simple as having students write their commitments in their journal each morning or placing a card with the objective next to their name in a pocket chart.


What are the overarching behavioral objectives for your class?

How could you get your students to commit to focusing on the big behavioral and/or instructional objectives for your class?



In Figure 2.2, we outline different classroom events that may require a routine. When establishing a routine in your classroom, it is important to have a vision of the kinds of behaviors you would like to observe in your students. It is important to remember that some students may come to our classrooms with little understanding of how to bring about the desired behaviors. When establishing a new routine, there are many considerations:


	What behavioral skills are needed for students to participate in this routine? How can I break these behaviors down into concrete, teachable steps in the event a student struggles to perform these behaviors?

	How can I model these skills? How can I provide a variety of examples for students to observe? Can they observe other students in the class demonstrating the behavior? Can we read books with messages about the target behavior?

	How can I offer opportunities for students to engage in guided and later independent practice? Do we need to engage in role-play when introducing this routine?

	How can I build in functional failures, or learning opportunities (Rohrkemper & Corno, 1988)? How can I share my thinking about this routine including how and why I sometimes fail? How can I involve students in sharing their thinking including how and why they sometimes fail?

	How will we deal with conflict during this routine? How will I help the students in my class construct meaning around why we need this routine to have a safe, healthy learning space in our classroom?

	How will I prompt and cue my student to engage in this routine independently? Would it help to post something around the room (or on the smart board)? Are there key words I can use?

	How will I give specific feedback to individual students about their ability to perform each routine?



When we begin to think about integrating technology into our classrooms and creating differentiated learning opportunities for students, our classroom learning environments can quickly become complex leaving us feeling overwhelmed by the variety of seams (Manke, 1997). Frieberg (1999b), however, argues the classroom represents the frontline where students learn how to be good citizens and that teachers actually do their students a disservice when they act as the sole managers. Instead, he argues teachers need to involve students as partners and stakeholders in the classroom. “Teachers must do more than tell students to be responsible, they need to show the trust necessary for students to take responsibility in the classroom” (p. 80). We can do this by involving our students in identifying the tasks that require organization and oversight and creating job responsibilities for them. “Classroom organization is a mutual responsibility that adds valuable teaching and learning time and builds student ownership and self-discipline” (p. 84). Classroom management positions will vary not only with the grade level but also the content area; they can range from passing out materials to assisting a substitute teacher. There are different ways of involving students in the management of the class. One common way is to develop a system in which each student has an opportunity to serve in each role. One approach is to generate a job board or job wheel students can use to rotate through positions periodically. In middle level or secondary classrooms, many of the daily routines can be student-led. In this shared responsibility model, each student has an opportunity to share in the responsibility for each type of classroom task.



	Figure 2.2
	Classroom Events Requiring Routines
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In contrast, Frieberg (1999b) argues for a distributed leadership approach in which teachers find the best approach to managing the classroom by tapping into students’ expertise, ideas, and interests. In consistency management the teacher works together with students to generate a list of responsibilities and helps them organize jobs, one per student in the class, and then students apply to serve in the preferred roles. The teacher interviews students about their interests and expertise and then assigns jobs. The jobs rotate as students’ interests and expertise change.

Throughout the country, many states are implementing 1-to-1 laptop initiatives. A major concern of new teachers is how their classroom management will change when their students each have their own personal learning device. Figure 2.3 is an example of the leadership roles we use in our classrooms. Notice that five of the duties involve sharing responsibility for implementing the technology. These tasks create opportunities for students to learn about the technology (i.e., how to set up and break down presentation and recording equipment, how to post to webspace, and how to field questions about technology) and opportunities for them to demonstrate their technology knowledge and skills. When we relinquish these tasks to our students, we create time and space for instructional activities that require the teacher’s fullest attention.



	Figure 2.3
	Examples of Distributed Leadership in a Secondary/College Classroom




[image: figure]

[image: figure]


Consider your own classroom:

What routines do you already have in place?

What additional routines might contribute to improving students’ behavioral, cognitive, and relational engagement?



CREATING RITUALS FOR ENGAGEMENT

The purpose of classroom rituals is to impose a structure for connecting with our students and having them connect with each other. When we perform a ritual with another person, we communicate that we value them. Commencement rituals, such as developing a special greeting or handshake when students enter the room, communicate to students that they are welcome and belong. Farewell rituals communicate that students will be missed. Celebrations of birthdays and special accomplishments are examples of rituals that recognize the unique life experiences and talents of students in the class. Quarrel rituals, which teach students how to make amends, communicate that conflict has meaning and purpose, that feelings can change, and that dialogue is necessary (Bailey, 2000). Rituals teach children and adolescents that we can educate other people about how we want to be treated.

It is important to remember that rituals don’t have to require a huge investment in time. Individual and class accomplishments can be recognized with an I noticed ritual during morning meetings, with a group high-five, or on an announcement board. Moreover, we often connect important rituals in our lives with food. But many districts have increasing restrictions on food or snacks in the classroom. It is important to remember that children and adolescents don’t necessarily need food to be a part of the rituals. In Montessori schools, one of the beloved rituals children look forward to is the walk around the sun that children complete on their birthdays. Teachers have the class sit in a circle with a picture of the sun in the center. The class sings “Happy Birthday” and then the child who is celebrating holds a globe in his or her hand and walks around the sun one time for each year since they were born. Summer birthdays are celebrated at the beginning and the end of the year to ensure each child is acknowledged.


Consider your own classroom:

What rituals do you already have in place?

What additional rituals might contribute to improving students’ behavioral, cognitive, and relational engagement?



PLANNING TO PROMOTE COGNITIVE ENGAGEMENT: CLASSROOM GOAL STRUCTURES

Marilyn Watson and Victor Battistich (2006a, 2006b) have been studying classroom communities for over 30 years. Their research has identified several impediments to building engaging, caring classroom communities.

Time. Building a classroom community where all students share in the responsibility for classroom management and are engaged in learning activities takes time.

Conflict and Orderliness. Many teachers come to the profession with the intuitive notion that quiet, orderly, and calm classrooms are ones where students are learning. Not necessarily. Years of research on cooperative grouping indicate there can be an energizing, constructive value to conflict. “Intellectual conflict is not only highly desirable but also an essential instructional tool that energizes student effort to learn” (Johnson & Johnson, 2009, p. 37). Conflict, whether it is a conflict of interest experienced between the teacher and a student or two students, controversy in two belief systems, or an internal conceptual conflict a student experiences when he or she meets with new ideas, presents an opportunity to teach students new skills.

Competition. United States culture has long held individualism, competition, and survival of the fittest as fundamental values. And yet in the classroom we find competition undermines teachers’ abilities to promote optimal engagement and learning for all children and adolescents.

School Practices and Inertia. Our schools continue to endorse remnants of old practices we know do not work. In order for teachers to build caring communities, they need smaller classes, longer periods, time to plan, time to develop relationships, and schoolwide management plans. Schools take longer to change than classrooms, and teachers can experience a sense of inertia—that their efforts to make changes in their classroom are undermined by the school culture. It can be hard to persevere when faced with another budget crunch. Often, creative scheduling and teamwork are needed to create opportunities to have meaningful connections with our students.

Societal Mobility. At the heart of relational models of classroom management is a teacher’s ability to cultivate a close caring relationship with and among students. As more families move within and between cities, this task becomes more complex. It becomes essential for teachers to integrate routine getting to know you rituals into their instructional design.

Beliefs About Students. One consistent finding in the relational management literature is that, “if teachers have a negative view of children, or of particular groups of children, they will be unable to trust their students enough to have high expectations for them or to view their behavior in a positive light” (Watson & Battistich, 2006a, p. 270).

While routines and rituals will contribute to promoting students’ behavioral and relational engagement in the classroom, to promote optimal cognitive engagement in the classroom, we need to critically evaluate the types of implicit and explicit messages we send students about the purpose of engaging in learning activities. In the 1960s, Robert Rosenthal (see Rosenthal & Jacobsen, 1968) began examining expectancy beliefs and self-fulfilling prophecies, research that has remained robust into the early 2000s. When teachers expect students to perform, regardless of skill level, they behave in different ways that bring about the expected performance. Self-fulfilling prophecies, such as those about student ability, operate through two forms of messages we send to our students—explicit messages (i.e., what we consciously try to say) and implicit messages (i.e., what we unconsciously said). Like Rosenthal, Barbara Finkelstein (2001) argues that when we keep our expectations for socially responsible behavior high, children and adolescents will live up to them. For example, in her study of how adolescence has been defined over time, she learned that when we expected adolescents to go through a period of unconstructive rebellion they often conformed to our expectations—engaging in unproductive and risky behaviors. However, in the 1960s–1970s, meaningful, constructive rebellion from high school and college students was behind many of the civil rights changes the nation experienced.

In 1973, Rosenthal “derived four major types of teacher behaviors that appear to be associated with [teacher] expectancy effects” (as cited in Hall et al., 2001, p. 163). These include the following:


	Climate. Consider your interactions with each student. To what extent are you warm and encouraging to each student?

	Feedback. Consider the amount and quality of the feedback you give to each student. To what extent do you offer enough (too much, too little) evaluative comments on each student’s ongoing performance? To what extent do you balance corrective instructional feedback with focused praise of student work?

	Input. Consider how you allocate your effort and time across students. To what extent does your effort to try to teach the child match his/her needs?

	Output. Consider the number of learning opportunities presented to each child. To what extent does each child have enough opportunities to participate and respond?




Think back to Alice’s and Kim’s classrooms.

What kinds of expectations about behavior and learning was each teacher communicating to her students?

To what extent were they holding high expectations for socially responsible behavior?



In this chapter, we focused on how to evaluate the different organizational and structural features of our management design. It is important to remember that the design of our learning activities also communicates these same expectations about how hard we are trying to reach each student, how many opportunities we are creating for students’ success, and the reasons why students should engage in our learning tasks. In the following chapters, we elaborate more on the types of verbal and nonverbal messages teachers send to their students that contribute to creating a classroom climate that supports behavioral, cognitive, and relational engagement as well as relationships that model caring for ourselves, for each other, and for our work.




CONNECT TO YOUR PRACTICE

Reflect on the Current State of Your Classroom Management Practices

Improving the climate and organization of the classroom begins with a candid reflection of the current state of the classroom (adapted from Frieberg & Stein, 1999).

Step 1: Start with your senses and ask yourself: How does my classroom look, smell, feel, and taste? (i.e., what do students eat in the classroom as part of instructional activities or snacks? For secondary teachers, these responses might vary by the periods they teach. Are students more likely to be hungry during certain periods?)

Ask yourself: What led me to organize my classroom to look, smell, feel and taste like this?

Step 2: Create a mission statement for your classroom. Close your eyes and envision the type of students you want to have in your classroom by the end of the year. What kinds of skills (academic and social) can they enact? What kinds of motivations drive them to engage in your class? What kinds of relationships do they exhibit with you and the other students in the class?

Step 3: What groups or individuals need to be involved in your classroom in order to bring about your mission statement?

Step 4: What initial structural and organizational changes can you make that would have the highest impact and could be accomplished in the shortest period of time? At the midpoint of the year? Near the end of the year?






EXPLORE STUDENTS’ PERSPECTIVES

Evaluate Student Drawings

Several scholars have documented the power of indirectly assessing the climate of a classroom by asking your students to draw a picture (Frieberg & Stein, 1999; Murphy, Delli, & Edwards, 2004) or construct a metaphor (Oldfather, West, White, & Wilmarth, 1999). Projective measures, where we present students with an ambiguous task under the assumption that they will project their attitudes on the task, are appropriate for both young children (prek–2nd grade) who may have limited reading comprehension and adolescents. Prompts for students might include


	Draw a picture of how you see our classroom.

	Draw a picture of an effective (a good) teacher. If you teach a specific content area, you might modify this to include the content area (i.e., a good science teacher).

	Draw a picture of our classroom community.

	[For middle grades and older] Identify a metaphor for our classroom (i.e., Our classroom is like a deep sea submersible.) Draw a picture of your metaphor and label the comparisons you are making in the metaphor.



When analyzing the pictures, evaluate the essence of the whole picture. Begin by looking at each image independently. What meaning was each student trying to convey? You may want to consider if students are carrying different beliefs or stereotypes about teaching or about the content area that you teach into the class.

Next, you may want to attend to issues of proportion, perspective, and the method of instruction the child chose to portray. This might include the size and placement of the teacher relative to the students. Is the teacher portrayed as big and influential relative to the students? Is he or she portrayed as being close or distant to students—central to the activity of the classroom or on the periphery?

Finally, you may want to note any omissions, inclusions, and erasures that are unique to a particular students’ drawing. Do some images seem different or unique compared to the rest of the class?

Once you have attempted to understand each student’s image, try making a master list of the attributes you noted for the images. Do some attributes appear more often than others?

What can you conclude about the types of impressions most students have about the classroom from these drawings? How does this make you feel?

Were you able to identify a subset of students who appear to have less adaptive perceptions of the classroom from these drawings? How does this make you feel?



KEY TERMS

Class commitments: A set of statements that outline the purposes and roles of each member of the classroom. Students and teacher(s) commit to these statements daily.

Class norms (rules/procedures): The behavioral expectations and generally expected procedures in a classroom; they can be defined and enforced by the teacher or can be defined and enforced cooperatively by the teacher and all students.

Consistency management: The decisions a teacher makes in his/her instructional planning to maximize student engagement.

Distributed leadership: An approach to management by which students are assigned shared classroom responsibilities based on their individual talents and areas of interest.

Routines and rituals: Consistent procedures and practices in a classroom that help minimize disruption by helping students feel safe, connected, and in control.

Seams in instruction: Times and spaces in a classroom, such as during transitions, when students often exert their independence or autonomy. The seams are greater when students are physically transitioning between activities or classrooms. During these times, teachers need to be thoughtful about how they manage their own and their students’ movement.
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How Do I Create a Classroom Climate That Supports Engagement?

 

Classroom climate has often been thought of in terms of the extent to which different dimensions of the classroom shape the quality of the interactions between and among students and teachers. Discussions of climate can be challenging because climate is often described as the “feel” of a classroom. Does a classroom feel warm and inviting or cold and distant? But classroom climates can be more complex than a simple temperature; they can describe the common types of feelings and motivations students have for academic work.


Consider Alice’s and Kim’s classrooms.

How does Lauren compare and contrast the climate or feel of each classroom?



We often forget that teachers, like parents, act as socializing agents. They can influence the quality of students’ social and intellectual experiences through their abilities to create classroom contexts and climates that stimulate students’ inherent motivation and instill values of being motivated to learn (Brophy, 2000; Oldfather & Dahl, 1994). A consistent finding in the motivation research literature is that classrooms tend to have one of two foci: a learning orientation or a work orientation.

 

The teachers who promoted a learning orientation introduced activities with emphasis on what students would learn from them, encouraged students to work collaboratively and help one another, and treated errors as natural parts of the learning process and stimulants for follow-up instruction. In contrast, the teacher who promoted a work orientation spoke primarily in terms of task completion rather than learning. She stressed completing the work within stated time limits when introducing activities, emphasized competition rather than cooperation among students, and gave the correct answers following errors but did not use the errors as occasions for helping students to overcome their difficulties in learning. (Brophy, 2000, p. 26)

In a classroom oriented toward learning, the climate tends to have a more open, collaborative feel because students are focused on understanding. In a classroom oriented toward completing work, the climate tends to feel more burdensome with students focused on labor and production. It is important to understand that research consistently demonstrates that when students approach classroom tasks with a learning orientation, their understanding and performance of the task improves. This is because students with a learning orientation are focused on understanding and mastering the tasks we give them. When they are focused on understanding academic tasks, they are more likely to expend effort, understand inconsistencies, and persist in the face of difficulties.

We often indirectly communicate our beliefs about the value of academic work through our instructional design. When designing individual learning tasks, teachers need to think about being on TARGETT. TARGETT is an acronym for seven dimensions of learning activities that communicate to students our beliefs about the purpose of classroom work. Each of these dimensions contributes to the feel of the classroom.

Tasks. What is your rationale for having students accomplish each task? Research indicates that students will be naturally engaged in tasks that are meaningful and authentic. The kind of work we ask students to engage in communicates to them our beliefs about the value of school work to prepare them to be engaged citizens. To what extent do the tasks you assign have personal relevance to the students? Do the tasks help students to understand kinds of labor they may do as adults?

Autonomy. What choices can you offer students? Research indicates that students will be more engaged when they are presented with opportunities to control their own learning. The amount of autonomy we offer to students communicates to them our beliefs about their ability to make sound choices about their learning outcomes and control their own learning behaviors. To what extent do students have autonomy in choosing how they will complete their work and in determining the products of their work?

Recognition. How will you recognize student work? Research indicates that competition, which can erode engagement, can increase when only a few students are routinely recognized. It is important to think about the implications of public versus private recognition and the extent to which all students in the class have an opportunity to be recognized for academic excellence. How do you currently recognize students publicly and privately? Do all students have an opportunity to be publicly recognized for academic excellence?

Grouping. What opportunities do students have to work together? How will you differentiate instruction? Findings consistently show students are more engaged when they are provided opportunities to work together; however, the seams for group work can also provide opportunities for students to be off-task more often (see also Chapter 5). Additionally, children are astute observers of classroom dynamics; they quickly become aware when the level of challenge systematically varies across work groups. Research consistently suggests that it is important to avoid always grouping lower achievers together. What strategies do you currently employ for designing cooperative learning groups? To what extent do you find students are behaviorally, relationally, and cognitively engaged during group work? How might the other dimensions of tasks, autonomy, recognition, evaluation, and time contribute to students’ abilities to work collaboratively and productively in groups?

Evaluation. How will students participate in the evaluation process? Research consistently shows that when students are provided opportunities to participate in peer- and self-evaluation of assignments, their mastery of content increases. To what extent do you currently engage students in reflecting on their own and their peers’ strategies and performance?

Time. How will you manage instructional time? Research suggests that students are more likely to adopt a work orientation when students feel rushed to learn. Consider how you feel about the curricula you teach. Do you currently feel rushed to move through content? What strategies have you, or your colleagues, used in the past to manage your own feeling of being rushed to teach?

Teacher Socialization of Enthusiasm. Finally, Jere Brophy emphasized the importance of monitoring the explicit messages we send students about our own excitement for learning activities. His research suggests that enthusiasm for learning can be infectious, with students reporting feeling more engaged in academic tasks they perceive their teachers to be passionate about. Consider each unit you teach. How do you feel about the content? How can you communicate your excitement for learning about each unit?

DEVELOPING STUDENTS’ AUTONOMY AND RESPONSIBILITY: CLASSROOM DISCOURSE PATTERNS

More challenging to change than our instructional and management designs are the content and patterns of communications we have with students. Classrooms are inherently communicative environments (Morine-Derschimer, 2006). Similar to our management and instructional design, this happens because our patterns of oral and written participation in the classroom communicate to students our values about who belongs and who can be successful in our class. As teachers, we hold a lot of power in the classroom, and the messages we send to students are imbued with that power. Communications between teachers and students are largely asymmetrical. Through their public and private communications with teachers, students learn about their teachers’ beliefs about how and when it is appropriate to talk to them, to other adults, and to their peers in the classroom. “Even when rules and routines are explicitly developed, discourse studies suggest that they become ‘invisible’ to participants after extended regular use” (pp. 129–130). For this reason, classroom discourse is often viewed as a mediator of students’ learning and achievement. That is, some types of classroom discourse have been found to promote students’ learning whereas others have been found to diminish learning. Researchers who study classroom discourse patterns seek to understand how students use classroom discourse to make sense of their learning tasks, how the private communications that happen between students align with or resist teachers’ curricular goals, and how we can understand students’ reluctance (or overt resistance) to participate.

The feel, or climate, of our classroom, will not only be affected by the decisions we make about our instructional design but also by the patterns of public and private communication we have with our students. Identifying the underlying discourses in our classroom can take a great deal of time and reflection because these discourses reflect the overarching ethos of our classroom. Below, however, are several discourses that have been consistently found to promote students’ learning and achievement.

Do I Speak to My Students in a Way That Promotes Their Autonomy and Develops Their Sense of Responsibility?

Stefanou, Perencevich, DiCintio, and Turner (2004; see also Reeve, 2006) argued teachers may actually exert more influence in their classrooms when they learn to cede behavioral and intellectual autonomy to their students. This may sound counterintuitive, but remember students have a fundamental need to feel autonomous. When they don’t, they may seek out inappropriate ways to exert their control. As mentioned earlier, by offering them meaningful choices, teachers can simultaneously meet our needs for order and predictability in the classroom without compromising students’ needs. The challenge, however, is not simply to plan for student autonomy in the classroom but to monitor the messages we send about whether we really want students to be responsible for their own behavior. Johnmarshall Reeve and colleagues have studied the behaviors of controlling and noncontrolling teachers. They argue that noncontrolling teachers speak to their students in fundamentally different ways than controlling teachers. “When teachers rely on informational, noncontrolling language, they communicate classroom opportunities and requirements through messages that are informational and flexible rather than controlling and rigid” (Reeve, 2006, p. 229).

 

To respond to displays of lackluster motivation or poor performance, a controlling teacher will generally treat poor performance evaluatively … (e.g., “Work faster; you should’ve been done by now”). In contrast, autonomy-supportive teachers treat students’ poor performances as problems to be solved, and they communicate classroom requirements through a language that is informational and flexible. The goal is to help students better to diagnose the underlying cause of their poor performance and take the action needed to address the problem … “I’ve noticed that you chose not to join the group’s work; is anything wrong?” (Reeve, 2006, p. 229–230)

Stefanou and colleagues (2004) argued that we need to monitor our messages about autonomy and responsibility on three different channels in the classroom: behavioral autonomy, procedural autonomy, and cognitive autonomy. When students are engaging in counterproductive behaviors, teachers can redirect by asking, “Can I give you some responsible choices for how to respond?” When students are expressing resistance to the tasks we assign, we can redirect by asking, “Can I give you some suggestions about how to get started/work on/complete this task?” When students are struggling to understand the content or complete the tasks they have chosen, we can redirect by asking, “Can I give you some teacher ideas?” (Bailey, 2000). Finally, Reeve (2006) argued that noncontrolling teachers use gentle discipline techniques that involve explaining why one way of thinking or behaving is appropriate and another is not and that guide students toward making more responsible choices. The opposite of gentle discipline techniques “is power assertion, which is a controlling socialization strategy that involves forceful commands and an insistence that students comply with the teacher’s request or demand” (Reeve, 2006, p. 233).

When I Speak to My Students, Am I Clear About How to Be Successful?

The literature is consistent that teachers who have clear expectations for academic behaviors and tasks tend to have students who feel more autonomous. As teachers, it is important for us to clarify the rules, routines, and rituals for our classrooms as well as share with students the reasons that underlie classroom norms and activities. It may be helpful to find out if students are familiar with the rules, routines, and rituals for our classrooms. If not, we need to provide students with time to understand and practice appropriate patterns of interaction. This can be particularly important when it comes to collaborative behaviors such as partnering and group work. Rules, routines, and rituals should be posted clearly as cues for student behavior. When presenting academic tasks, we need to define, clarify, and model the various learning activities we expect students to engage in. Because the reasons that underlie classroom norms and activities become invisible to students after extended regular use, we may need to build in opportunities to revisit these rationales.

When I Speak to My Students, Am I Clear That Everyone Belongs?

Students have a fundamental need to feel connected to their teachers and peers. Research consistently shows that they monitor the underlying discourse of inclusion: Are all students wanted and valued in this classroom? It is important to work to provide all students with extensive opportunities to learn and be successful. Students will notice when we use procedures that promote wide participation among students;—procedures that identify and capitalize on the individual expertise each student brings to the classroom. Research consistently indicates that students are more engaged and learn more in classrooms that value and establish explicit norms of cooperative collaboration. This includes teaching students strategies and processes for resolving differences in opinions and beliefs. Discourse theorists remind us that we need to monitor both the public and private talk of students since students actively monitor both channels of communication. They argue that teachers can benefit from listening unobtrusively to conversations of students while working in groups to understand the social world they are constructing (Morine-Derschimer, 2006).

When We Are Having a Conflict, Do I Communicate the Value of Reconciliation?

Fundamentally, discourse theorists remind us to be alert to ways our communicative behavior during what we might think of as nonacademic interactions may constrain the instructional discourse. They remind us that to develop an accepting climate in which students are encouraged to solve problems and behave responsibly, we need to model how to respond to conflict and disagreement. This involves accepting and acknowledging when students express unpleasant emotions about the tasks they are asked to do (e.g., “This is boring.” “This is stupid.”). When we acknowledge students’ emotions, we ask them to be responsible for their emotions, and we create an opportunity to model the appropriate expression of these emotions as well as how to solve the problem of being disinterested with an activity. We need to monitor killer statements that silence conversations in the classroom. Killer statements can reflect direct assertions of teacher power (e.g., “You need to get back on task.”) or they can reflect indirect assertions of student power (i.e., disparaging or critical comments made to silence you or another student in the class). When conflict arises, model and promote the use of active listening strategies. Seek to identify the thoughts and feelings you and your students are having about the conflict. Work toward a resolution that meets both the students’ needs to feel competent, autonomous, and connected in the classroom and your instructional and managerial needs.


Consider Alice’s and Kim’s classrooms.

What might the discourse patterns

Lauren observed be communicating to students about who belongs in the class, how to be successful, and how to solve problems?






CONNECT TO YOUR PRACTICE

Evaluate Your Teacher Talk

Record a typical instructional period. Choose an instructional period that begins with students transitioning into the classroom and ends with their transition out of the classroom. Self-evaluate the key ideas in this chapter by choosing two or more types of teacher talk to self-analyze.

[image: figure]
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Reflect on what you learned from this analysis by creating an action plan for changing classroom climate through how you communicate with students. Consider how changing your instructional design (TARGETT) might contribute to more adaptive communication patterns.



KEY TERMS

Autonomy supportive: A classroom environment that supports the development of student autonomy by giving students more opportunities to make their own decisions and choices.

Classroom climate: Aspects of a classroom environment that communicate its goals, power structure, and orientation to learning, social relationships, and emotions.

Classroom discourse: The spoken and unspoken communication that exists in a classroom between teachers and students and can hold underlying messages for students about the teacher’s beliefs and expectations.

Classroom goal structure: The types of cognitive, behavioral, social, and emotional goals teachers set for students in their classrooms.

Clear (teacher) expectations: When teachers are conscious and transparent about their beliefs about the way students are to behave in the classroom. This might include expectations about homework, classwork, peer relationships, conflict, and solving problems.

Discourse of inclusion: Messages teachers send to students about their value and acceptability in the classroom; these messages can be sent implicitly or explicitly through verbal or nonverbal communication.

Killer statements: Statements of power that silence the sharing of emotions and expression in a classroom.

Learning orientation: A classroom that is focused on learning; this orientation is communicated to students by the scaffolding of tasks, an emphasis on collaboration, and a general acceptance of mistakes as opportunities to learn problem solving.

Noncontrolling teachers: Teachers who seek to guide students’ thinking and behavior through conversation, explanation, and gentle discipline.

Norms of cooperative collaboration: The general expectations and procedures in the classroom that dictate how students interact with each other and solve interpersonal conflicts.

Work orientation: A classroom that is focused on work; this orientation is communicated to students by the structuring of tasks, encouragement of competition, imposition of time limits, and correction of errors.
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PART II

Management as a Function of Classroom Relationships


4

How Do I Model Caring in Relationships With Students?

 

OBSERVING BELIEFS ABOUT RELATIONSHIPS



Scott

Scott was the choral teacher for Finn County schools. At the time of our interview, he was in his fifth year teaching at both the middle school and high school. He had taught elementary school for two years prior. He held undergraduate and graduate degrees in music education and had taught private music lessons for 15 years. At this point in his career, Scott was struggling to understand why he continued to experience conflict with some students despite his deep commitment to developing relationships and how hard he worked at trying to connect with each of the students in his class.

 

It’s high energy, a lot of emotion, a lot of out-of-your-seat standing and doing different activities…. If I am trying to teach a particular concept, I might have them do a particular motion to get that across…. I like to keep the class real free…. I don’t want to be too tight, too formal, so it’s very humorous at times. There’s also discipline there. I don’t want that to sound like a contradictory statement, but the students learn that there are particular times in the classroom here that they need to be well focused, and so they do that.
    When giving corrective feedback, I try to make it a personal responsibility that you [the student] need to learn to know when this behavior is appropriate and when it is not. If it continues, I might pull a child aside and speak with that child individually and just, you know, be more direct with them…. Discipline is not necessarily something you do to a child. It’s a form of encouragement not to repeat the behavior. Discipline in the sense that they have self-discipline; that they have a desire to achieve a goal and they are willing to work hard for it.
    A good relationship is an open relationship. It’s one where they feel they can come to me and talk about things that are going on in their lives. Or if they have a real problem, a real concern, they can come and ask my advice. The whole idea that you must treat every child the same is just for the birds. It’s not fair, not that life is fair…. But I just try to explain to them the most unfair thing I can do is treat you just like everyone else because you’re different; you were created differently, you have different abilities and different needs, and so if you can focus on those things and try to make a child feel important, I think that makes them want to learn.

When asked about why he thought relationships were important for learning, Scott began:

 

If a child and a teacher have a good relationship, that opens the door for learning. If a child has a positive relationship with me there is more active listening to what I am saying to watching what I am doing, and they are more apt to learn because [they know] I want to teach them…. But, I think even more important than the facts we teach them is the decision making process that we teach them. And, if I can help them do that, it’s a life skill.
    My students choose to be here … every child in my classroom. And, therefore, some of the discipline things that other teachers might have to deal with, I don’t have to deal with. I also have the option that if a child does have a discipline problem, they can be moved to another exploratory class because my classes are limited in size. There’s only one choir class and there’s twelve hundred students. I can’t possibly teach every child and so the classes are auditioned and the children are selected and I then have a waiting list of children who want to be in the class…. Students either love me or hate me. Those that love me stay with my program and those that don’t like me tend to get out of the program very quickly. There are just some people, and I think just that their personalities don’t fit…. I dread having a child who is closed to my class or a child whose parents forced them to be in the class…. I use the metaphor of the glove and hand: there are just some matches that don’t fit. You should try your best to make that glove fit. There are gonna be some very difficult and trying students and usually that is a sign that something is wrong, that a child needs something special. So if you can take the time to adjust then the glove begins to fit better.
    My philosophy of teaching? Connect with the students. If I can get them to enjoy what they’re doing, they will learn it…. We spend a lot of time with each other and I really get to know my students. And, I can teach my students more than one year. I have the potential of teaching them three years in middle and then four years in high school because of both of my positions. And we also do a lot of field trips. When you spend that much time with a child outside of the school setting, you begin to build rapport with them and they start coming to you…. I think middle school kids are challenging because they are changing and they are coming into themselves. They are becoming adults and yet they are still children. They’re very unique in that respect and I think if you can treat them uniquely, not as an adult, not as a child, but somewhere in the middle. I think number one is to treat them as individuals…. There is nothing wrong with losing a child to another class. That happens. I don’t think it’s a negative thing for either person as long as it doesn’t go on too long. You have to catch it early.

Faith

At the time of our interview, Faith was an 18-year veteran teacher of the Finn County schools. She had previously taught fifth and sixth grades in elementary school but had spent the last 12 years teaching primarily sixth grade at FCMS, since it opened. At the time of our interview, Faith was teaching a combined seventh and eighth grade language arts and science to the SUCCESS class and was, largely, moving up with many of the sixth graders she had taught previously.

 

My students are primarily lower level as far as ability goes. They need some extra help that they don’t qualify for special education or Chapter or any of those other places. But they are not considered behavior problems or any of those things and most of them tend to be on the low socioeconomic end too.

At the time of our interview, Faith was struggling with where to draw boundaries with her students when she felt like she was working too hard to make the relationship work.

 

My philosophy of teaching. They need to stay busy, that’s for sure, to eliminate problems. I mean they need to be doing things, you know, that they feel are meaningful to them. They definitely need to have respect for the teacher and that’s not always easy. But if they are treated with respect, they respect back. It’s not a big philosophy, I guess. Get in there and teach those objectives, you know…. This year, we can start right in with something new and not spend those first weeks trying to get a grip on each other and trying to figure each other out.
    There’s nothing typical about middle school kids…. You know a big range of what you can encounter. I don’t expect kids to just sit there and not say anything. I like when they are willing to talk ‘cause, you know, sometimes they’re funny and all those [inappropriate] things sort of endear you to them…. A good relationship is when they’ll talk to you about their problems. They’ll come to you when they’re having a problem; that they are not afraid, you know, of either physical—like being yelled at—or embarrassed. That they feel all open relationships…. It’ll mean they’ll ask for help. They trust you; they know you are helping them. They know they’re respected; that they trust me enough to come ask me something. It’s not like I have all these skills going on, but those are the things that I think are ideal. 
    Bad relationships are when they don’t trust you to ask for help or tell you when they do not understand. It’s a bad relationship when they’re changing classes so fast and they just slip through and you never get to know them. Every year, there are a lot of kids that you feel more drawn to than others, and you know, the others you have to try to make yourself concentrate more on [them]. Some are more personable. They just jump out at you and then there is that little kid that just never opens their mouth and you just overlook them if you’re not careful. You know they can just kind of slip through the cracks. You just have to try to get to them. I dread the kind of student that’s going to be late for class and then come up to you and want to go somewhere and then get mad at you when you say no. You know, the kind of kid that just has their mind made up already and you feel pretty sure that you’re not going to be able to get them no matter what you’re going to do. I dread that. They worry me, you know. I just want to do something about them but I realize I probably can’t…. You know, sometimes the dreaded student, they’ll come back years later and they’ve just matured and everything is going fine. It wasn’t as hopeless as you thought.
    How do you build credibility with your kids? You don’t go back on your word. You have to live up to your promises and if you can’t you have to explain why. You have to give them feedback: good, bad, whatever. Some kids are harder to get along with because they’ve had bad experiences before and they just expect things to go bad for them. There are just a lot of them that are angry already. They’ve had too many failures, or they just got off on the wrong foot. They expect another year of the same old thing and they just come in with the same attitude they’ve had and everything just goes downhill from there…. Grading? Give them results back fast so that they know what’s going on with them. Grade fairly and you have to have [sound] reasons for everything. I’ve taught on five-teacher teams, and we’ll all sit down and discuss our kids, and all five of us will have a different take on the kids. Sometimes a kid that has been driving everyone nuts, one teacher will say, “Oh, he doesn’t give me any trouble.” … Sometimes a teacher can just take one under her wing that’s had problems and turn them around.

Note: Cases were reconstructed from Davis (2001a); see also Davis (2006).



In Chapter 1, we approached classroom management from the perspective of need fulfillment. Specifically, we explained that students are optimally motivated to engage in classroom activities when they perceive their three basic needs to feel autonomous, competent, and related are met. And conversely, students may disrupt learning when basic needs are not met. Arguably, the most critical source of relatedness in any classroom is the relationship a student develops with his or her teacher. Cultivating relationships with students is complex. The two teachers in the cases above were identified by their administrator for their exceptional abilities to cultivate relationships with some of the most difficult students in the school. And yet they held very different beliefs about how to develop teacher-child relationships. Arguably, relationships with students can be challenging. We don’t always have it all figured out.


Scott and Faith are both struggling to understand their difficulties in connecting with students.

What struggles do you share in common with Scott and Faith? Are there struggles you experience that they don’t address?



For 30 years, a growing body of literature has documented the importance of students’ perceptions of teacher relationships on their classroom motivation, learning, performance and school completion (Connell & Wellborn, 1991; Daniels & Clarkson, 2010; Davis, 2003; Lambert & McCombs, 1998; Skinner & Belmont, 1993). In a recent meta-analysis, Cornelius-White (2008) found students’ perceptions of caring teacher relationships accounted for as much as 30% of the variability in academic and social outcomes. Caring relationships significantly predict students’ participation, satisfaction, self-efficacy, critical thinking, standardized achievement in math and language, increasing attendance, reducing disruptive behavior, and higher grades. The research is very clear; students who perceive their teachers as caring tend to engage more with the content, take intellectual risks including probing when they do not understand, and persist in the face of failure.

There are several hazards to the literature on caring teachers. One pitfall is that we can fall into the trap of classifying teachers as either caring or not caring, forgetting that most teachers pursue teaching as their career because they want to connect with and serve children and adolescents. The second pitfall is the belief that it is simply impossible for teachers to connect with and care for all of the students in their classes. In both of these perspectives, caring is treated as a feeling, an emotion that teachers or students feel for each other that is either present or absent in a relationship. In contrast, scholars Nel Noddings (1988) and Lisa Goldstein (1999) conceptualize caring as a process—that is, something teachers do rather than something they feel. They argue that caring is an ethic, or a moral value, that we communicate to our students through our selection of curriculum, our lesson planning, the norms we establish, and our individual interactions with students. When we begin to think about caring as a process, we can then evaluate how what and how we choose to teach communicates to our students what we care about.

For example, the standards we establish in our classroom communicate to our students the values we care about (see Chapter 2). And the frequency and quality of our interactions with individual students communicates who we care about. Caring is not an entity that exists or does not exist in a classroom. Teachers exhibit caring about content, values, and relationships in different ways. The absence of caring teacher behaviors sends powerful messages that impact students’ motivation and learning. The beauty of a process perspective is that caring configurations in classrooms can and should be somewhat idiosyncratic depending on the age of students we teach, the content we teach, and the way we personalize our instruction.

TEACHER BELIEFS ABOUT RELATIONSHIPS

As with beliefs about classroom management and discipline, what it means to be caring is also likely to involve more generalized beliefs about the nature of classroom relationships. In our own work (Andrzejewski & Davis, 2008; Davis, 2006; Newberry & Davis, 2008), we’ve found teachers appear to struggle to resolve two tensions when selecting students as relationship partners.


How do I balance my responsibility for instruction and academic outcomes with the responsibility for developing relationships with students?

How do I balance the time and effort needed to develop relationships with a few uninviting students with the time and effort needed to accomplish my relational and academic goals for the class?



The teachers in our studies tended to make instructional decisions, and in some cases disciplinary referrals, depending on whether they assumed responsibility for supporting or improving lower achieving students, or whether they saw the remediation of school under-preparedness as the responsibility of outside agents (e.g., Title I or Chapter I teachers). Indeed, several studies have documented that teachers make decisions about who to connect with by weighing individual students’ assets and obstacles (see also Muller, Katz, & Dance, 1999). These assets might include the perception of a student’s similarity, attractiveness, social skills, and a child’s expressed desire for a relationship. These assets all contribute to getting picked from what Roland Tharpe and his colleagues (Tharpe, Estrada, Dalton, & Yamauchi, 2000, p. 56) call the “limited pool of eligible relationships” in the classroom. Similarly, some of the teachers in our studies appeared to approach relationships with students from a cost-benefit perspective. In other words, they were cautious about investing costly time, energy, and emotions into a relationship with a student who might not reciprocate (Davis, 2006; Davis, Chang, Andrzejewski, & Poirier, 2010; Newberry & Davis, 2008). And unfortunately, when teachers approach relationships with students from a cost-benefit perspective, the research consistently finds the students who may need relationships with their teachers the most may be the least likely to be selected as relationship partners (Baker, Grant, & Morlock, 2008; Davis & Lease, 2007). Conversely, Lisa Delpit (1995) argued that when teachers committed to establishing and maintaining relationships with uninviting students, their commitment had a transformative effect on students’ attitudes and achievement patterns.


Close your eyes and remember two students, one boy and one girl, with whom you felt you developed a close, productive relationship. What factors contributed to these successful relationships?

Now remember two students, one boy and one girl, from whom you spent the year feeling alienated. What factors contributed to these distant and unproductive relationships?



Why are some teachers more willing to commit to building relationships with and care for those uninviting students? Knee, Patrick, and Lonsbary (2003) argued that over the course of their lifetime, adults develop intuitive theories about why relationships succeed and fail. Specifically, their research shows that some people hold growth beliefs of relationships, whereas others hold destiny beliefs of relationships. Individuals with destiny beliefs about relationships tend to believe that some people are fated to meet, be lifelong friends, fall in love, and so forth. Relational conflict, differences of opinion, or value and arguments tend to be viewed as a sign of inherent incompatibility. Teachers who hold destiny beliefs about relationships with students are more likely to view some of the students as either inherently compatible or not. In contrast, individuals who hold growth beliefs about relationships tend to view conflict as a natural byproduct of growth in a relationship. Teachers who hold growth beliefs are more likely to believe that challenges in relationships, including differences, can be overcome. These views of relationships serve as lenses for interpreting all social tasks including selecting relationship partners, perceiving the limitations of one’s partner, investing effort, interpreting conflict, and persisting through differences.


Consider Scott and Faith. How might their interactions with their students be influenced by their beliefs about interpersonal relationships?



Again, it is important to remember that our beliefs are a form of subjective reality. What we believe to be real and true guides our decision making, behavior, and interactions with students and, in turn, creates an objective reality in our classroom—what our students experience as real and true. We can choose to modify our beliefs and, in doing so, change our approach to our relationships with students. What does it mean to be a caring teacher? To be caring means to critically evaluate about what and for whom you actively care. If we enter relationships with children believing the relationship to be inherently incompatible, we can create a self-fulfilling prophecy.


How might Scott’s and Faith’s beliefs about relationships between students and teachers have affected their abilities to connect with each of the students in their classrooms?



WARM DEMANDING TEACHERS

What are the characteristics of teacher relationships that not only promote cooperation in the classroom but also student engagement with the curriculum? A consistent finding across the studies of relationship quality is that the perception of caring by students has a strong instructional component. Teachers perceived as caring delineate intellectual boundaries, including what will be learned and the standards for mastery, which their students find meaningful. Teachers perceived as caring focus a great deal of energy on cultivating their students’ interest in the content they are teaching. And to do so they employ a variety of strategies that connect content to their students’ lives.

Teachers perceived as caring also set high expectations for all students in their classes and really press their students to understand the material, not merely for the sake of performing on a test but to understand the world around them. Holding high expectations means understanding what students are capable of accomplishing when they are placed in an optimal learning context (i.e., where all their needs as learners are met) and holding ourselves accountable for creating those contexts and opportunities to learn. Among teachers who push their students to excel, what distinguishes teachers perceived as caring is the quality of their interpersonal interactions. Across the literature, caring teachers have been defined as warm demanders, an idea conceived by Judith Kleinfeld (1975) and developed by Jacqueline Irvine (1998). Warm demanders exert influence on their students’ learning through their relationship. They are not willing to let a child turn in lesser quality work or fail. Instead, with compassion, they express to their students that they believe they can do better and will work with them to improve their work.


In what ways do Scott and Faith evidence the characteristics of personal warmth and active demand?



Kleinfeld (1975) argued teachers evidencing a warm-demanding approach cultivate a sense of closeness in the classroom by monitoring their physical proximity to their students such as smiling frequently, maintaining a close body distance, and demonstrating a willingness to engage in appropriately touching students, which can be as simple as giving a high five to a student who mastered a challenging task. Behaviors that involve modulating our verbal (i.e., what we say) and nonverbal (i.e., how we say it) messages are called immediacy behaviors. Immediacy describes the students’ perception of a teacher’s physical and psychological closeness (Frymier, 1994). Teachers’ deployment of immediacy behaviors tend to predict students’ ratings of instructor credibility and their willingness to comply and may contribute to their motivation and achievement (see also Burroughs, 2007).

Cultivating closeness also involves emotional proximity behaviors. Julianne Turner and colleagues (Turner et al., 2002; Turner et al., 1998; Turner, Meyer, Midgley, & Patrick, 2003) found that teachers who were rated by observers and students as expressing pleasant emotions with a greater frequency tended to have students that reported more adaptive patterns of math motivation. Teachers can also cultivate emotional proximity through the use of personal disclosure (Davis, 2006; Davis, Gableman, & Wingfield 2011) such as sharing their own school experiences, how they use what they are learning in their lives, and information about their personal lives. Making decisions about what to share from our personal lives can be difficult (Andrzejewski & Davis, 2008) and often requires us to be conscious and set boundaries around topics that we feel are vulnerable. However, Lannutti and Straumen (2006) documented college instructors who were perceived to engage in greater amounts of self-disclosure tended to receive more positive evaluations from their students.


Consider how you can systematically use self-disclosure in the classroom.

What can you share about your personal experiences in school? Your experiences learning the material you teach?

What topics do you feel vulnerable discussing?

How can you respond to students in a productive way if they initiate conversations about these topics?



It is important to note, however, that emotional proximity and immediacy behaviors are vehicles for communicating caring and creating a sense of closeness but may not necessarily reflect caring in the way Nel Noddings (1988) and Lisa Goldstein (1999) contended. From their perspective, caring is communicated by the behaviors we engage in to promote students’ understanding and participation in the classroom. Similarly, Kleinfeld (1975) argued that personal warmth, while a necessary condition for eliciting a high level of intellectual performance, is not sufficient. In her study, sentimentalist teachers who scored high on personal warmth but low on active demandingness, appeared to cause more harm to the relationship by alienating minority students from content and school. This is because they were often found to sympathize with students’ challenges by allowing them to provide excuses for not completing work or participate in class. Kleinfeld argued that in order to have influence with students, particularly students from different ethnic and/or economic backgrounds, teachers must cultivate the legitimacy of their academic content for students. They must demand more than their students think they are capable of, making their demands clear, and must articulate the implicit cultural assumptions that impede student success.

 

If students are to produce what they are capable of, the teacher must demand more than students think they are capable of…. Making clear academic demands also involves the difficult task of articulating cultural assumptions underlying learning tasks in [Western] classrooms. (pp. 327–328).

Again, this connects to Nel Noddings’ (1988) assertion that when we care, we dedicate our time and efforts to making sure the students are supported in meeting these high expectations.

Immediacy behaviors, as described earlier, also appear to play an important role in cultivating students’ feelings of influence. Van Tartwijk (1993 as cited in Wubbels, Brekelmans, den Brok, & van Tartwijk, 2006) examined the role of teachers’ non-verbal immediacy behaviors along five channels: space, body, face, visual behavior, and voice. That means that when students interpret our interactions, they draw from each channel to decode our real meaning. He found one of the challenges beginning teachers face is their inability to simultaneously attend to and coordinate two or more nonverbal channels (Kounin, 1970). For example, in order for teachers to appear both warm and demanding, they must modulate both the content (i.e., the message we want to send) and relational aspects of the message (i.e., how we plan to send the message; Wubbels, Creton, & Holvast, 1988). It is the relational aspects of our message that involve modulating how we hold our body, our use of space, our facial expression, and our tone of voice (Wubbels et al., 2006). Thus, developing our sense of immediacy in the classroom is a skill that takes time and practice to cultivate.

Attempts to influence students, however, involve more than simply being thoughtful about the messages we send. Influencing students involves using our authority as teachers to persuade students to try on new thoughts, behaviors, and even emotions. In her recent study of warm demanding teachers, Franita Ware (2006) argued that warm demanders teach with authority but do not abuse their authority (see also Irving & Fraser, 1998; Noblit, 1993). Warm demanders influence students to participate in curricular activities by emphasizing the inherent value of the activity and the ability of students to master increasingly challenging material. Ware argued that warm demanding teachers are a relational authority, not an intellectual authority. Warm demanders seek to understand what each student needs and interpret behavioral and curricular resistance as inherently having meaning. Warm demanding teachers advocate for those who have no voice, and position their curricular and pedagogical decisions from a place of social responsibility (Case, 1997, p. 36) offering feedback that is both affirmative and corrective.


In what ways do Scott and Faith exemplify the qualities of warm demanding teachers?



FEEDBACK, PRAISE, AND ACADEMIC PRESS

In Chapters 1 and 2, we described how traditional models of classroom management seek to influence students through the use of rewards and consequences, often with hidden cost to classroom climate and the development of students’ abilities to regulate their own behavior. How can we influence students without the use of rewards and consequences? A consistent finding from the field of educational psychology is that our verbal messages, or feedback, to students significantly affects how they feel about themselves and their schoolwork. In a seminal article, Carol Dweck (1999) argued that we often come to teaching with intuitive understandings that children need to receive praise that they are smart or good in order to behave and feel they are intelligent. She described the ways in which teachers’ attempts to globally praise students’ abilities (e.g., You’re so smart!) or achievements (e.g., Good job!) often backfire to produce children who are afraid to take risks in the classroom.

 

I had seen over and over that children who had maladaptive achievement patterns were already obsessed with their intelligence—and with proving it to others. The children worried about how smart they looked and feared that failing at some task—even a relatively unimportant one—meant they were dumb. They also worried that having to work hard in order to succeed at a task showed they were dumb. (p. 3)

A consistent finding in the field of educational psychology is that effective praise from teachers and parents relies on describing children’s behavior, not judging it. Again, children and adolescents have a fundamental need to connect with the people in their lives. When we notice their efforts and accomplishments, we not only meet their needs for attention but we also act as their mirror (Bailey, 2000) allowing them to modify their behavior to meet their emerging set of standards. For most of us, this can be a really challenging shift because the kinds of praise we have received have been laden with the judgments of others. When students ask us to read their writing/problem solving, it feels natural to offer our opinion. But noticing the behaviors that you want to promote can actually be more effective.

 

I notice in this piece how you took the time to really describe each character and the setting. I really felt like I knew them and could picture them in my mind. Now that you have the plot settled, I wonder if in your next read through the piece, you might focus on …

I notice when you solved this problem that you took the time to follow each step we described in class. I can really see how you were working through this problem. Before you turn it in, I wonder if you might take a moment to …

Several scholars argue we need to shift from judging children’s and adolescent’s actions to noticing what they are doing. “Noticing helps children become aware of themselves. This awareness wires the brain for self-control…. In contrast, judging helps children become aware of our view of the world, not theirs” (Bailey, 2000, p. 32). Some students, however, do crave explicit positive affirmation. Figure 4.1 outlines 12 guidelines for giving students effective praise—the kind that maintains their focus on the process of learning. In each guideline, we as teachers are pushed to personalize our affirmations, to affirm students’ efforts not abilities, their deployment of strategies not simply the accomplishment, and to foster their own self-evaluations of their progress.


Consider Scott’s and Faith’s views on discipline and corrective feedback. How do their views align with Dweck’s and Bailey’s notions of praise and noticing?





	Figure 4.1
	Brophy’s Guidelines for Effective and Ineffective Praise




[image: figure]

Source: Brophy (1981)

Middleton and Blumenfeld (2000; see also Middleton & Midgley, 2002) argued that having a learning orientation in the classroom may not be enough. “In other words, students may be getting the positive motivational message that the reason they do their work is to improve and master the material, but in those motivating situations they are not experiencing any different level of demand for learning and understanding” (p. 375). They describe the ways in which students perceived their teachers to individually press them toward accomplishing different goals. They identified three types of academic presses: (a) press for understanding, (b) press for performance, and (c) press for competition. They use the term press to not only describe a type of intensity in the relationship, but depending on the kind of press, it can connote the quality of perceived interactions between students and their teachers.

Presses toward performance and competition, however, can undermine both teacher and peer relationships in the classroom. In focusing on trying to complete work, students may receive messages from their teachers that they are competing with the other students in the class to be recognized for the best products. Or they may receive messages from their teachers that following directions and procedures and completing work on time is more important than understanding the material. Relationships with teachers can erode if students perceive a shift in the focus of teachers’ attention away from the students in the classroom and onto the products of the classroom. And relationships among peers can erode when students perceive they are competing with each other for their teachers’ attention or recognition. This is because the locus of caring shifts from caring about you and caring about our work to caring about a few and caring about their work.

However, when teachers press their students for understanding, they implicitly communicate to students their confidence in students’ abilities to master content and their perception that students can be successful pursuing that type of career. The focus is on caring about student learning and caring about our work together. Pressing students toward understanding can represent a type of differentiation of instruction or cognitive scaffolding that entails “focusing student attention, checking understanding, drawing out reasoning, and making connections” (Middleton & Blumenfeld, 2000, p. 386). When pressing students toward mastering meaningful academic tasks, students receive supportive, task-specific feedback that they can be successful at the task. For example, when students appear to master a task quickly, a teacher might press them to make connections with other units they have completed or identify how the content is relevant to their lives.


What kinds of press do you observe from Scott and Faith? How might these different types of presses affect their interactions with students?






CONNECT TO YOUR PRACTICE

Reflect on Your Implicit Beliefs About Relationships

Knee and colleagues (2003) argue that over the course of their lifetime, adults develop intuitive theories about why relationships succeed and fail. They have developed a publicly available survey that they have been using to understand how individuals approach personal relationships.

Consider this a preassessment, allowing you to identify your initial orientation toward personal relationships. Respond honestly to each item. Then use the scoring rubric at the end to calculate scores for each dimension.

What do the scores tell you about your beliefs about successes and failures in relationships? Where might these beliefs have originated? How do you see these beliefs enacted in your current classroom management practices? Your interactions with students?





	Figure 4.2
	Preassessment for Identifying Your Initial Orientation Toward Personal Relationships
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KEY TERMS

Academic press/teacher influence: Efforts by teachers to push students toward certain goals or achievements.

Destiny beliefs: The belief that relationships are predestined and that conflict therefore indicates incompatibility; destiny beliefs lead to abandoning of difficult relationships.

Emotional proximity: Behaviors exhibited by warm demanding teachers that cultivate emotional closeness to students by expressing emotions and sharing personal experiences.

Growth beliefs: The belief that relationships are built over time and that conflict is therefore a natural event that can be overcome; growth beliefs lead to persevering through difficult periods in a relationship.

Immediacy behaviors/teacher proximity: Behaviors exhibited by warm demanding teachers that involve creating physical closeness to students through positive body language, standing close to students, and using touch appropriately.

Learning orientation: A classroom that is focused on learning; this orientation is communicated to students by the scaffolding of tasks, an emphasis on collaboration, and a general acceptance of mistakes as opportunities to learn problem solving.

Press for competition: Teachers’ recognition of or attention to a few students with the best performance or products.

Press for performance: Teachers’ messages that the outcomes of work are more important than the process of learning.

Press for understanding: Teachers’ messages that they believe students can learn; it helps push students to understand the content being taught.

Teacher autonomy support: A teacher’s attempts to help students become autonomous and successful in school by making their own decisions and choices about their education; sometimes teachers must scaffold their autonomy support so that students learn to make choices that propel them toward success rather than making choices that allow them to disengage.

Teacher expectations: Teachers who hold high expectations for students recognize that as teachers, they are responsible for creating optimal learning environments in which all students can achieve their maximum potential.

Teacher immediacy behaviors: Verbal and nonverbal behaviors, such as smiling and physical touch, that teachers use to develop physical and psychological closeness with their students.

Warm demanding teachers: Teachers who use their relationships with students to exert influence on their students’ performances.

RESOURCES FOR TEACHERS


Bondy, E., & Ross, D. (2009). The teacher as warm demander. In M. Scherer (Ed.), Engaging the whole child: Reflections on best practices in learning, teaching, and leadership (pp. 55–63). Alexandria, VA: Association for Supervision and Curriculum Development.

Brophy, J., & McCaslin, M. (1992). Teachers’ reports of how they perceive and cope with problem students. Elementary School Journal, 93, 3.

Chang, M., & Davis, H. A. (2009). Understanding the role of teacher appraisals in shaping the dynamics of their relationships with students: Deconstructing teachers’ judgments of disruptive behavior/students. In P. Schutz & M. Zembylas (Eds.), Advances in teacher emotion research: The impact on teachers’ lives (pp. 95–127). New York: Springer.

Daniels, D. H., & Clarkson, P. K. (2010). A developmental approach to educating young children: Classroom Insights from Educational Psychology Series. Thousand Oaks, CA: Corwin.

Davis, H. A. (in press). Teacher-student relationships. In J. Hattie & E. Anderman (Eds.), International handbook of student achievement.

Davis, H. A. (2009). Caring teachers. In E. Anderman & L. Anderman (Eds.), Psychology of classroom learning: An encyclopedia (PCL) (Vol. 1, pp. 138–141). New York, NY: Macmillan Reference.

Dweck, C. (1999, Spring). Caution: Praise can be dangerous. American Educator, pp. 4–9.

Jones, V., & Jones, L. (2007). Comprehensive classroom management: Creating communities of support and problem solving (8th ed.). Boston, MA: Allyn & Bacon.

Rimm-Kaufman, S. (n.d.). Improving students’ relationships with teachers to provide essential supports for learning [Teacher module]. Retrieved from http://www.apa.org/education
/k12/relationships.aspx

Weinstein, C. (1998). “I want to be nice, but I have to be mean”: Exploring prospective teachers’ conceptions of caring and order. Teaching and Teacher Education, 14, 153–163.
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How Can I Build Supportive Peer Relationships?

 

REVISITING ALICE’S AND KIM’S CLASSROOMS



Lauren

In the introduction, we introduced you to Alice and Kim. Alice took a relational approach to classroom management. But she had a group of students who had a lot of conflict with each other. Kim took a traditional approach to classroom management and had what appeared to be a well-behaved group of students. If an uneducated observer were to enter both Alice’s and Kim’s classrooms, he or she might be inclined to label Alice’s classroom as a poor learning environment and Kim’s as an excellent learning environment. Alice’s classroom would likely appear loud, disorganized, perhaps even chaotic, whereas Kim’s would seem calm and orderly.

One week I observed a cooperative learning activity in both classrooms. Kim gave the directions three times. Some students appeared to understand the directions the first time. Other students did not appear to understand the directions even after the third repetition. Once the students broke into small groups, one or two students took control of the learning activity, performed the expected task, and then all students in the group recorded their answers independently. There was no discussion, no expression of thoughts or ideas, and no visible excitement among students. Yet there was also no conflict.

Alice gave directions once. Just as in Kim’s classroom, some students appeared to understand the directions and others did not. Some groups took several minutes to get started on the cooperative learning activity, and others got right to work. The students in Alice’s classroom were visibly animated about the task. They engaged in constant discussion, both about the learning activity and about their personal lives. They all appeared to share in the responsibility for the assignment. Conflict among group members erupted several times during the lesson. Some students argued about the task: What were they supposed to do? How were they supposed to do it? Other students argued about the content: Whose ideas were most worthy of inclusion? Whose ideas were correct? Others argued about materials: Who had the brown marker? Which way was the paper turned? Whose turn was it to write? Each time Alice attended to the group quickly, but in lieu of solving the group’s problem, she served only as a facilitator. She asked the students questions that prompted them to consider the task and their own needs as well as the needs of their group members.




How might the quality of students’ learning in Kim’s and Alice’s classes reflect the quality of their relationships with their peers?



Most teachers would agree that peer relationships in the classroom are crucial for child development and learning, particularly when those relationships are supportive. Research shows that students who have support from their academically successful peers have higher levels of academic engagement (Kinderman, 1993) and academic performance (Kurdek & Sinclair, 2000; Wentzel & Caldwell, 1997) and increased performance over time (Ryan, 2001). Similarly, students who report having friends at school also tend to be more sociable, cooperative, and less aggressive than students who do not have reciprocated friendships (Wentzel, Barry, & Caldwell, 2004).

Most teachers are also aware of the potentially adverse effects of unsupportive peer relationships. Students are often disruptive if they are seen acting out, particularly when a student or group of students are behaving in ways that oppose academic classroom goals or bullying in the classroom—behavioral problems that are typically addressed with behavioral solutions (Tingstrom, Sterling-Turner, & Wilczynski, 2006). In this chapter, we offer some suggestions for teachers who want to build a supportive community of peers in their classroom using strategies geared toward positive relational engagement. We begin by offering insight into the benefits of allocating time to developing an inclusive peer culture and offering some strategies for building positive communities in the classroom, and we conclude by addressing some of the issues teachers face when relationships become problematic.

WHY ARE PEER RELATIONSHIPS IMPORTANT?

Most students have peer-oriented social goals. Moreover, they typically pursue these goals simultaneously with their academic goals (Wentzel, 1991b). Social goals, like academic goals, are useful in explaining why students make the choices they do based on needs and/or desires in an academic context. One way that teachers can develop positive peer relationships by satisfying social and academic goals is by developing an experience of community in their classrooms.

Forming good relationships with peers is an important part of students’ development. Learning to accept and be accepted by one’s peers involves different skills than those involved in forming friendships. Our chapter focuses on improving the overall quality of peer relationships in the classroom, as opposed to friendships, because the literature suggests teachers have much more influence over the quality of peer relationships in their classroom and peer acceptance. Peer acceptance generally refers to how much an individual is liked or disliked by his or her peers. Whereas peer acceptance can have a positive influence on students’ social and academic development (Birch & Ladd, 1997), the experience of peer rejection can lead students to hold negative perceptions of school and to exhibit greater school avoidance (Ladd, 1990) and poorer school adjustment compared to accepted peers (Coie & Dodge, 1988; Crick & Ladd, 1990).

BUILDING A POSITIVE CLASSROOM COMMUNITY

Earlier in Chapter 3, we introduced you to the concept of classroom climate—the feel of a classroom as a place that supports understanding, responsibility, and an orientation toward conflict resolution. But classrooms can also be thought of as communities of learners: established by instructional methods, guided by the instructor, and developed over time by members of the classroom (Summers, 2006). All classrooms are communities, but stressing the fact that community in the classroom is important does not make it the foundation of classroom management (Watson & Battistich, 2006a). In order for a classroom to be a community in the relational sense, members must feel emotionally connected to one another, have a voice and role in the activities of the community, and feel that their needs are being met in the community (McMillan & Chavis, 1986). When communities fulfill these conditions their members experience a sense of belonging and trust that their needs will be met through mutual commitment (McMillan & Chavis, 1986; Osterman, 2000).


In what ways do Kim’s and Alice’s classrooms embody a community of learners?



There are two programs that we highlight because they focus on the kind of relational engagement we describe in Chapter 1 and offer specific suggestions on how to manage classrooms by building classroom community: the Child Development Project (CDP; Battistich, Watson, Solomon, Lewis, & Schaps 1999) and the open classroom (OC) learning community (Rogoff, Turkanis, & Bartlett, 2001). The CDP is an elementary school program with the goal of integrating a focus on children’s social and moral development in which community is the foundation of classroom management and caring relationships (Watson & Battistich, 2006a, 2006b). The OC learning community is a community of learners program in which the primary goal is deep learning that leads to higher order thinking (Rogoff, Bartlett, & Turkanis, 2001).

THE CHILD DEVELOPMENT PROJECT

The Child Development project (CDP) is a comprehensive elementary school program designed to enhance children’s prosocial development, where prosocial development is defined as the development of attitudes and motives that reflect sincere concern for the rights and needs of others as well as the self (Battistich, Elias, & Branden-Muller, 1992). The CDP program consists of an intensive classroom component that consists of four major elements:


	Developmental discipline: By involving students in class rule setting and decision making, teachers are able to build positive interpersonal relationships in the classroom via mutual problem solving techniques (see Chapter 2).

	Cooperative activities: By designing learning activities that encourage students to be fair, considerate, and socially responsible, teachers are able to provide opportunities to reflect on how these values and skills can be applied to both academic and nonacademic tasks.

	Activities to enhance interpersonal understanding and prosocial values: By using relevant literature, class meetings, and discussions, teachers are able to enhance students’ sensitivity to feelings, needs, and perspectives of others.

	Opportunities for prosocial action: Students take responsibility for doing classroom chores, helping other students in class, and performing community service activities.



Findings from extensive research on the CDP by Battistich and his colleagues (Battistich & Horn, 1997; Battistich, Schaps, & Wilson, 2004; Solomon, Watson, Delucchi, Schaps, & Battistich, 1988) found that the program has positive effects on students’ social competencies, acceptance by peers, and social adjustment. Overall, the program was effective in creating a caring and supportive environment in the classroom. Students’ sense of community was strongly associated with the use of cooperative learning—we believe that utilizing cooperative learning in the classroom can help students build a sense of community, particularly if teachers are able to emphasize the four components mentioned above.


Consider the ways in which Alice and Kim organize cooperative learning activities. In what ways do their activities encourage students to be fair, considerate, and socially responsible, and improve interpersonal understanding?



THE OPEN CLASSROOM LEARNING COMMUNITY

The open classroom (OC) learning community is a parent-cooperative elementary school in Salt Lake City that was developed with the “community of learners” philosophy, where both children and adults engage in learning activities in a collaborative way (Rogoff, Turkanis, & Bartlett, 2001). From this overarching principle are other principled features of learning as a community:


	Purposeful learning with a clear goal, building on the children’s interests, needs, and prior understanding: By creating interesting learning activities and helping students understand why they are learning, teachers are able to help students thrive in their classroom learning environment.

	Assessing progress while aiding learning: Assessment is an ongoing, formative process that follows the students through conversations about their learning.

	Taking responsibility and making choices. By having a dialogue about their choices and the consequences that result, both the students and the teacher gain insight into this important aspect of learning.

	Making decisions and learning as a community: Learning through collaboration is central to learning as a community, which is learned through involvement and shared thinking of students and teachers.



Like the CDP, cooperative learning in the OC model plays a major part in developing a sense of classroom community among peers. However, Rogoff, Turkanis, & Bartlett (2001) are quick to point out that simply adding the technique of having children work in “co-operative learning” teams is quite different than a system in which collaboration is inherent to the structure:

Co-operative learning sessions in U.S. schools are often brief and insulated from the overall structure of the classroom, where for much of the day, only the teacher is supposed to speak; if children speak, it is one at a time and only to the teacher. The exceptional times, when children tutor each other or work in co-operative groups, do not correspond to a community of learners, which is itself coherently structured as a collaborative system. (Rogoff, Turkanis, & Bartlett, 2001, p. 13)

Like the OC learning community, we support cooperative learning practices for achieving a sense of community if it is an integral part of classroom culture and practice. When cooperative learning is successful as a pedagogical and community building strategy, students develop positive cooperative abilities and inclinations, altruistic behavior, interpersonal understanding, feelings of belonging, and acceptance of others (Johnson & Johnson, 1989; Johnson, Johnson, & Maruyama, 1983; Sharan, 1990; Slavin, 1990).


Consider the culture in your classroom surrounding cooperative learning activities. To what extent are students required to participate as a member of a community, responsible for their choices and for the members of their group?



BUILDING COMMUNITY USING COOPERATIVE LEARNING

Cooperative learning is defined broadly as the instructional use of small groups so that students work together to maximize their own and each other’s learning (Webb, 1989). In their extant research on cooperative learning, Johnson and Johnson (1989) have established that successful cooperative learning occurs when individuals share common goals. While Johnson and Johnson’s model assumes process-based interaction among students during cooperative learning, their research has concentrated on student products or outcomes of good cooperative learning design in three broad categories: effort to achieve, positive interpersonal relationships, and psychological health.

It is the quality of relationships outcome that we believe is closely related to literature citing students’ need for community or belongingness in the classroom (Summers & Svinicki, 2007). Specifically, Johnson and Johnson (2003) claim that cooperative efforts can result in mutual liking and respect among peers. Johnson and Johnson have even gone so far as to recommend that “schools have to focus on building (1) a learning community, (2) positive relationships among heterogeneous students, and (3) positive relationships between classmates and lonely, isolated, alienated, at-risk students” (Johnson & Johnson, 1998, p. 18). A study among grade-school students confirmed that cooperative learning situations promoted more positive interpersonal relationships than conditions that utilized interpersonal competition or individualistic learning (Johnson, Johnson, & Maruyama, 1983).

In what contexts does cooperative learning support classroom community and positive social relationships? We believe the most relevant strategies stem from creating a shared social context and can include methods such as reciprocal teaching, collaborative problem solving, and the use of cognitive tools and intellectual roles (Palinscar & Herrenkohl, 1999). Reciprocal teaching is very useful in the promotion of text understanding, and it involves the teacher and students taking turns leading discussions about shared texts. In this type of instructional approach, thinking is made public and students have the opportunity to hear others’ perspectives on the text. In a study of collaborative problem solving in science (Palinscar, Anderson, & David, 1993), students were coached in the use of explanations as they engaged in problem solving and were asked throughout instruction to describe their experience in terms of how they


	contributed to the group’s effort,

	identified activities that involved sharing resources and taking turns,

	worked to understand others’ ideas, and

	built on one another’s ideas.



Finally, in a study of the use of cognitive tools and intellectual roles in fourth-grade science (Herrenkohl & Guerra, 1998), students were taught in small groups how to formulate explanations to an audience, thus assuming responsibility for questioning and discussion in the context of whole-class discussions. More ideas for collaborative learning are found in varying texts for instruction (e.g., Frey, 2011; Gillies, 2007).

PEER RELATIONSHIP ISSUES IN THE CLASSROOM

Cooperative learning may not be the best, or only, solution for students who have emotional or behavioral problems in class. In fact, some researchers have found that children who are uninviting of relationships or who struggle to manage their own behavior may hinder the working of the cooperative groups. In these situations, teachers may need additional training to develop classroom communities in these contexts (Cowie, Smith, Boulton, & Laver, 1994). Two of the most common classroom management concerns surrounding peer relationships are (a) general disruptive conduct where a student with a disability “acts out” in class (e.g., trying to seek negative attention or exhibiting inappropriate behavior toward others) and (b) more directive behavior toward peers like bullying. For some students, teaching them self-regulation skills may be the key to getting students to behave in class (see Chapter 7). For others, like children who have diagnosed behavioral or emotional problems, it may be more difficult to help them develop positive peer relationships because part of the problem is that they have difficulty self-regulating. We argue here that, in addition to teaching students how to self-regulate their behavior, it is also important to teach children how to care for one another as part of the general classroom community in order to achieve relational engagement.

FACILITATING SUPPORTIVE RELATIONSHIPS WITH CHILDREN WITH SPECIAL NEEDS

For many teachers, providing an inclusive environment for all of their students is challenging, and cooperative learning may not be the best, or only, solution.

 

Inclusive education involves educating students with disabilities in age-appropriate general education classes in which they are perceived as valued members of the class and receive the supports and services they need to succeed. The goals of inclusive education are to facilitate acceptance, belonging, and tolerance among students with and without disabilities. (Soodak & McCarthy, 2006, p. X)

Without a planned intervention, the mere proximity of disabled students with non-disabled students may not be enough to yield classroom involvement, or curtail isolation and rejection (Guralnick, 1999). Many of the programs that are designed to promote acceptance and friendship in inclusive settings are successful if the teacher is an active mediator of these relationships.

In one study that encouraged elementary school teachers to make the rule, “You can’t say, ‘You can’t play,’” based on the book by Vivian Paley (1992), students were focused on ensuring that every member of the classroom be accepted. The intervention was effective at increased participation from disabled students but only if teachers made the rule an integral part of teaching, learning, and social activities in their classroom (Sapon-Shevin, Dobbelaere, Corrigan, Goodman, & Mastin, 1998).


Consider the norms established in your classroom. To what extent do they emphasize the inclusion of all students?



Finally, it has been suggested that teachers can try using collaborative learning activities for students with disabilities to enhance positive social interactions, particularly for students with Attention Deficit Hyperactivity Disorder (ADHD; Saunders & Chambers, 1996). In a recent study by Watkins and Wentzel (2008), boys with ADHD were paired with a non-disabled peer, who was trained to use elaborative explanations and validating expressions or actions on a cooperative task. In addition to positive changes in planning strategies and planning efficiency, boys with ADHD also improved the quality of their social interactions with peers. We believe that cooperative learning in particular is an excellent method of improving peer interactions and relational engagement in the classroom, particularly if the teacher is concerned with the inclusion of students with disabilities. (See Chapter 7 for a case study of a student with ADHD.)


Consider the benefits students without disabilities might experience from positive interactions with peers with disabilities.



REDUCING PEER VICTIMIZATION AND BULLYING

Bullying is defined as long-standing, negative behavior conducted by an individual or a group and directed against a person who is not able to defend herself or himself in the situation (Olweus, 1997; Rigby, 1997). A study by Roland and Galloway (2002) demonstrated a strong relationship between teachers’ management of the class, the social structure of the class, and bullying, indicating that bullying can be addressed at the classroom level, as opposed to or in conjunction with a schoolwide intervention strategy. While there is some debate over the most effective methods of bullying intervention, researchers generally agree that teachers and peers in the classroom can play a major role in the intervention process (Smith, Anniadou, & Cowie, 2003). For example, peer support methods that support bullying-intervention strategies include collective decision making processes and discussions. For example, in the no blame approach, peers are asked to help exert positive social influence on the bullies so that they will be encouraged to do the right thing by the victim, rather than blaming either the victim or the bully for an act of bullying (Maines & Robinson, 1992).




CONNECT TO YOUR PRACTICE

Explore the Quality of Peer Relationships in Your Classroom

In addition to some of the suggestions we have provided to help students develop a sense of classroom community, it may also be helpful for teachers to gauge the social climate of their classrooms before trying a new instructional method. For example, the Peer Relations Questionnaire (Rigby & Slee, 1993) is a useful tool for uncovering any possible negative relationships, including bullying, among students before planning group instruction (see Figure 5.1).

To analyze the data you collect, begin by adding up the total score for each scale. Items belonging to the scales are these:

 

Bully Scale: 9, 11, 16, 17

Victim Scale: 3, 8, 18, 19

Prosocial Scale: 5, 10, 15, 20

First, consider each student’s individual scores on the survey. If students score 10 or higher on the bully or victim scale, you may have a bully/victim dynamic in your classroom or school that is worth investigating further. If students score lower than 10 on the Prosocial Scale, you may want to emphasize the benefits of helping others and/or civic involvement in your instruction.

Now consider the average scores for your class. In general, are students oriented toward working together in a prosocial way? In general, do students perceive bullying/victimization as a problem in your classroom and/or school? Consider sharing the data you collect with a school counselor to talk about ways to build stronger peer relationships in your classroom. Or consider designing a class project to develop an anti-bullying campaign for your school (for an example, see the Cypress Ranch High School anti-bullying lip dub “Who Do U Think U Are?” at http://bit.ly/LGNEsE).





	Figure 5.1
	The Peer Relations Questionnaire (PRQ) for Children
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Source: Rigby & Slee (1993)




CONNECT TO YOUR PRACTICE

Evaluate the Quality of Collaborative Learning and Sense of Community in Your Classroom

Once cooperative learning groups are in place, teachers may wish to assess students’ perceptions of community and group processing (Summers, Beretvas, Svinicki, & Gorin, 2005). Although this instrument was designed for use with college students, the scales have been modified here to be appropriate for middle school age children and up (see Figure 5.2).

Add up the total score for each scale:

 

Classroom Community. Students who score 20 or higher have a moderate to strong sense of community or belongingness in the classroom.

Group Processing Evaluation. Students who score 30 or higher have a moderate to strong belief that the group worked well together.

Group Processing Effect on Individual. Students who score 20 or higher have a moderate to strong belief that they personally benefited from group work.

To analyze the data you collect, begin by adding up a total score for each scale.

First, consider the average score, on each scale, across your entire class. In general, do students feel a strong sense of classroom community? Do they tend to perceive that their group worked well together and that they individually benefited from working together as a group? Low scores on the classroom community scale could signify that, in addition to structuring group activities, you may need to work on developing a sense of community in the classroom. Consider having a class discussion about what it means to be a “community of learners” and how they affect each other’s learning.

Low scores on the group evaluation at the beginning of the year could indicate that students may not have developed the skills they need to collaborate and learn with peers. It might also indicate that the activity or group time require more structuring. Consider using this scale multiple times throughout the year as a way to promote students’ reflection on group learning and to refine how you design and structure cooperative learning activities.

Next, consider each student’s individual scores on the survey. See if you can identify students who could serve as group leaders because of their positive beliefs or perceptions about group learning. Also see if you can identify students who may need additional support during group time because responses to the group evaluations were so poor.





	Figure 5.2
	Evaluating Collaborative Learning and Community
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Source: Summers et al. (2005)

KEY TERMS

Bullying: When one student or group of students repeatedly acts negatively toward a student who cannot defend himself.

Collaborative problem solving: An instructional strategy in which one of the teacher’s expectations is that students explain how they worked collaboratively on the task.

Communities of learners: Classrooms in which students feel autonomous, connected to each other, and that their needs are respected and met.

Cooperative learning: Opportunities for students to work together in small groups in ways that allow them to share their strengths and build on each other’s learning.

Inclusive peer culture: A classroom environment in which all students feel connected to and supported by their peers.

Peer acceptance: Occurs when a student is generally well liked by his or her peers; has a positive influence on the student’s academic and social development.

Peer rejection: Occurs when a student is generally disliked by his or her peers; has a negative influence on the student’s academic and social development.

Reciprocal teaching: An instructional strategy in which the teacher and students take turns leading discussions.

Social goals: Students’ goals regarding their social relationships with their peers; often students actively pursue these goals throughout the school day alongside their academic goals.

RESOURCES FOR TEACHERS


American Psychological Association’s Bullying Module: http://www.apa.org/topics/
bullying/index.aspx

U.S. Government Website on Bullying: http://www.stopbullying.gov/



Cooperative Learning Websites


It Gets Better Project: http://www.itgetsbetter.org/

Johnson and Johnson: http://www.cehd.umn.edu/research
/highlights/coop-learning/

Salt Lake City Open Classroom Philosophy Website: http://ocslc.org/
index.php/philosophy/

Slavin: http://www.tolerance.org/
tdsi/author/robert-slavin
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How Do I Connect With Diverse Students?

 

OBSERVING DISCOURSES ABOUT DIVERSITY



Lauren

One year I had an African American girl named Amiyah in my second-grade classroom. I was immediately drawn to Amiyah, who was a vibrant, smart, funny girl, but I never felt that I got her. As a student, she had a lot of qualities that fit with my expectations for students. She was helpful; when I asked the class to help me remember a thought or an idea I wanted to save for later, I could count on Amiyah to be the first one to remind me. She had an incredible sense of humor, and even at 7 years old, she knew how to lighten a tense mood with a well-timed joke. Amiyah was also spirited. She would try anything I asked of the class with incredible flexibility and enthusiasm. In other ways though, Amiyah frustrated me. While she was intelligent and capable, she often played, looked around the room, or daydreamed rather than completing her work. Sometimes, her humor caused disruptions to other students’ learning. And her self-isolating friendship with a classmate named Dameon often led to mischief.

After months of trying to understand and fix Amiyah’s problems, I had an aha moment. In January, we had our first round of standardized testing. The morning of the first test, Amiyah fell apart. She doodled all over the test packet, refused to read the reading passages, and bubbled in answers as a pattern. She disobeyed stringent testing rules by exclaiming, “I hate this test!” and by purposefully falling out of her chair, nearly causing the proctor to declare a misadministration of the test. After testing was over, I pulled Amiyah aside and scolded her about her behavior during the test. She immediately crossed her arms and began to scowl, and I prepared myself for an angry outburst. But much to my surprise, Amiyah began to sob, and words began to spill out of her mouth. Slowly, her story unraveled: The night before the test, she reminded her mother that she was supposed to go to bed early because of the test, but they ended up staying out late at her cousin’s birthday party. Once she finally got to bed, she couldn’t sleep because her little brother was kicking her all night. I learned that Amiyah was responsible for getting her siblings ready for preschool. But that morning, she couldn’t wake them up on time, and her mom yelled at her for missing the bus. Though I’d been teaching Amiyah for months, I knew very little about her life outside of school. I was completely unaware of how the priorities of her family differed from the ones we set at school, how different her family was structured compared to my own, and how much responsibility she had caring for her siblings. Why was I trying so hard to force my values and expectations on Amiyah? Why did I believe there was only one way to be a good student? How did Amiyah’s home life intersect with her school life to form her education? Why was I trying to fix her?



We (Heather, Jessica, and Lauren) are White, middle-class women. For most of our lives, we took for granted the larger discourses that framed our interactions with students who came from different backgrounds than our own: discourses of meritocracy, deficit thinking, color blindness, and choice. A discourse is an implicit way of thinking about the world that we often take for granted as true. We collect discourses from our everyday interactions with our world because they manifest in our political, legal, and economic structures. When we are unaware of them, we allow them to guide our behavior and they work to maintain the status quo—a status quo where minority, low-income, and nonnative-speaking children underperform their middle-class, White peers.

A discourse of meritocracy leads us to believe that only the deserving are rewarded with good grades, high-paying jobs, and happiness in life. But this discourse ignores all the ways in which our society is structured to marginalize groups of people, particularly children from low-income homes, and keep them from fully participating in society. It fails to recognize the innocence and inherent goodness of all children as deserving. A discourse of deficit thinking leads us to believe that anyone who is different from the “American Ideal” lacks the essential qualities they need to be successful in life. But this discourse ignores our rich history of multiculturalism and the ways in which democracy is enhanced by diversity of thought, value, and skill. A discourse of color blindness leads us to believe that race, ethnicity, religion, and sexual orientation don’t matter—that when we see race, we will necessarily behave in ways that are exclusionary. But this discourse ignores the long history we have in this country of creating legal, political, and social structures that exclude people of different races, ethnicities, religions, and sexual orientations from full participation, full inclusion in society. And a discourse of choice leads us to believe that acts of resistance are merely acts of vain rebellion. But this discourse ignores the ways in which meaningful social critique and defiance have moved us toward a more inclusive, just society.

The challenge educators face in connecting with students of diverse backgrounds is to develop a critical consciousness of the ways in which these larger discourses operate in our schools and classrooms and to care enough to question them, to challenge them, and to advocate for our students. Current professional teaching standards call for us to hold a much broader view of our responsibilities. To care for students who come from historically marginalized populations, we need to remember that schooling can serve either a liberating or marginalizing function. Through school, we can empower children to identify structures in society that have contributed to marginalizing their perspective and seek to maintain inequitable structures in society. We can incorporate in our lessons ways for students to identify these inequities, engage in social critique, and work for change. We can question our own practices in the face of failure and question the usefulness of our beliefs. And we can advocate for our students when they need someone to reveal, reframe, and help them cope with unfair systems.


Consider the larger discourses affecting Lauren and Amiyah’s relationship. How do the discourses of meritocracy, deficit thinking, color blindness, and choice affect Lauren’s ability to connect with Amiyah?



In this chapter, we deviate slightly from the format we have developed by presenting two cases of Amiyah and DeAndre sequentially. Both cases portray the ways in which implicit discourses about race, poverty, language, and even sexuality can permeate our relationships with students and affect our abilities to not only connect with them but to empower them to engage in classroom activities and achieve at their highest potentials.

CULTURAL SYNCHRONIZATION: (MIS)INTERPRETING DISRESPECT

In 1988, Jacqueline Irvine introduced the concept of cultural synchronization to describe the ways in which conflict occurs in relationships between students of minority backgrounds and their majority teachers when their values, patterns of interaction, and ways of being are not aligned. Several scholars have documented the ways in which teachers and students can get out of sync with each other—where the relationship becomes characterized more by patterns of conflict and perceived disrespect than of reciprocity and understanding. For example, Wubbels, den Brok, Veldman, & van Tartwick (2006; see also Brown, 2004) found majority teachers tend to misinterpret the intentions and actions of minority students and vice versa. “[Majority] teachers may be more inclined to regard [minority] students’ interpersonal messages as personally offending or threatening, and consequently the potential for conflict is higher than for conflicts with [majority] students” (p. 416).

Often, once we perceive that students are being disrespectful, we respond by trying to regain control by direct assertions of our power as adults. We threaten with consequences or bribe with rewards. The result, however, is that students feel misunderstood because they did not intend to be disrespectful. Or when resistance is meaningful, when students push back against norms and values they already reject, they feel even more controlled by a system they perceive already marginalizes them.

Because we spend so much of our time invested in relationships, we often take (mis)behavior personally without placing it in a sociohistorical or developmental context. We forget that ways of relating, style, and humor are contextual (see also Milner, 2006), and when students move from their home context into schools, meaning can get lost in translation. In their case study of a Dutch secondary teacher in a multicultural classroom, Wubbels and colleagues (Wubbels, Brekelmans, den Brok, & van Tartwijk, 2006) reported that teachers perceived multicultural classrooms to be more emotionally charged. They argued that teachers in multicultural classrooms were more likely to be confronted with their mistakes and to be persuaded to negotiate procedures, grades, and tasks. They also argued that successful teachers in diverse classrooms need to understand and clarify their own boundaries and emotions and be able to regulate their own emotions and repair relationships when faced with conflict. They need to learn how to reassess problems in a way that enables them to understand their students’ behavior (Chang & Davis, 2009; Wubbels, Creton, & Holvast, 1988). We can begin the process of synchronizing with students when we model how to take ownership of our own misinterpretations. “I apologize for losing my temper. I felt like you were being disrespectful but I realize now that you did not mean any disrespect. I misjudged you and I’d like to fix what went wrong.” Next, we can seek to understand students’ true intentions for behavior that defies our expectations.


In what ways were Lauren and

Amiyah out of sync?

How did Lauren attempt to get back in sync with Amiyah?



OBSERVING SYSTEMIC OPPRESSION



Lauren

DeAndre was a tall, kindhearted African American boy who entered our second-grade classroom in early November. He had recently moved from another state. In my experience up until that point, I’d noticed that students who enter the classroom after the beginning of the school year often go through a lengthy adjustment period. Therefore, I don’t remember being worried about DeAndre until I wrote progress reports in early December. I began filling out DeAndre’s report, recording his reading level as a year behind what was expected by the district in December and marking his math and writing as “below grade level.” I rated him as “needing improvement” on tasks such as “cooperates easily” and “talks at appropriate times.” Finally, I began filling in the comments section. I realized that none of the information I’d recorded so far adequately captured what I wanted to say about DeAndre. I wanted to tell his mom that he began each school day so happy and focused; he would enter the room and greet his peers exuberantly before settling down at his table to bend over his morning work where he would slowly etch dark, deliberate pencil lines onto his math problem set. But as the day wore on, defeat seemed to creep into him. His tall frame would begin to sag; he’d scribble angrily at his work and wear eraser marks into his papers. Most days, he grew emotionally distraught, snapping at his peers and occasionally bursting into tears. As I sat there, thinking about what to write on DeAndre’s report, I decided to go down to the office to see if his cumulative folder held any information from his previous school.

I opened DeAndre’s folder and was shocked to find three previous second-grade report cards from three different schools. No wonder DeAndre was frustrated and had trouble relating to his peers; he was repeating second grade for the third time. Immediately, I called his mom and asked her to come in for a conference. I showed his folder to my administrator and our special education coordinator, who both agreed to join the meeting. At the conference, DeAndre’s mom told us that they’d moved around a lot because she was a single mom always trying to find a better job to support her family. DeAndre was retained after his first year in second grade, and she said she was worried but didn’t know what to do. The next year he started second grade in a new school. DeAndre continued to struggle academically, and his mom said she begged the school to tell her why he wasn’t learning. At the end of the year, he was retained again. He started his third year of second grade in another new school, and then after only one quarter, they moved to our state to live with a family member. After telling her story, she looked at us with tears in her eyes and said, “Please tell me. What is wrong with my son? Why can’t he learn?”

The next day was DeAndre’s last day in my classroom. He was moved into a third-grade classroom. Shortly after, he was placed in the exceptional children’s program, where he received academic support from a special education teacher. He completed third grade and fourth grade at our school before moving out of our school district.



DISRUPTING SYSTEMIC OPPRESSION: MAINTAINING EXPECTATIONS, TRANSFORMING DEFICIT THINKING, AND OFFERING POSITIVE INTENT

Critical theorists like Brantlinger and Danforth (2006) argued that structures and systems in schools contribute to reproducing social and economic hierarchies in society. Earlier in Chapter 4, we highlighted the importance of revealing our underlying beliefs about relationships. Research consistently finds teachers hold differential expectations for the achievement of minority and low-income students. Moreover, minority students tend to perceive their teachers as holding lower expectations for their success. Brophy (2006) outlined the ways in which teachers communicate low expectation such as by calling on students less often, seating them farther away, seating them closer as a form of behavioral control, paying less attention and demanding less of them, offering inappropriate criticism or praise, or failing to give feedback altogether. In their comprehensive review of the literature, Murdock, Bolch, Dent, and Wilcox (2002) noted, “African-American youth may feel as though they are not likely to get a fair evaluation from their teachers” (p. 253). Moreover, when minority students perceived that their teachers held racial stereotypes or engaged in discrimination, they tended to underperform in mathematics, reported lower math self-concept and task values (Eccles, Wong, & Peck, 2006), and reported higher absences from school and a greater overall sense of alienation to school (Osborne & Walker, 2006). Lower expectations for achievement often happen when we create norms based on our White middle-class experiences and then inadvertently label anything that is different from those norms as deviant or deficit (see also Ford & Grantham, 2003). A relationship-based approach to interacting with students, however, presses us to interact with each child as whole, complete, and faultless (Grimmett, personal communication, 2011). A relational approach to interacting with students who hail from different backgrounds challenges us to transform our deficit thinking into dynamic thinking (Ford & Grantham, 2003).

For example, Ennis (1996) found that many teachers perceived the low-income students in their classrooms as being disinterested in the curriculum and resistant to learning. In response, they often selected pedagogies that treated students as passive participants in their own learning. But Renninger and colleagues remind us that we can transform our deficit judgments of lack of interest into dynamic thinking; their research consistently indicates that interest in academic tasks such as writing develops over time (see Figure 6.1).



	Figure 6.1
	Understanding How Students’ Wants and Needs Vary as a Function of Their Phase of Interest
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Source: Adapted from Lipstein & Renninger (2007).

In their study of the development of interest in writing, Lipstein and Renninger (2007) found students’ interest in writing developed as a function of their wants and needs surrounding writing being met. When we deconstruct a lack of interest in terms of students’ wants and needs, we can begin to think dynamically about how we can develop interests for academic content by meeting students’ wants and needs (Ford & Grantham, 2003).

When we think more dynamically about the deficits we perceive in our students, we offer them what researcher Becky Bailey (2000) called positive intent: “Positive intent has the power to turn children around, changing aggressive children into cooperative members of your classroom and helping bullies learn other ways of feeling in control and safe” (p. 159). Offering positive intent involves monitoring when we have deficit thoughts and remembering that it is impossible to accurately assess the intentions of others. Offering positive intent involves making judgments about misbehavior or disrespect that reminds us that students are constantly trying to meet their needs. When we offer positive intent to students, we can create teaching moments helping students develop the skills they need to effectively and appropriately meet their needs. Blackburn (2005) described how transforming our thinking from deficit to dynamic can position students in a place of power where they feel competent and autonomous.


In what ways did Lauren fall into the traps of deficit thinking?

In what ways did Lauren resist the traps of deficit thinking?

How was Lauren able to transform her thinking from deficit to dynamic?



It is not merely the enactment of our unintentional prejudices that leads to the relationship and achievement gaps but, rather, (a) the systematic underfunding and segregation of schools across the nation; (b) the differential use of tracking, retention, and placement in special education and gifted programs; and (c) the higher rates of teacher turnover and attrition that disproportionately affect minorities and the poor (Brantlinger & Danforth, 2006; Gay, 2006; Milner, 2006). These structures are vestiges of discrimination that we often routinely accept because they align with the discourses of meritocracy and choice. When we become conscious, however, to systemic oppression that happens in schools, we can become critical of the ways in which we have institutionalized racism and classism in schools. For the past 30 years, racial and gender disparities have abounded in school disciplinary actions and suspensions, with African American males experiencing the harshest practices. Minority students tend to be referred for less serious infractions more frequently. Low-income students tend to receive more severe punishments that are often delivered in unprofessional and public ways (Gay, 2006).

European Americans often have a hard time confronting our history of discrimination in this country (Lawrence & Tatum, 1997; Tatum, 1997). We can encounter feelings of shame and guilt when we become conscious of the legacy of privilege and power. We often want to retreat into the discourse of color blindness, denying the unwitting role we can play in perpetuating injustice, as a way to protect ourselves. But Tatum (1997) reminded us that there have always been White allies, advocates for those who are marginalized by society who resisted participating in oppressive structures. To be race, class, and gender conscious does not mean that we believe that there are inherent differences between groups. Rather, consciousness involves recognizing that society treats groups differently and can lead to dismantling injustice. Anderson (2007) noted that even the framers of the 14th Amendment to the U.S. Constitution were race conscious—struggling with issues of how to extend and protect the rights of members of different racial and ethnic groups.


In what ways was DeAndre subject to structures in the school that often lead to the underachievement of diverse students?

How did Lauren disrupt the cycle?



WHAT DOES IT MEAN TO BE CULTURALLY COMPETENT IN OUR RELATIONSHIPS?

When reviewing the literature on culturally responsive management and instruction, four factors emerge as central (Brown, 2003; Gay, 2006; Milner, 2006):


	Effective teachers model respect for diverse students during instructional, social and personal interactions.

	Effective teachers respond explicitly to the needs of diverse students.

	Effective teachers are assertive about appropriate social and academic behavioral expectations. They do not assume that students know how to be successful in school, and they view conflict with students as a reflection of not knowing, understanding, or accepting school norms.

	Effective teachers develop a responsive, integrative, and problem-based curriculum that empowers students to become involved in their schools and their communities (Ladson-Billings, 2001).



In 1997, Shade, Kelly and Oberg developed a framework for understanding the factors that lead to establishing a culturally compatible classroom. Drawing from their work and the work we reviewed for this chapter, we provide some guidelines for developing cultural competence when interacting with students of diverse backgrounds (see Figure 6.2). Developing relationships with students of diverse backgrounds requires learning something about the sociohistorical context (Beaty-O’Ferrall, Green, & Hanna, 2010). As students seek to understand their own identities, the meaning they associate with historical events that have affected their group and how they position us as teachers and representatives of school can dramatically affect our relationships.



	Figure 6.2
	Factors Contributing to Culturally Competent Classroom Relationships
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Source: Adapted from Shade, Kelly, & Oberg (1997, p. 138).

Learning to interact with someone who has different life experiences and ways of viewing the world can be difficult. It requires us to make a commitment; allocate energy, intellectual, and emotional resources; and make a personal commitment to developing individual relationships with each student in our classrooms. When faced with conflict or resistance from students, we can frame conflict as opportunities to (a) learn new strategies to understand and connect with students, (b) learn ways to involve students in understanding and solving the challenges we face in society, and (c) learn new ways to support students’ mastery of the content we teach.


With Amiyah and DeAndre, Lauren demonstrated a personal determination to develop a relationship and support their learning despite feeling disappointed and overwhelmed.

In the past, what obstacles have you experienced that kept you from committing to developing relationships with some populations of students?



Unfortunately, knowledge of students’ culture and a commitment to develop relationships is often not enough. The literature on teacher education and teacher professional development is fraught with case studies of teachers reporting feeling frustrated by their interactions with students and their inabilities to connect. This reflects, in part, a failure of teacher education programs to devote time to tackling the tough questions and be able to systematically place new teachers in diverse classrooms. But this may also reflect the great diversity that lies within each culture and each individual. Research consistently suggests that effective teachers of diverse students are creative. They use what they know about their curricular standards and about their students to identify new ways to help students connect with the content and new ways to build bridges between students’ home and school cultures (Ladson-Billings, 2001). Effective teachers of diverse students know that the curriculum needs to be personally meaningful to their student population. And what is meaningful to one population may not be relevant to another. There is a phrase in scrapbooking called lifting. It refers to viewing another artists’ page and using it as a heuristic to guide your composition. The content of the pages will be different—but the structural elements will appear similar. To be effective with diverse students we must become authorities in pedagogy—learning how to see potential in other teachers’ management and instructional methods and learning how to “lift” and modify methods.

Understanding context, making a commitment, and finding a way to connect with diverse students is merely the first step in developing a culturally competent classroom. Culturally competent classrooms are characterized by a critical consciousness toward the curriculum, school, and community. Culturally competent teachers aren’t afraid to involve their students in asking the tough questions about education: Why is this content important? How will we use it? How does it make our life and our community better?

Beverly Tatum (1997) also discussed the importance of teaching children how to spot oppressive discourses and practices in society (p. 46). She describes coming to a realization that a text she loved as a child, The Boxcar Children, contained chauvinistic representations of girls.

 

After reading several pages of this together, I decided to say something to my then seven-year-old son. I asked if he knew what sexism was. He did not, so I explained that it was when girls were treated differently than boys just because they were girls, and I pointed out some of the examples and discussed the unfairness of it. (p. 47)

Tatum goes on to argue that learning to spot sexist, racist, classist, homophobic, and intolerant discourses in our curricula and media is an important skill for all children to develop. “We are better able to resist the negative impact of oppressive messages when we see them coming than when they are invisible to us” (p. 47). Learning to identify deficit messages represents one of many critical competencies diverse students need in order to participate fully in society.


Take a moment to critically evaluate your curriculum.

What additional competencies do the diverse students in your class need to acquire in order to fully participate in their community?



Finally, as Lauren reflected on Amiyah, we sometimes need to acknowledge we don’t have it all figured out. Consistently, the literature documents the important role that systematic, thoughtful reflection plays in promoting critical consciousness. In their study of professional development designed to promote critical consciousness, Lawrence and Tatum (1997) found that many teachers were uncomfortable thinking about and discussing issues of oppression: “I am thirty-five years old and I never really started thinking about race too much until now, and that makes me feel uncomfortable…. No one taught us. That’s what I tell my students” (p. 163).

As teacher educators in southern states, we find that our students often express the opposing view. They feel inundated with discussions of race and class. Cultural competence, however, begins with a commitment to systematically and routinely reflect on the status of instruction, management, and relationships with diverse students. According to Lawrence and Tatum (1997), this can include reflecting on the extent to which (a) your expectations are consistent across all students for motivation and performance; (b) you seek out the perspective of colleagues of color; (c) you challenge oppressive behaviors or structures in the school and among staff; (d) you advocate for children of color (with other teachers and administrators); (e) you question the need for special education assessments, grouping, or testing practices for diverse students; and (f) you actively assist children in spotting and challenging stereotypes. Lawrence and Tatum (1997) argued that the teachers in their professional development courses committed to making emancipation the business of their teaching adopted strategies that “empowered all students, not just the few” (p. 175).




CONNECT TO YOUR PRACTICE

Analyze Your Unconscious Behaviors
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Source: Adapted from Shade, Kelly, & Oberg (1997, p. 48).



KEY TERMS

Advocate for our students: Empowering students to work against discourses that marginalize them or create inequities in society.

Critical consciousness: An awareness of the ways in which discourses of meritocracy, deficit thinking, color blindness, and choice affect our schools, classrooms, and communities, and therefore, our students.

Cultural synchronization: Alignment of individuals’ values, interaction styles, and ways of being; lack of alignment can lead to conflict.

Discourse of choice: A way of thinking that holds that resisting cultural norms is ineffective and self-centered.

Discourse of color blindness: A way of thinking that holds that it is better for society to ignore qualities such as race, ethnicity, religion, and sexual orientation than acknowledge those differences.

Discourse of deficit thinking: A way of thinking that holds that those who do not fit the stereotype of the “American Ideal” will be unsuccessful in life unless they are fixed.

Discourse of meritocracy: A way of thinking that holds that individuals receive what they deserve—for example, that hard work leads to a well-paying job.

Positive intent: When a teacher recognizes how prevalent discourses and deficit thinking cause them to perceive students’ actions as misbehavior or disrespect and instead, the teacher recognizes all students’ actions as ways students seek to meet their own needs.

Relationship-based management approaches: Classroom management practice in which the teacher encourages each student to take shared ownership of the classroom environment and their behavior and in which behavioral expectations are adjusted to meet the needs of each student.

Teacher expectations: Teachers who hold high expectations for students recognize that as teachers, they are responsible for creating optimal learning environments in which all students can achieve their maximum potential.
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What Does It Mean to Self-Regulate My Classroom Management Tasks?

 

OBSERVING TEACHER SELF-REGULATION



Lauren

I was first introduced to the world of ADHD when I was student teaching in a first grade classroom. Three of our students were diagnosed with ADHD and were a challenge to the existing management system in our classroom, but one student’s difficulties far surpassed the others. When Alex’s behavior was good, he was a joy to be around. He smiled easily, gave big bear hugs, answered questions insightfully, and came up with creative solutions to problems. But on a bad day, Alex would quite literally enter the classroom swinging. With a scowl plastered on his face, he verbally and physically lashed out at others, defied classroom rules and procedures, and refused to complete assignments. Alex’s behavior was out of control more often than it was under control, which made the classroom an exhausting, frustrating place for him, his teachers, and his peers. We quickly decided that because Alex’s behavior was so overwhelming, we needed to focus on very concrete behavioral goals in order to help him better integrate into the classroom.

During whole-group lessons, Alex was distracted and was a distraction to others. The students sat cross-legged on a carpet in the front of the room, but Alex never stayed in one place for long. He would slowly inch his way to the edge of the carpet, where he would hang on the table legs, crawl under chairs, and fling his legs and arms around. Such disassociation from the group was synonymous with disassociation from the lesson; Alex rarely participated, and when he did, he called out answers with abandon rather than following hand-raising procedures. I decided to experiment with seating to find out if there was a better arrangement for Alex. I chose three spots in the classroom I thought might serve as alternate seating places for Alex during a group lesson: (a) a reading area that was adjacent to the carpet, (b) his desk, and (c) a special chair with the class mascot on it. Each day Alex sat in one of these different places, and I took notes about his behavior and participation. After two weeks of trying each seating arrangement multiple times, I came to the conclusion that none of the areas worked. When he sat in the reading area, Alex’s participation declined even further. He threw tantrums when he sat at his desk. And while he was happy in the mascot chair, he spoke out constantly when he was seated there. Frustrated that none of the options were working, I pulled Alex aside and asked him to tell me what he thought of his special seats. I was blown away by his insightful answers. Alex said that the reading area was nice because no one else was bothering him but that he couldn’t see me very well. He told me that he hated sitting at his desk because he thought it meant he was being bad. I realized that we’d used it as a consequence in the past and that it was logical he’d associate it with negative emotions. And he revealed that he thought the mascot chair was a reward, which explained why he ignored the classroom rules when he was there.

I mulled over Alex’s responses that night and hit on a new idea. The next day I told Alex I had a special place for him on the carpet. After a few tries, we found a spot that was slightly removed from the rest of the group but that was right up front and close to the teacher. When he sat in this spot, Alex was able to focus for longer periods of time; he raised his hand more often, called out less often, and contributed on-topic ideas to group discussions. He told me that he liked it because none of the other kids could bother him and that he liked being with the teacher. I noted that he made eye contact with me more often, particularly when he was waiting to be called on, and that he often focused on the visual stimuli related to the lesson. It took about three weeks to find the right seating arrangement for Alex, but it made a big impact on his ability to positively engage in whole-group lessons.



THINKING SYSTEMATICALLY ABOUT CLASSROOM MANAGEMENT

When something goes wrong with our management design, our instinct is to look for a quick fix—a magic bullet that will solve the problem. Students, however, are more complex. Some students, like Alex, require that we develop individualized plans to help them succeed in the classroom and develop the skills that allow them to be in command of their emotions and behavior. In this chapter, we address the dilemma of understanding and designing effective management plans for students who struggle to control their behavior and emotions. We approach management problems from a problem-solving, self-regulated learning perspective (Franke, Carpenter, Fennema, Ansell, & Behrend, 1998; Franke, Carpenter, Levi, & Fennema, 2001; Zimmerman, 2004). The self-regulated learning framework involves a three-stage process to help teachers problem solve in ways that promote and sustain changes in themselves and their students.

In this chapter, we use a self-regulated learning framework to highlight Lauren’s attempts to connect with and support Alex, a student diagnosed with Attention Deficit Hyperactivity Disorder (ADHD). Why did we choose to focus on Lauren’s relationship with a student with ADHD? In 2002, Greene and colleagues reported that teachers experienced heightened stress working with students with ADHD (Greene, Beszterczey, Katzenstein, Park, & Goring, 2002). Teachers perceived that students with ADHD disrupted the learning process and required more support than students without ADHD. They also reported experiencing more frustration and feeling less satisfied with teaching. We selected ADHD as an example of one type of student who struggles to control his or her classroom behavior. However, Marzano, Marzano, and Pickering (2003) noted that a significant population of children in our country struggle with a variety of physical, environmental, and psychological stressors, including homelessness, depression and suicide, poverty, alcoholism and drug addiction, and abuse that manifest in difficulties regulating behavior and emotion.

Why Are Students With ADHD So Challenging?

ADHD is a neurobiological condition that affects a child’s ability to monitor his or her thoughts and behavior and inhibit his or her impulses. Students with ADHD often exhibit excessive motor activity (i.e., need to be in motion). Moreover, 50% of the children diagnosed with ADHD also qualify for special education services, suggesting ADHD occurs concurrently with other learning and behavioral disabilities (Arcia, Frank, Sánchez-LaCay, & Fernáindez, 2000).

In the classroom, difficulties to exert self-control manifest in challenges such as starting and staying on task, following directions, making transitions, interacting with others, and producing consistent work (for manifestations of ADHD, including manifestations of side effects of medication, see Pierangelo & Guiliani, 2003, pp. 6–7, and Arcia et al., 2000, pp. 94–95). Teachers of students with ADHD report that these students require a high degree of intervention and close monitoring over short intervals of time (Arcia et al., 2000). These interventions are often complex and may change over the academic year. “You will need to revamp, revise, and modify your behavior management systems frequently” (Reif, 1993, p. 13). Moreover, successful interventions require teachers to devote a great deal of time to qualifying and quantifying the problem and target behaviors. Successful interventions also may require teachers to think holistically about the nature of the problem. Often, students with ADHD struggle to form meaningful peer relationships (Soodak & McCarthy, 2006). Impulse control can affect the abilities of students with ADHD to work with peers in collaborative groups, to navigate typical peer conflicts, to develop and share deeper understandings of themselves and others, and to sustain relationships across the usual school transitions (Saunders & Chambers, 1996; Shapiro, 2010; Zentell, Craig, & Kuster, 2011; see Chapter 5).

Unfortunately, the behavior of students with ADHD is often “misperceived as purposeful non-compliance” (Pierangelo & Guiliani, 2003, p. 52). Indeed Arcia and colleagues (2000) found the teachers in their study were more likely to attribute classroom misbehavior of students with ADHD to deficits in the children’s environment. “According to the teachers the children would benefit from: a stable home environment; more reading less television; a male role-model; family counseling; more discipline at home; extra attention; and active parental involvement in teaching and homework” (Arcia et al., 2000, p. 96). They argued that because teachers attributed the source of the problem to factors outside of their control, it hindered their attempts to provide effective interventions and to develop a plan to bring about desired social and learning behaviors. Interestingly, in observations of teachers interacting with students with and without ADHD, observers recorded teachers had increased rates of both positive and negative interactions with students with ADHD. In other words, it is not necessarily that teachers have poorer quality interactions overall, simply that they appear to devote significantly more time to interacting with students with ADHD (Greene et al., 2002).

Self-Sustaining Generative Change

In their studies of teacher problem solving, Franke and colleagues (Franke et al., 1998; Franke et al., 2001) identified a subset of teachers who had developed strategies that allowed for them to engage in self-sustaining generative change. “Generativity refers to individuals’ abilities to continue to add to their understanding. When individuals learn with understanding, they can apply their knowledge to learn new topics and solve new and unfamiliar problems” (Franke et al., 2001, pp. 655–656). Thus, teachers who were capable of self-sustaining generative change were able to frame classroom problems in a way that promoted a deeper understanding of their students and their own teaching.

 

The kind of change we envision involves teachers changing in ways that provide a basis for continued growth and problem solving—what we call self-sustaining, generative change. Self-sustaining, generative change does not involve acquiring a set of procedures to implement with fidelity; rather it frequently entails teachers making changes in their basic epistemological perspectives, their knowledge of what it means to learn, as well as their conceptions of classroom practice. (Franke et al., 1998, p. 67)

The process begins when we view ourselves as capable of creating and elaborating on our own professional knowledge—when we view ourselves as problem solvers. Virginia Richardson (1994) first identified teachers who engaged in practical inquiry—that is, teachers who observed and thought deeply and systematically about their own classrooms. Indeed, teachers who generate knowledge that transforms their practice tend to focus on understanding student thinking, listen to and carefully observe students’ thinking, and are not afraid to rethink their beliefs and classroom practices. When faced with an instructional problem, they articulate problem types and the strategies used by students that are successful and unsuccessful. They strive to make connections among different types of problems and strategies in ways that reveal underlying beliefs, principles, insights, and skills that lead to a deeper understanding of their own and students’ thinking.

UNDERSTANDING THE PHASES OF TEACHER SELF-REGULATION

Systematic, flexible, creative problem solving is one of the most cognitively complex skills we develop throughout our lifetime. Often the skills that enable educators to be effective problem solvers are learned implicitly by observing and emulating the behaviors of our parents, teachers, and mentors. To our knowledge, few teacher preparation programs provide opportunities for preservice teachers to engage in problem-solving behaviors. In the following sections, we describe Zimmerman’s (2004) three-phase model of self-regulation (see Figure 7.1). Again, self-regulated learning frameworks employ a three-stage process approach to helping teachers problem solve in ways that promote and sustain changes in themselves and their students. We describe different components of each phase and apply each phase to understand how engaging in specific behaviors can lead to both reducing behavior problems and self-sustaining generative change.

Forethought/Planning Phase

During the forethought/planning phase, the goal is to frame a classroom management problem as a task, to evaluate each dimension of the task, and to evaluate your resources to accomplish the task. Earlier we noted the research suggests that when it comes to interacting with children who have ADHD, we may first need to learn more about the disorder and how it can manifest in different types of disruptive behaviors in the classroom. A better understanding of the disorder can help us set more reasonable goals and plan our lessons more strategically. During this phase, we also need to evaluate our personal resources: Do you feel confident you have the strategies and resources you need to meet the student’s needs? Are you interested in understanding the child’s thinking and in finding a creative solution that works for both of you? Are you oriented toward developing a deeper understanding of the factors that lead to ADHD students’ success in your classroom?



	Figure 7.1
	Zimmerman’s (2004) Phases and Subcomponents of Self-Regulated Learning




[image: figure]

Source: Zimmerman (2004)

In Table 7.1 of Connect to Practice, provided at the end of this chapter, we further break down ways to be more systematic and thoughtful about the behavior that is disrupting your class. As part of their practical inquiry, teachers who were engaged in self-sustaining generative change appeared to collect data from their students concerning their thinking and strategies and use this data to set goals and identify interventions. It is critical when setting out to collect data on problem behaviors that we push ourselves to collect data at the most granular level. For example, it was not enough for Lauren to record the frequency of how often Alex called out in class. She learned that developing a deep understanding of the source of Alex’s impulse control required her to collect data on what he was calling out, whether he was demonstrating some impulse control by using an inside voice and raising his hand, and how his impulse control changed as a function of where he was and who he was with in the classroom.

Applied Behavior Analysis

It is important to understand that underlying successful interventions for students with ADHD or other severe behavior problems are the objective observation of the behavior. Often this is challenging and may require you to video yourself or ask a colleague to observe and give feedback. Many districts throughout the country employ Functional Behavioral Assessment (FBA) Checklists (see http://www.apa.org/ed/schools/cpse
/activities/class-management.aspx) to evaluate the antecedents and consequences of disruptive behavior in the classroom. Especially when we are feeling overwhelmed, these checklists, by focusing our attention on specific aspects of the student’s behavior, can provide invaluable information and can help us get some emotional distance and objectivity. Whether you develop your own tools or use an FBA, it is important to record the frequency of the problem behavior and the outcomes it produces.

Selecting Interventions

Once we have gathered enough information to feel confident that we have analyzed the task and understand the source of the problem, we need to identify an intervention that addresses the problem. Remember, Lauren’s first attempts at designing an intervention for Alex were unsuccessful. She notes how important it was to talk with Alex and try to understand his thinking about sitting with the group. Students often know a lot more about their behavior than we give them credit for. In the Connect to Practice, a teacher resource at the end of the chapter, we provide an overview of interventions described in the ADHD literature (see Tables 7.4–7.7). We organize them into four categories: (a) interpersonal interventions, (b) instructional interventions, (c) environmental interventions, and (d) behavioral interventions. The purpose of interpersonal interventions is to increase the ADHD student’s relational engagement including an awareness and monitoring of his or her behavior on other members of the class. The purpose of instructional interventions is to increase engagement in the task by modifying how instruction is delivered to better meet the needs of a child with ADHD. The purpose of environmental interventions is to increase structure in the environment to meet the ADHD student’s needs for clarity and predictability. The purpose of behavioral interventions is to increase the frequency of appropriate behavior while decreasing the frequency of inappropriate behavior through the use of reinforcers or punishments. Several authors provide interventions specific to mathematics and literacy activities (see Pierangelo & Guiliani, 2003, pp. 64–96; Reif, 1993, pp. 59–92). Additionally, Reif (1993, pp. 73–83) outlined the principles that underlie behavioral interventions.

It can be critically important when selecting an intervention to implement in your classroom to involve parents, previous teachers, and school support staff. We designed Tables 7.1 through 7.3 of Connect to Practice at the end of the chapter to include a column for a team of teachers to work together to identify successful and unsuccessful strategies attempted in the past. When working with a family, you may want to make copies of these charts to share with parents and collect information on what strategies have been tried and found successful at home. ADHD students tend to achieve the most success with clear consistent expectations. Successful interventions for students with different characteristics, needs, or abilities may involve clarifying for students when the demands of the classroom and expectations for behavior across home and school differ.


Consider Lauren’s approach to Alex’s behavior.

Where do you see evidence of planning behaviors?



Performance/Monitoring Phase

During the performance/monitoring phase, the goal is to focus on implementing the intervention you selected and collect data on its results. Earlier, we noted that teachers of students with ADHD report that these students require a high degree of intervention and close monitoring over short intervals of time (Arcia et al., 2000). During the performance phase, the goal is to set a period of time for evaluating the strategy and focus your attention on implementing the intervention consistently. This can be challenging. We often want to shift back into old ways of interacting because they feel familiar and are easier than changing. It is important during this time period to collect data on your implementation. Consider keeping a reflective journal or developing a spreadsheet to record your observations and experiences during the intervention (see Table 7.2 in Connect to Practice for a step-by-step process).


Consider Lauren’s approach to Alex’s behavior.

Where do you see evidence of monitoring both her teaching behaviors and their effects on Alex’s behavior?



Self-Reflection/Evaluation Phase

During the self-reflection/evaluation phase, the goal is to step back from all the data you have collected during the planning phase and the monitoring phase and evaluate the ways in which the intervention you implemented succeeded in bringing about the outcomes you identified (see Table 7.3 in Connect to Practice). During this phase, the challenge is to make attributions of success and failure that are adaptive and that lead us toward continued classroom problem solving. Adaptive attributions include those that focus our attention on the factors that lie within our control. How might behavior problems be a function of the classroom environment, the classroom relationships, or the students’ attempts to gratify his or her unmet needs?

Productive Reflection

One of the challenges we face in reflecting on our teaching can be focusing our attention on the factors we can influence. Teaching is an incredibly emotional practice, and in the face of both successes and failures, we can lose our attention to details or shift our focus away from factors that lie within our control. As we mentioned earlier, research suggests that teachers are more likely to attribute classroom misbehavior of students with ADHD to perceived deficits in the children’s home environment. Elizabeth Davis (2006) however, studied the characteristics of novice teachers who were productive in their reflection; that is, they tended to record information and evaluate events in a way that led them toward increasingly more effective planning. Teachers who were productive in their reflection tended to evidence four characteristics:


	They were specific, accurate, and objective in their reporting of classroom events.

	They sought to integrate information from across a variety of sources.

	They maintained their focus on the child’s perspective and factors they could control in themselves and their classrooms.

	They sought to identify a plan of action for the future that directly drew from their insights.



Productive reflection can be challenging. It requires us to devote time to honestly reflect on classroom events—time we often perceive we do not have. It can be challenging to set aside the time because our experiences of disappointment and frustration lead us to blame factors we cannot control, and our experiences of fatigue leave us feeling discouraged. But consistently, research suggests the insights gained from the process of productive reflection—because we are engaged in generating new knowledge of ourselves and classroom problems—can leave us feeling empowered to face challenges in our classroom.


Consider Lauren’s approach to Alex’s behavior.

What role did Alex’s feedback play in promoting productive reflection on the intervention?



SHIFTING THE LOCUS OF RESPONSIBILITY FOR MANAGING BEHAVIOR

It is important to remember that the long-term goal of any classroom intervention is ultimately to help students develop the ability to regulate their own behavior in the classroom. In this chapter, we dealt with the challenges teachers face to interact with students who struggle with impulse control. Like some other students in the classroom, students with ADHD need additional support to develop strategies to respond appropriately to their impulses and maintain their focus on learning. As students transition to adulthood, however, they need to learn to regulate their behavior independently. We can lay a foundation for student self-regulation of behavior by involving students in planning interventions, monitoring their own behavior, and reflecting on what strategies are working or not working. As students become more aware of triggers in the classroom and develop the ability to reflect on their own behavior, they can begin to assume more responsibility for self-regulation. Finally, involving students in this process not only helps students to understand their responsibilities, but it can also improve our relationship with them. Remember in Chapter 1, students’ behavior is often driven by their needs to feel connected, competent, and autonomous in the classroom.


Consider Lauren’s approach to Alex’s behavior.

How did Lauren’s intervention improve her understanding of and relationship with Alex?






CONNECT TO YOUR PRACTICE

Using Self-Regulatory Skills to Improve Relationship Quality: Systematic Tools for Planning, Monitoring, Reflecting



	Table 7.1
	Document Systematic Planning
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	Table 7.2
	Monitor Fidelity to an Intervention
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	Table 7.3
	Evaluate the Effectiveness of an Intervention
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	Table 7.4
	Interpersonal Interventions for Students With ADHD
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	Table 7.5
	Instructional Interventions for Students With ADHD
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	Table 7.6
	Environmental Interventions for Students With ADHD
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Note: Similar to Lauren’s experience with Alex, the research suggests students may perceive increases in the structure of their environment as a form of punishment, so be careful to involve them in designing environmental interventions



	Table 7.7
	Behavioral Interventions for Students With ADHD
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Note: Franke et al. (2001) found the teachers in their studies did not understand the principles that underlie behavioral interventions and engaged in behaviors that undermined the effectiveness of the intervention. The American Psychological Association has a wonderful resource for teachers interested in learning more about behavioral interventions (http://apa.org/education/
k12/classroom-mgmt.aspx)



KEY TERMS

Behavioral interventions: Instructional changes intended to increase a student’s appropriate behavior and decrease the student’s inappropriate behavior.

Environmental interventions: Instructional changes intended to improve a student’s sense of comfort and safety within the classroom environment.

Forethought/planning phase: The first stage of self-regulation; it involves framing the classroom management problem as a task to be accomplished, evaluating the dimensions of the task, and evaluating the available resources that could be used to accomplish the task.

Instructional interventions: Instructional changes intended to increase a student’s engagement with the academic or learning tasks of a classroom.

Interpersonal interventions: Instructional changes intended to improve the way a student interacts with others in the classroom.

Performance/monitoring phase: The second stage of self-regulation; it involves implementation of a selected intervention to address the classroom management problem and data collection related to the intervention.

Practical inquiry: The process of systematically observing and reflecting on one’s teaching that can lead to self-sustaining generative change.

Productive reflection: Reflection that moves teachers toward improved practice; it typically involves detailed and objective data collection, examination of the data for common threads, a focus on the child’s influence on the data, and the development of a plan for future action.

Self-reflection/evaluation phase: The third stage of self-regulation; it involves reflection on the data collected for the chosen intervention and evaluation of the intervention.

Self-regulation: A process that allows teachers to reduce behavior problems and create self-sustaining generative change.

Self-sustaining generative change: A teacher’s process of investigating his or her own practice that can lead to the ability to respond flexibly and effectively to new challenges in the classroom.
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How Can I Improve and Sustain Relationship Quality?

 

PRODUCTIVE REFLECTION, INTENTIONAL DECISION MAKING, AND TEACHER SELF-CARE

In Chapter 4, we introduced you to Scott and Faith, two middle school teachers who were participating in a yearlong, schoolwide investigation of teacher-student relationships (Davis, 2001b; 2006). You already have a sense of the underlying beliefs that guide Scott’s and Faith’s interactions with their students. Throughout the course of the year, Scott and Faith were interviewed two additional times. Each time, they were asked to reflect on specific classroom relationships that challenged them and to reflect on why they perceived they were connecting with some students and not connecting with others. We used their class rosters as prompts to ensure they paused to notice each child. Below are excerpts from their systematic reflections on relationship quality.

ACKNOWLEDGING THE CHALLENGES OF SUSTAINING RELATIONSHIPS



Scott

I am always a person who is constantly evaluating and looking back and trying to make sense of things and … sometimes I think that if I had to do this again with the same group of students, how would I do things differently? I still haven’t come to an answer on that. I can use so many different tactics to try to encourage them and try to teach them something, and if they don’t get it then I wonder—Did I not teach it correctly? Or not teach it enough? Or spend too much time on something else? I don’t know that there are answers to these questions, but I constantly think about it. I am the person who takes it home. My students, they go home with me every day—figuratively—and they are my life.

What kids need me the most? I think the students that are drawn to me tend to come from homes where they are missing a father figure, and I think being a male teacher automatically draws those, especially boys, to me. I also think those who are struggling with the idea that the arts are not masculine and they see a man participating in the arts and they start questioning. And then I also think those students who have a hard rap, who have been pegged incorrectly, maybe who have been labeled. I have a number of students who have discipline problems in other classes who I will take and who will do well for me. I don’t know if it’s because of what I expect of them or what I demand of them or my frankness with them—but I get some really tough kids, tough in the respect that they are hard to work with. What kids need me the least? I don’t like to talk about those kids. But I guess it’s those children who have both parents and come from families that support the arts and they are already in private lessons. They already know what I am teaching. They need less of my attention—but my ego won’t let me accept that they don’t need me. I feel like I can teach any child, and I feel like I have something to teach every child.

I have a girl in my eighth-period class, Ashawna—she happens to be one of my few African American children. I think because of her race, she is very conscientious of race differences. When a teacher or another student will say things or do things that are a little bit biased, she notices those things and she’s very sensitive to those things. And so she’s the student I ask about things: “Did this event, was it favoring this student more than that student?” She’s my fairness person. If she’s disruptive, then I have go home and think about that because chances are I was wrong. If she had the courage to say something and she would stand up in front of a class and do that…. It would definitely be something that caught my attention, and I would have to put some stock into whatever she was doing or saying.

I think that a bad relationship would be one in which damaging things are said and done. I think it happens when a child is just totally belligerent and constantly makes remarks that are inappropriate or does things that are disruptive, and they just almost seem unreachable. In my high school class, there is a student whom I had never taught before and was very disruptive the first class. Again, it was an African American female—but totally different from Ashawna. This child is argumentative and defensive; she resents any type of authority—especially White male authority—and she does disrupt frequently. And it is very difficult because even when I call on her, she becomes argumentative in front of the class. She is very difficult and I’m not sure that I’ve connected with her. I don’t know if this is a good analogy, but there are some children that are just beautiful children because of their personalities and their attitudes and abilities to cooperate. This child, she is unattractive because of her attitude. I’ll be fair to her, but I’m probably not going to treat her the same way that I would treat Ashawna if she disrupted class. I’m sure that makes some people scream about fairness, but I think to treat every child the same is unfair. Ashawna doesn’t need a lot of supervision. She’s very self-motivated, self-disciplined. This other student, she needs a lot of discipline and supervision…. It’s about teaching them responsibility, teaching them accountability; about learning that if I want to do this activity, I have to earn it. You don’t just get a handout—you need to contribute to the effort.

Ultimately, the students have control. I tell them this all the time. I can’t make you do anything. I can make a request. I can encourage you to do it. If you choose to comply, then you are saying you are putting someone else before yourself and you are being unselfish. If you decide you are not going to comply and you are going to disrupt, you are saying that you are more important than everything else that is going on.

Faith

My goals are a little bit different from others, but my class is a little bit different from others. I want my students to be prepared for high school. I want them to be where they will want to stay in school and finish. I want them to have a successful year and legitimately pass. They’re so used to failing…. I also think the system can lose credibility. You know they just have to respect the system itself, almost. They just have to come in and, you know, just know that this is what we do at school. And I think, sometimes they begin to feel like the system isn’t doing what it is supposed to be doing. They get fed up.

What kids need me the most? This boy [pointing to a name on her roster], he needs a mother figure, the attention, the approval. He constantly wants to chitchat with me—not necessarily about school or work—just anything. There are several of them that are kind of needy in that way. They just seem to want a lot of approval and attention. Everything is, “Look at my work. How is this? Is it alright?” And this girl [pointing to another name on the roster], I think she asks for approval in different ways. She acts very eager to please and is clingy in different ways. She wants to literally be nearer to me and tell me about things that are happening to her. What students need me the least? This boy—I think he has a good home situation; he seems well adjusted. And there are several in that situation [pointing to more names]. And there are kids who are recovering. This girl, she lost her mother last year, and I didn’t know how that would change her, how it would affect her. But she seems to have adjusted. When things like that happen, children can fall to pieces, but she seems to have held together in spite of it all. What’s happening at home really affects how much they need from me. You know, when they act out in class it’s not because they are bad kids; they just want or need something. Or they just can’t do what they are supposed to do, and they get so frustrated, and they have to find another way to express themselves and get attention.

When things go wrong, I always try talking to the students first. I just pull them out to have a little private conference and say, “Things seemed to have changed. What’s going on with you?” and a lot of times that seems to be enough. I mean, I can be in a bad mood too. Sometimes, something that is small, you know, just rubs you the wrong way and you just go off on them a little bit more than normally. And I’ll regret it. I just say, “You know, I’m sorry. That was more than you actually deserved.” And they’re very forgiving. You have to remember, these are children. Hopefully, that will keep you from losing it. But I think it’s normal to feel angry. With thirty kids at a time, there’s no way everybody’s doing what they’re supposed to all the time. And it can escalate when you’ve just told this kid for the fiftieth time to please be quiet. You’re helping one kid while another is across the room distracting others. Yeah, it can make you angry.

Some kids, however, when you ask what’s wrong they will tell you, “Because you don’t like me. You’re not fair. Everyone is on my case.” They throw it back on you. Others will say, “I don’t know,” and they go back in the room and continue to act out. I try by saying, “Well, give me an example. How do I treat you differently?” There was a boy I had a couple of years ago who just hated me, and before it was over, I didn’t feel too good about him either. It was a real hard relationship. Every day it would escalate and I would think, “OK, today, I’m not gonna get pulled into it.” I dreaded every single day. That was the worst year ever. And we could never get his parents here for a conference. It was a sad home situation for him too.

I think another conflict I have is that there is more and more accountability, and by teaching the SUCCESS class, when the scores come in, I’m not going to look good at all. Most of them, last year, were in the single-digit percentiles. We’ll improve, yes. But comparatively my students’ scores aren’t going to look good. And I really enjoy it, you know. I love these kids, and they really do need something from me. They need some success and not to make a 50% each time they take a test or turn in an assignment. I feel useful in this role—but the system needs to be doing more for kids like this. Kids who haven’t been outside of our county, who don’t have telephones in their homes—much less computers. And their parents are similar—many cannot read or spell. In a perfect world, everyone has an average or above IQ and average home life. But my world is not perfect.

Note: Cases reconstructed from Davis, 2001b; see also Davis, 2006.



UNDERSTANDING TEACHER NEEDS FOR AUTONOMY, COMPETENCE, AND CONNECTION

In Chapter 2 we argued students’ (mis)behavior in the classroom may emerge as a function of their attempts to meet their needs to feel competent, autonomous, and related to themselves, their teachers, and their peers (see Chapter 1). As teachers, we also share these needs: (a) to feel competent about our work in the classroom, (b) to feel autonomous in our decision making, and (c) to feel connected to our colleagues and our students. As adults we have more arenas (i.e., both in school and in our personal lives) and more skills to meet these needs. Often, however, we overlook our own needs and may seek to meet our needs for competence, autonomy, and connection with our students. It is not an unreasonable expectation to seek meeting our own needs for competence in the work our students complete, to meet our needs for autonomy through our instructional and management decisions, and to meet our connection needs through our interactions with our students. However, in vertical relationships—where teachers have both administrative and evaluative power—we have to be conscious of the potential to be engaged in a dual relationship with a student (Richmond & Padgett, 2002). Dual relationships happen when teachers move beyond an impersonal, professional relationship (Newberry & Davis, 2008, p. 1973) with students to more personal relationships—relationships where teachers create less rigid interpersonal boundaries. In professional relationships teachers strive for “separation from my work life and personal life” (Richmond & Padgett, 2002, p. 59). In dual relationships, teachers may take on additional roles: providing snacks and supplies; disclosing personal information (e.g., about their own schooling and families) to build rapport; volunteering additional hours to tutor, mentor, or create extracurricular opportunities; or comforting and counseling in a time of crisis.

The literature is replete with examples of exemplary teachers who assumed additional roles to support their students. The challenge with entering into a dual relationship with students and colleagues is that they can leave us open to feeling depleted, burned out. As teachers, we need to set boundaries to both maintain the focus on the shared learning goals of the class and to protect ourselves from becoming burned out and incapable of serving our students. On the other hand, when setting boundaries, we can fall victim to the larger discourses we discussed in Chapter 6 and establish boundaries that privilege some relationships and marginalize others.

In their study of teacher boundary setting, Aultman and colleagues (2009) found that teachers set boundaries that were institutional (e.g., How closely will I adhere to each school policy?), intellectual (e.g., What curricula will I teach and how? Where does my expertise end?), interpersonal (e.g., What kinds of relationships will I cultivate with students, parents, colleagues? How will I communicate with students, parents, colleagues? How will I wield my power as a teacher?), cultural (e.g., To what extent am I willing to incorporate values and norms from another culture into my classroom?), and personal (e.g., To what extent will I sacrifice my personal life to meet professional demands?). Determining where to draw the line can be challenging. In our study of tough decision making, experienced teachers weighted the relative potential risks to the student and to their professional identity as well as the potential risks to society. (Andrzejewksi & Davis, 2008). In analyzing their responses, we realized that perhaps more important than the actual decisions for where to draw the line were the conversations our teachers were (and were not) having with their colleagues and administrators (and us) about developing deliberate decision rules for how and when to set boundaries. Teachers who had devoted time to identifying their personal boundaries (given the context in which they taught) felt more satisfied with their jobs and more confident about their pedagogy.


How were Scott and Faith’s needs for autonomy, competence, and connection challenged by their students?

What types of boundaries are Scott and Faith struggling to set with their students?

In what ways are their conflicts with students a reflection of unclear boundaries?



SYSTEMATICALLY REFLECTING ON RELATIONSHIP QUALITY

In Chapter 2, we provided tools for reflecting on management structures and classroom climate. The routines, rituals, and structures we establish in our classroom can go a long way to developing and maintaining warm and productive relationships with students. However, classrooms are diverse places and children are in varying phases of acquiring cognitive and social skills (Davis, 2009) and may be less skilled in the work of relationships (Davis, 2003). In a meta-analysis of over 100 studies, Marzano and colleagues (2003) found that teachers who had high-quality relationships with their students reported 31% fewer behavior problems in their classroom over the course of an academic year. As with Scott and Faith, students with uninviting behaviors, however, can not only disrupt the academic flow of a classroom but can undermine the climate of the classroom and our ability to cultivate productive relationships with the other students in the class.

How Do We Cultivate Relationships With Uninviting Students?

Several studies have documented the benefits of systematically reflecting on relationship quality with students. Consider the process in Chapter 7 that Lauren used for identifying strategies to promote Alex’s engagement in class. The same principles of productive reflection can be employed to improve relationship quality with uninviting students. When systematically reflecting on relationship quality, the goal is to identify the relationships in which you, as the teacher, feel distant or alienated, unwanted, or not needed. These feelings can fester and result in our expressing excessive negative emotions or engaging in our own distancing behaviors. When we acknowledge that we do not feel as connected to some students in the class, we can then consider the sources of those feelings. Is it because the student holds vastly different interests? Is it because the student engages in behaviors we perceive as disrespectful?

In Chapter 2, we provided tools for systematic reflection on classroom organization and climate. Davis (2006) found teachers were more systematic in their reflections on relationship quality when they used a class roster to methodically consider each child in their class. She asked teachers to consider (a) which students they felt like they had or had not connected with and (b) which students they perceived needed or did not need them. Several studies have employed a measure called the Inclusion of the Other in the Self (Aron, Aron, & Smollan, 1992) to examine teachers’ feelings of closeness and influence (Davis, Gableman, & Wingfield, 2011; Newberry, 2010; Newberry & Davis, 2008; Straub & Davis, 2006). These studies consistently indicate that teachers’ feelings of distance or lack of influence affect their motivations to engage both interpersonally and academically with students.

Once you have explored your own feelings about the relationship, you can gather data you need to improve the relationship (see Chapter 7). What do you need to know about a student’s past relationships with teachers? Beaty-O’Ferrall, Green, and Hanna (2010) argued that when working with uninviting students, teachers need to empathize with students and cultivate feelings of compassion. Empathy is defined as “seeing with eyes of another, hearing with eyes of another, and feeling with heart of another” (Adler, 1956, p. 135, as cited in Beaty-O’Ferrall et al., 2010). Once we have developed empathy for our students, then we can begin to reframe our understandings of uninviting behavior and develop more adaptive patterns of interacting with students.


Both Scott and Faith conceived of their influence on students as something distinct from their ability to control students.

In what ways do you attempt to influence your students without trying to control them?



SELF-COMPOSURE: UNDERSTANDING THE DIFFERENCE BETWEEN RESPONDING AND REACTING

Developmental approaches to classroom discipline often reflect an understanding of attachment theory and the ways in which children develop working models of adult-child relationships (Watson & Ecken, 2003). Central to an attachment perspective on student-teacher relationships is the belief that students bring to the classroom schemas, or models, about the nature of their social world and of social relationships. Attachment theory describes the ways in which children come to trust adults as a function of how frequently and warmly parents respond to their demands. Parental relationships then create lenses used by children to interpret future relationships with nonparental adults. Children who experience insecurity in their parental relationships often experience direct exertions of parental authority in addition to harsh or unpredictable responses from their parents to their demands. From this perspective, when teachers attempt to control students’ (mis)behavior through the use of rewards or consequences, it can result in exacerbating problems in the teacher-student relationship because it confirms insecurely attached children’s worldview that the world does not respond to their needs or will respond in a harsh controlling manner.

It is important to remember, however, that the process of bonding with students is more complex than simply responding with warmth. Not all students are inviting of relationships or easy to interact with. Any parent who has had a colicky baby knows the challenge of responding with warmth to an infant who pushes away from you and screams for hours. When children enter school, they enter with their own motivations, values, and skills for relationships with teachers that can move them toward relationships with teachers, move them away from relationships with teachers, or move them toward conflict with teachers (Birch & Ladd, 1997; Ladd, Birch, & Buhs, 1999). The reality is that some relationships in the classroom will feel uninviting because they require us to actively pursue students who withdraw from us, or they require us to manage emotions that emerge during conflict and are often intense.

To develop relationships with uninviting students, we may need to retrain our natural way of interpreting conflict in the classroom. Social psychologist Mark Leary (2004) argued that we are “wired” to monitor our environment for clues that we are not being accepted. When we receive them, we feel hurt and we have instinctual responses to feeling hurt: Sometimes we want to strike back and hurt the other person, sometimes we want to give in, sometimes we want to break away, and sometimes we simply shut down. It is hard to imagine that we could feel hurt by the things students say and do, but subtle resistances to our attempts to cultivate relationships with and among them and to the curriculum we so carefully planned can be interpreted as a form of rejection.

Early studies of teacher-student conflict found teachers can misconstrue students’ exuberance for hostility or their silent respect for sullen resistance (Hargreaves, 1998). These judgments, in turn, can affect the emotions we experience as teachers and the extent to which we enact caring behaviors. For example, Jere Brophy and Mary McCaslin (1992) found when teachers interpreted the source of behavior problems as a lack of competence rather than a student’s attempt to usurp control in the class, they tended to respond with more caring. It is important to remember that our perception of what is happening in our classroom may not be calibrated with our students’ perceptions. One misinterpretation need not define a relationship. However, when students and teachers repeatedly label each others’ behavior as the result of some stable, internal characteristic that lies outside of their control (Weiner, 2000, 2007), discrete feelings of disrespect can become more global judgments of students as disrespectful and teachers as mean. Assuming a deficit perspective on a relationship with a student (i.e., a student imbues an inherent shortfall) can lead to teachers changing, and in fact lowering, their standards for student performance and the quality of their instruction (Ford & Grantham, 2003).

It is important to remember, that students (mis)behave for a variety of predictable cognitive and social reasons. Younger children, in particular, may violate our norms for behavior simply because they either have not acquired the norm (i.e., they don’t know how to behave), or they have not learned how to coordinate a variety of norms (i.e., they can’t figure out how to control their behavior around their friends). As we mentioned earlier, students may (mis)behave because they are trying to meet an unmet emotional need: the need for attention, for love, for competence, or for control. And children and adolescents also may (mis)behave when there is a lack of congruence between behavioral expectations at home and school or simply because students are testing our limits or boundaries to learn more about their world and us. Watson and Ecken (2003) provide several recommendations that are positive examples of teacher responses (see Figure 8.1).

Children and adolescents rarely intend to hurt, frustrate, or offend their teachers. When dealing with uninviting or disruptive behavior, we first need to figure out how to get ourselves composed (Chang & Davis, 2009). What does it mean to be composed? Composure involves moving to a state of calm, self-control—a place where we can respond to students productively:

 

Learning to express strong emotions, like anger and frustration, respectfully and selectively is a learned behavior. You don’t have to be a victim of your emotions. You can choose your response. You don’t have to react. And as you make those choices, your children are watching and listening. You are their role model, teaching them with your words and actions what adults do when faced with a rush of powerful emotions. (Kurcinka, 2000, p. 37)

Often, our instinctual reactions to avoid children who are uninviting, to confront children who are disrespectful, or to control misbehavior with reward or consequences result in reinforcing the exact behaviors we are trying to eliminate.



	Figure 8.1
	Recommendations for Responding to Problem Behavior When Teaching and Reminding Students Is Not Enough
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Source: Watson & Ecken (2003, p. 184).

Solving relational problems, connecting with uninviting children, requires us to deploy our own critical-thinking and problem-solving skills. When we model gaining composure over our emotions, we model the difference between mindlessly reacting to our environment and meaningfully responding to individuals.

Gaining composure can involve active relaxation techniques (e.g., taking a deep breath, shaking it off) or it can involve taking a break (e.g., having the student sit in a safe, quiet place). It is from a stance of self-composure that we can use interpersonal conflict with a student as an opportunity to teach new skills. When we help students to understand interpersonal conflict, we develop their abilities to be better problem solvers. During conflicts, we learn that others have had different experiences from us, that they see the world differently, and that they use different strategies to feel safe. From a stance of self-composure, we can help students learn that feelings change; anger can be resolved, and hurt feeling mended. And we can help children learn how to teach others how they want to be treated. From a stance of self-composure, we can teach children those words they need to talk to adults and peers, how to speak in a tone of voice that is assertive not aggressive, and how to accomplish their goals in appropriate ways.

INTERRUPTING CYCLES OF RELATIONSHIP CONFLICT

Gaining self-composure is merely the first step in developing adaptive patterns of interacting with uninviting students. Part of retraining our natural ways of interpreting conflict with students is learning to act in a way that projects the kind of relationship we want to have with them. In the following section we offer strategies that consistently surface in the literature for improving problematic relationships.

Positive Intent

Once we have gained self-composure, it is important to reappraise students’ behavioral transgressions as unintentional mistakes. When we view (mis)behavior as a mistake, we create opportunities for teaching and learning. We express empathy when we remember that students want to feel competent in school, want to feel autonomous and in control of their behavior, and fundamentally want to be connected to their classmates and to their teacher. Bailey (2000; see also Chang & Davis, 2009) argued that teachers’ develop predictable trigger thoughts, or less adaptive ways of judging student behavior, that hinder in our abilities to offer positive intent to students. Trigger thoughts often magnify situations and make them appear more unstable and problematic than they really are (see Chapter 6 discussion of positive intent and trigger thoughts).

It is important to keep in mind that uninviting behavior often reflects students’ attempts to protect themselves from a real or perceived hurt they are about to experience. Watson and Ecken (2003) argued that it is really important to resist the urge to be punitive: “Seriously misbehaving students in her classroom had experienced plenty of punishment in their young lives and … it had neither helped them become caring and responsible nor had it kindled their love of learning” (p. 158). As we mentioned in Chapter 4, we can adopt a nonjudgmental, nonblaming stance by noticing behavior that doesn’t work for us: “I have a problem,” or “This behavior doesn’t work for me.” We can then offer students positive intent: “I know that you want to be successful in this class.” “I realize that you need to feel in control of your learning.”


Consider Scott’s approach to Ashwana.

What are the barriers to his offering positive intent to other students?



Private Signals for Problem Behaviors

Part of offering positive intent is believing that uninviting students want to change their behavior. Watson and Ecken (2003) reminded us that the goal is to work in partnership with our students to develop more adaptive ways of interacting. It is important to remember that changing our patterns of interacting with others is difficult work. Students will need support including subtle reminders and cues to prevent and cope with (mis)behavior. Consider how you can create a verbal or nonverbal system that alerts students to the fact that you notice they are engaging or about to engage in a problem behavior. Reeve (2006) referred to the private signals and attempts to redirect students as gentle discipline.

Modeling and Facilitating Relationship Repair

Students need to understand that classrooms are places that are safe from harm including physical, emotional, and social. However, as we learned in Chapter 4, conflict is a natural by-product of learning to interact with someone who is different from you. Therefore classrooms need to be places where we model for students how to repair relationships; this includes acknowledging when we misinterpreted their intentions, when we lost our temper, or even when we forgot to follow through on our commitments.

Coping in the Moment With Harm

What can we do when one student’s misbehavior results in harming another student in the classroom, or in harming us? When students harm each other or their teachers, we can use that situation as an opportunity to teach them how to take another’s perspective, to help them develop empathy and compassion for another person, to help them to understand the obligations we have to the people in our community to treat them with respect and dignity, and to provide them with an opportunity to repair the relationship.

When something hurtful happens in the classroom, we must begin by remembering that students need time to work on reducing the intensity of their emotions. It is important to teach students that they can be in control of their own emotions—that they can become self-composed. When harm happens, students may need space away from you or from each other. Finding safe places in your classroom or with another colleague for them to gain composure is critical.

When something hurtful happens in the classroom, we also need to remember that uninviting students often need reassurance that, despite their behavior, they belong in the classroom.

 

Once she got control of her own emotional response, [she was able to] provide her students with a very deep kind of reassurance—the reassurance that she still cared about them and was not going to punish or desert them, even though they had done something really bad. (Watson & Ecken, 2003, p. 142)

Teachers can model productive relationships by reminding uninviting students that we all forget, we all make mistakes, and we often hurt people we care about—but we do not have to be defined by those moments (Davis, 2006).

When something hurtful happens in the classroom, students also need time to think about how to make it better. We often want students to make amends on our timetable. However, processing why a conflict happened can not only take children and adolescents longer than adults but may also require some support to think through the situation. And teachers need to remember that students are not always capable of identifying how to repair a relationship with them or their peers. They may need ideas for how to respond and specific words to say.

Modeling Restitution

Watson and Ecken (2003) argued that in caring communities when we harm one another, we have an obligation to repair the harm we have done. Sometimes accepting responsibility and saying that we are sorry is not enough. We model restitution by choosing to engage in behaviors that amend the situation. Restitution provides children with an opportunity to learn that they can change how they see themselves and how others see them. Acts of restitution can involve fixing things that were broken, following through with a commitment, or providing help.


In what ways does Faith model restitution with her students?



COPING WITH INTENSE OR PERSISTENT MISBEHAVIOR

What happens when you feel like you have tried everything? You have devoted time to reflecting productively on how to modify the design and structure of your classroom to meet his or her individual needs (see Chapter 7), and you have devoted time to reflecting productively on how to improve your patterns of interacting with students. Nothing seems to work. In 1977, Glasser (1977) developed a multistep process for coping with persistent misbehavior. Because it somewhat depersonalizes the interactions you have with a student, it is important to remember this framework is “meant for use with students who persistently violate rules that are reasonable and are administered fairly by teachers who maintain a positive, problem solving stance” (Brophy, 2006, p. 35).

When updating these steps (see Figure 8.2), Brophy emphasized the importance of Step 7: following up with relationship repair. Even in the face of persistent misbehavior, as teachers we need to reassure students about our deep understanding of their goodness and our desire for them to be a part of the classroom. As Faith reflected in Chapter 2, because our students’ behavior may not improve during the year we are with them, we may not realize how our consistency and reassurance contributes to positive change in the long term. “You know, sometimes the dreaded student, they’ll come back years later and they’ve just matured and everything is going fine. It wasn’t as hopeless as you thought.”

EMOTIONAL LABOR AND COMPASSION FATIGUE

To care for students requires a great deal of emotional understanding and emotional management, often referred to as emotional labor (Hargreaves, 1998). It can take months to develop productive relationships with uninviting students (Watson & Ecken, 2003). To end here would fail to acknowledge a tension in the caring teacher literature in that teachers who care more may be more prone to feeling emotional exhaustion, to becoming burnt out and to leaving the field. Initially studied among service workers, emotional labor was defined as the experience of employees when they are required to feel, or at least project the appearance of, certain emotions as they engage in job-relevant interactions (Hochschild, 1979, 1983). Early findings showed that when employees were required to display an emotion (e.g., compassion) that was inconsistent with what they were really feeling (e.g., anger) they were more prone to becoming emotionally exhausted. Emotional labor can also involve being aware that you are consciously trying to change your emotions or actively trying to fake feeling or expressing an emotion that you know is more appropriate. This type of suppression can occur when interacting with challenging students. When studying labor in other service professions (e.g., social work), researchers have found emotional labor also predicts feeling burnout and attrition from the field (Chang & Davis, 2009).



	Figure 8.2
	Steps for Addressing Persistent Behavior Problems
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Source: Glasser (1977); updated by Brophy (2006, pp. 35–36).

Alas, we view emotional labor as an inherent component of teacher-student relationships. This is because, as teachers, we serve a socializing role. We help students interpret and understand their own emotions, the emotion rules for different social and academic situations, and we provide them with opportunities to practice monitoring and managing their emotions (Thompson, 1990, 1991). Students, however, are in varying phases of acquiring cognitive and social skills and may be less skilled in the work of relationships. Even as they age, the task of helping children to regulate their emotion experiences and emotion displays becomes no less complex for teachers of preadolescents and adolescents. Though students in middle and high school are likely to be more adept at identifying their own emotions and are likely to have acquired knowledge about display rules, in a single day middle grades and high school teachers may encounter more than a hundred students who are struggling with their own emotion management. And as if this were not enough, as teachers we are asked to develop our relationships with students en mass. Our expression and nonexpression of emotions occurs in a shared space where one interaction may be observed or discussed by the other students in the class. It is for this reason that teaching requires tremendous amounts of energy to know what we feel, why we feel it, and what are our underlying goals for expressing or not expressing an emotion for an individual student as well as to the class (Chang & Davis, 2009).

Compassion Fatigue

It is important to remember that to be a caring teacher, we need to identify ways to care for ourselves (Ben-Ze’ev, 2000). This involves learning how to create healthy intellectual and interpersonal boundaries and to identify sources of support that we can employ when the task of caring for a student, or a group of students, is beyond our resources. A critical element of adaptive coping with disruptive behavior involves knowing when to seek help. Compassion is an emotion we experience when we perceive that we understand the depth of another’s suffering combined with the desire to alleviate it. In the field of social work, Figley and colleagues (Figley, 1995; Radley & Figley, 2007) argued that the experience of compassion is essential in order to be able to develop rapport and empathize with clients. Are teachers at risk for compassion fatigue? We believe so. Empathizing with children who are experiencing crisis in their lives brings with it certain risks for teachers. Consider this statement from Perry (2003):

 

All too often the adults are working in difficult, resource-limited situations. The children may present with a host of problems that can confuse or overwhelm their caregivers and treaters. The pain and helplessness of these children can be passed on to those around them…. [T]rying to work in a complicated, frustrating and often “insensitive” system, feeling helpless when trying to heal these children—all can make the adults working with these children vulnerable to develop their own emotional or behavioral problems. (p. 2)

Compassion fatigue happens when teachers take on their students’ problems; become mentally, physically, and/or emotionally exhausted; and develop feelings of hopelessness and disconnection from their students and colleagues. Teachers experiencing compassion fatigue may question their effectiveness as helpers and doubt their purpose as teachers. Compassion fatigue can come on quickly and with little warning. It can be the result of exposure to a single traumatic interaction with a student or as a reaction to one intensely disruptive relationship. Five factors have been noted as contributing to compassion fatigue:


	Poor self-care

	Previous unresolved trauma (e.g., with former student)

	Inability or refusal to control work stressors

	A lack of satisfaction at work

	High levels of suppressing stressful emotions (e.g., anger, frustration)



We believe teachers need to monitor for symptoms of compassion fatigue; know your stress cues. Are you the kind of person that becomes impatient with students when you are stressed? Do you begin sounding like a drill sergeant? No matter how hard you promise yourself at the start of the day that you will not yell, do you find yourself yelling by the end of the day? Monitoring these feelings and behaviors can allow you to seek the support and care you need to feel compassion for your most challenging students. Ultimately, we are on the frontline of service for our students who face challenging circumstances in their communities and families. However challenging it may be to interact with students in crisis, they need our support the most. Without compassion, problem students are likely to become alienated from their teachers (Finn, 1989) and feel less motivated in school (Cornelius-White, 2008). We hope teachers experiencing compassion fatigue will seek the support they need, both within the school and in their personal lives, to care for themselves so that they remain compassionate and continue to serve children in need.

Parker J. Palmer (1998) once wrote about his experiences teaching the “student from hell” (p. 43). He described being sucked into myopia and becoming shortsighted about his instruction and impact on students because he found himself focusing too much on the relationships that were problematic. He lost his center and found it difficult to look beyond his failures to connect. After the class was finished, the student serendipitously approached him and said it had been one of his best classes; then Palmer remembered that it is often hard to ascertain our impact in the moment, that our initial impressions can say more about us than about the student. Devoting time to reflecting on our classroom relationships often enables us to get out of the myopia and realize what is working in our classroom. Devoting time to reflecting on our classroom relationships is a form of self-care, permitting us space to acknowledge the struggles we all face as teachers to connect with uninviting students. Devoting time to reflecting on classroom relationships enables us to gain perspective on the factors that contribute to relationship conflict, to approach challenging relationships feeling calm and composed, and to model for students the appropriate way to build and sustain relationships.




CONNECT TO YOUR PRACTICE

Identify Your Trigger Thoughts

Chang and Davis (2009) and Bailey (2000) argued that relationships with students can turn sour when we get in to a pattern of judging student (mis)behavior that magnifies the problem and/or assume our students intend to defy our authority. Bailey (2000, p. 31) created a checklist of trigger thoughts, or thoughts that can distort a situation, making a situation seem more problematic than it is (see Figure 8.3).

For this exercise, think of a particular student with whom you felt the relationship was characterized by a lot of conflict and where you often felt angry or hopeless. Read the following trigger thoughts. Put a check mark next to the ones that sound familiar to you and may contribute to your angry/hopeless response.



	Figure 8.3
	Trigger Thought Checklist
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Source: Bailey (2000, p. 31).






CONNECT TO YOUR PRACTICE

Systematically Reflect on Student Relationship Quality

In this chapter, we argue teachers can feel empowered to improve their relationships with (and among) students when they take the time to systematically reflect on the quality of their relationships. As with the Davis ((2001b, 2006) research, this can simply be accomplished using a class roster and pushing yourself to reflect on your feelings of connection with each student.

In 2006, Melissa Newberry and I developed a protocol based on The Inclusion of the Other in the Self Scale (IOS, see Aron, Aron, & Smollan, 1992; see Newberry & Davis, 2008). The IOS is a set of nonverbal scales. For exploring closeness, two circles of the same size are used to represent the two individuals in the relationship. Melissa prepared a set of circles for each student in the class; one circle had the student’s first name on it, and the other said me to represent the teacher. The teachers were asked to place the circles on a line to indicate how close or distant they felt to each student in their class. Melissa carefully recorded the placement of the circles and the teachers’ rationales for their feelings. After rating the entire class, Melissa asked each teacher to organize the sets to range from closest to most distant and to reflect on any patterns they saw (see Figure 8.4).

Teachers in our studies also rated a subset of their classroom relationships for how much influence they felt they had with each student (see Davis et al., 2011; Newberry & Davis, 2008). For exploring influence, five circles of increasing size are used to represent the amount of influence an individual has. The circles of increasing size represented the teacher. Teachers were asked to pick a size (from smallest to largest) to represent how much influence they perceived they had over each student (see Figure 8.5).

Templates for completing this activity follow. Thus, to complete this structured reflection, you would need to take these steps:


	Copy the rating template so that you have one rating scale for each child in your class.

	Push yourself to list a rationale for why you feel this way about each student or why you perceive this level of influence for each student.

	Cut and sort the ratings from closest to most distant OR from most influence to least influence.
a. What patterns do you notice in terms of the students?
b. What patterns do you notice in terms of your rationales?

	Make a plan of action. Identify a group of students with whom you would like to improve your relationship. Use what you learned from your ratings, rationales, and organization to identify some strategies you could implement for improving relationship quality.

	After a period of time, repeat the activity. What has changed? What has not?








	Figure 8.4
	Measure of Feelings of Closeness
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Source: Aron et al. (1992)



	Figure 8.5
	Measure of Influence




[image: figure]

Source: Aron et al. (1992)






CONNECT TO YOUR PRACTICE

Guide for Productive Reflection on Relationship Conflict

We recognize that for teachers who see multiple classes of students throughout an academic day, systematic reflections using class rosters may produce an overwhelming amount of information to organize, synthesize, and interpret. Below, we offer prompts to support productive reflection (E. A. Davis, 2006) on relationship conflict.

Describe the Incident. Remember to describe the incident with as much specificity and accuracy as possible. Avoid using colloquial phrases and adjectives that are vague.

 

Connect It to Other Incidents. Again, try to describe other incidents with as much specificity and accuracy as possible. Dates and times may be important.

 

Draw Connections. Look across the incidents you describe. Can you identify common antecedents, consequences, underlying discourses? (See Chapter 6.)

 

Take the Child’s Perspective. Take a moment to reflect on and empathize with the student. How might the child’s behavior reflect his or her attempts to meet his or her need to feel competent, autonomous, or connected?

 

Clarify Goals. Take a moment to clarify your goals and your student’s goals. How can they be aligned?

 

Identify Strategies for the Future. Identify a tangible strategy, or strategies, you can implement. How could you change the classroom structures, tasks, or your behavior to improve your interactions with this student?

 



KEY TERMS

Boundaries/boundary setting: Institutional, intellectual, interpersonal, cultural, or personal barriers teachers put up that allow them to focus on the shared learning goals of their class and protect themselves from burnout.

Compassion fatigue: Feelings of exhaustion and disconnection experienced by teachers when they take on the problems of their students and colleagues.

Composure: Involves engaging in behaviors that move teachers to a state of calm self-control—a place where they can respond to students productively.

Dual relationships: A relationship between a student and a teacher that becomes personal rather than professional; they can lead to positive student impact but can also lead to teacher burnout.

Emotional labor: The feelings of burnout and fatigue teachers feel when they are frequently asked to display emotions that are inconsistent with what they actually feel (i.e., suppressing anger).

Empathy: Considering the feelings of another; it can be used by teachers to connect with uninviting students.

Gentle discipline: Developing a system of private signals that attempt to redirect students when they engage in problem behaviors.

Influence: The degree to which a teacher feels he or she can impact an uninviting student.

Positive intent: Efforts by a teacher to offer student a positive behavioral choice after the student has misbehaved.

Productive reflection: A teacher’s efforts to reflect in a focused and systematic manner on the quality of his or her relationship with each of his or her students, particularly students who are uninviting.

Restitution: Attempts to repair a relationship or situation after harm has been done.

Self-composure: Efforts by a teacher to remain nonreactive in the face of strong emotions; it can be used to model positive reactions to students.
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Step 1. List your typical reactions to student's disruptive behavior.

Step 2. Analyze the list to see what techniques do or do not work and
resolve not o repeat the latter.

Step 3. Improve your relationship with the student by providing
addiional encouragement, asking the student to perform special
errands, showing concern, or implying that things will improve.

Step 4. Focus the student’ attention on the disruptive behavior by
requiring the student to describe what he or she has been doing. Be
sure the student describes the behavior acourately. Then, ask the
student to stop engaging in the behavior.

Step 5. If the disruptive behavior continues, call a short conference,
and again have the student describe the behavior. Then have the
student state whether the behavior is against the ules or recognized
expectations, and ask what he or she should be doing instead.

Step 6. If necessary, repeat Step 5, but this time add that the student
will have to formulate a plan to solve the problem. This plan must be
more than a simple agreement to stop the behavior. It must include a
commitment to positive actions designed to eliminate the behavior.

Step 7. Ifthe problem persists, isolate the student from the class unti
he or she has devised a plan for ensuring that the rules will be
followed in the future, gotten the plan approved, and made a
commitment to follow it. Attempt to repair the relationship when the
intensity has subsided.

Step 8. I it doesn't work, the next step is in-school suspension. Now
the student must deal with the principal or someone other than the
teacher, but this person will repeat Step 5.

Step 9. If the student remains out of control or does not comply with
in-school suspension rules, the student’s parents are called 1o take
him or her home for the day, and the student resumes in-school
suspension the next day.

Step 10. Students who do not respond to the previous steps are
removed from school and referred to another agency.
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He orshe s just dong that o annoy me.
He orshe s detiberataly tying to dey me.
He orshe s tying to drve me razy.
He or she s tying o push my butons.
He orshe s tying to intertioraly une s out
He orshe s tying o embarass me.
Heorste s tying o wesr me down o Tl g n
He orshe s tying to manipubte me.

Dour Trigger

TYour Trigger]
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o olelusooced

Labeling

T can't stand this one minute longer!
This behavior is intolerable!
He or she has gone too far this time!
He or she never listens!
He or she never stays on task!
How dare he or she speak to me that way!
He or she tums everything into a power struggle!
This is a nightmare!
[Your Trigger]
[Your Trigger]

This is getting out of control.
This fs just plain maniputation.
He or she is lazy.
He or she is stubborn.
He or she is disrespectful.
He or she is ungrateful.
He or she doesnt care about anyone but himsel
He or she is a mean/cruel kid.
He or she is such a smart mouth.
[Your Trigger]
Your Triager]
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Environmental
Interventions

The purpose of these interventions is to increase structure in
the environment to meet ADHD student’s needs for clarty and.
predictabiy.

Strategies That I'd Like to T/

Make changes
to the physical
environment

Consider the physical seams in your instruction. How do
students move about the classroom and how can thelr
movement be distracting?

Evaluate
stabilty of
instructional

Consider whether more routines and rituals are needed to
provide clear expectations and consistency. Consider how
often exsting routines and rituals are interrupted. How can
you develop procedures to support students during
interruptions to routines and rituals?

Specify
predictable
transition time

Consider developing clear expectations and routines for
ransition times (i.e, between classes).

Integrate
visual aids

Consider the integration and placement of cues as reminders.

Reduce noise
level

Consider the volume of talk n the classroom. What are ways
to reduce the noise level without reducing activity and/or
engagement?
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Modify seating

Consider implementing preferential seating, seating that is
proximal to teacher, to peers that help maintain focus, and
away from high traffic, distraction areas.

Modify desk.

Consider the benefits of elevating the summ(s desk to allow
for completing work either seated or sta

Glor-coded
folders

Consider the benefits of introducing color-coded folders to

Provide study
cartels

Consider the benefit of using folders as provisional study
carels.

Consider modifying instructions to be short, specific, and
avoid giving multiple steps all at once.
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The purpose of these interventions is to increase the frequency.
of appropriate behavior while decreasing the frequency of

Behavioral | inappropriate behavor through the use of eiforers or Strategies That Id Liketo T/
Intenvntions | punishments. Stuatagies That

Time out

Contracts

Response costs

Token

School-home
notes

‘management
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Encourage students to feel empathy and, if necessary, help them think of
ways to make reparations for the harm they have caused.

Encourage and give students time to think about the causes of their
actions, and challenge their efforts to blame others for their own misdeeds.
Assume that students want to behave well, and remind them or redirect
them in a spirt of helpfulness.

When students don't change their behavior following a helpful reminder,
consider ignoring the behavior if further action would be more disruptive.
Other possible actions are reassessing the situation, directing students to
a quiet place for reflection, discussing the situation with a student at a later
time, and reaffirming your commitment to thern.

For extremely volatie students or in a situation that feels out of control,
seek help—or example from the school psychologist, principal, or special
education teacher.

If its necessary to ask students to leave the room, consider preparing
meaningful work for them to do while out of the classroom.

Be sure to reconnect with students when they return and discuss ways to
make it possible for them to remain in control and in the classroom.
Prepare students for substitutes and student teachers. Remember they
have come to depend on your support to cope with classroom challenges.
Hold a class meeting after the class has had a substitute or student
teacher to discuss successes and rough spots.






OEBPS/images/page164-1.jpg
Create
procedures for

Consider ways to help students cope with impulses that stem
from not feeling competent. This might involve integrating a
“Please help me” card that quietly signals you that they are
struggling.

Consider ways to promote students engaging i self-
monitoring and self-correction such as answer keys, audio
recording, sel-graphing of progress.

Consider ways to use class time, before and after school, and
during free periods and the use of support staff and parents
to increase your ability to provide student with 1:1 support.

Consider ways to introduce peer tutoring

Consider ways to distribute note-taking responsibilites across
the class as 2 way to provide peer note taking. Consider the
benefits to all students of learning how to take notes that a
peer can understand
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16.

17

18,

10.

20,

Room setup: Arrange desks in discussion cirde or small
groups. Please arive 2-3 minutes prir o the beginning of
class 10 set up the room.

Breakdown: Arrange desks back into rows, erase witeboard.
Please plan on staying 2-3 minutes afer class end.

Memory keeper: Responsible fo seting up fip car at the
start of class and breaking it down at the end of class. Portions
of class will be uploaded to our Learning Management System
(L) site.

Timekeeper (2iobs; st and second halfof lass): Review
agenda and monitor im for the class and instructos.
Timekaopers nacd to be asserlve: ‘Excuse me ...."

‘Group discussion moderator (4-5 obs per css): Fesponsitie
forleading the group's discussion of the artices/data.

Group scribe (4-5 jobs per class): Responsibl fo recording
the synthesis of the group' discussion, presenting t to dlass,
and posiing the synthesi to the LMS site. At the begining of
the class, the group scribe should etreve a VGA cable for
projection.

Technology poirt person: Serve as primary cortact for studenis
when they have a queston about the technology; s person wil
montor the technology questions posted 10 the LMS sie.

Child development point person: Serve as primary contact
for students when they have a question abou the course such
as readings, posings,rflecions etc.; moritr the course
questions posted to the LMS site

Job scribe: Record the jobs for the following woek and noify
students in the class of thei responsibles. Teach the future
ob scribe how to record jobs.

Groter: Responsite for conneciing with each studen during
class o find out how ho or she is doing that day. Greeters
attempt to connect with studsrts pror o the start of cass and
during the break. Please arrive 5-10 minutes early.
‘Commitments scribe: Record the commitmens students
worked on for that wek; check i on students who reported
fooling stressed. Noffy nstructors of absent students. Teach
the future commitment scrbe how to record commitments.
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21.

22,

23,

Well-wisher: Contact students who were absent (type of
attendance position) and update them on what was covered in
dlass and readings for the following week.

De-stressor: Responsible for designing a 2-3 minute activity
to de-stress and refocus the class (breathing, stretching,
visualization, etc.).

Clarifier: When we transition, this student is responsible for
asking questions on behalf of the class and clarifying for the
dlass his or her understanding of what will happen during
transitions and when previewing homework. At the end of
dlass, the clarifier will send an e-mail out to the class about
how to be prepared for the next class.
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Toachers boove they can make Toachers undarstand he ol parson
“Chidren bahave, oy can chango s thomsalves.
Thetoacheris tho sielader and Loadorsipis sharodin the
ks rosponsibiy o ll paporwork lassroon: stodents facitao ho
“and rganizaion. iy cperaion of o cassroom.
Studeotsare slowed ited Stdons sharscassroom resporsvis:
responsiitios wiha fow studris al studonts bocorme integral pars
sorving a a toacher's hlpor. ofhe management of the lassroom.
“The desir fo psiive rolationships
lassroom s govem the eachar’s ‘ovoms classroom behaior and
‘and he sudents betavior, rostes the coment for
Consocquencs arofed or all ‘awilingness tochange bohavir.
“sdont. ‘Consaquences roflect indvidual
Managomentisafomn of oversight “dheronces.
Mansgarmentis & fom of uidance
Toachers avoid conficts by using Teachos vew cofict asancpporrty
rowards (bibes) consaqences o connct with and teach chidren
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Discipine comes rom he teacher Discipine comes from he sl
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No running—use your walking feet.
No poking eyes out or pushing.

Talk to your friends icely.

Say [you are] sorry.

Save kisses for mommies and daddies.
11 Keep your hands out of your mouth.

Wash hands with soap.
No calling names or using poty words.
Sit quietly on the rug with a bubble.*
Share.

Listen to your teacher.
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Performance Phase
Self-Control
Imagery
Self-instruction
Attention focusing
Task strategies
Self-Observation
Self-recording
Self-experimentation
Forethought Phase
Task Analysis Sel-Reflection Phase
Goal setting Self-Judgment
Strategic planning Self-evaluation
<:| Casual attribution
Self-Motivation Bellefs
Sel-efficacy Self-Reaction
Outcome expectations Selt-satisfaction/affect
Intinsic interest/value Adaptive/defensive
Leaming goal orientation
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“The singe greates actr that leads 1 teacher burnout is deaing with student bohavior
(Fredman, 1995). Look at the satemants bolow and decido on a scale o 1 Never 10 1o
5 Abvays trus the extent to which the statement refecs your bl sbout the nature of
lassroom management.

Never ~Sometimes Aways
e e e

1. Its more important for my sudnts o learn to cbey
ules than to maka their own decsion. 12 3 4 5 6

2. My students can bo rusted to work together witout
Suporviion.......... 12 3 4 56

3. Being fendly with my sudnis often leads them 1o
become oo familar 12 3 4 5 6

4.t s imporant to me o iy o undarsiand the.
reasons for my studors’ misbehavor. 12 3 4 56

5. If my students use obscene or profane anguags st
achol, | conside it a moral fense..... 12 3 4 56

6. 1 rospact the doas of my students even when | &0
ot agree with them. 12 3 4 586

7. Too much of our class timo s alveady spont on

uidanco acivilies at the expense of my students’
acadomicpreparatn. 12 03 4 56

81 beve establching mutual respect and

understanding is more efiecive than estaishing

contrling sructures n onsring ofoche classroom
Sepiwim s Sy B a e 86

9. In my experince, students often misbehave in
ordor 1o make thei teachor look bad... 12 3 4 56

10. In my experience, empahizing with siudants wil
onhance their rust in m 12 3 4 58

1. 1fnd s often necessary 10 remind my studerts
that their status in school afecs mine. 12 3 4 5 6

12. 1 would ie o treat my students as friends so that
wo can b dlose o each oth 12 3 4 56

15. In my experionce every class has  few studenis

o ar st young buio s bo e
accordingy..... 12 3 4 56

145 Wy sidnds can deinguh boween rght and
wrong and behave appropritaly.. 12 3 4 56

15. In my exparionce, sudent governmants are good

safey valves, but_shoukd not have that much
influence on achool polcy. 12 3 4 56

16. 1 bliove my students shouk bo ghven the maximum
opportunty b expross thamsohws i our dassroom.. 1 2 3 4 5 6
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Strongly
disagree

strongly

Group Processing—Eftect on Indvidual

1. Atthis point in the school year,
Ihave a positive atttude about
group work..

2. Ivalue my group as a resource for
learning.

3. As a result of group work |
Improved my group-bulding skils..
4. As a rosult of group work |

Improved my problem-solving
kil .

agroe
6 7
6 7
6 7
6 7
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‘Studonts Wants

Studonts” Noods.

Phase 1: Disinterost
In Phase 1, students wil epart | Students want Students nead teachars to
they aro ot good at the subject | teachers o offer hem a Imited.
(main, reacing,etc; ey tink | understand how | number of concrete
oarming e subjectis a bt of | hard th new activiy | strategles and suggestions
Work, and they do not rewiso or | Is for them to they can use when
rovisit conlont—mostly out of understand. They | beginning to approach (get
confuskon about how fo approach | want teachars to | started) on tasks.
the tasc help them develop.

stratogis that wil

‘maka understanding

the task easior.
Phase 2: Interosted In Dolng It
“Right"
In Phase 2, students wil ba Students want Students needtobe.
‘concarned abou doing tasks the | teachers to provide | encouraged to ind thelr

Tght way' ey saek (0 ploase
helr taachr; hey wil put work

them with concrete
strataglos for howto

‘own ways of soing
problems, thelr own volce

nlo he subjoct butno more than | accomplih tasks. | When witing, their own
thay put ito other assignments, parspacives. Students
and they wilrevse orrevst noed toachers to move
content i an efort o ncorporate. them away from the bellet
taachers'direct comments. thatthe taacher’s way Is
the only ight" way.
Phase 3: nterost as Enjoyment
n Phasa 3, studns fool Studnts want Studoris noed toachers
‘conneciad 1o the subject matter | fraedom to ba. Who can “tempar thelr
and wil considor themsalves | aulonomous—to | enthusiasm for thok way of
“g0cT wrltrs,foaders, or good | @xpress thaif own | doing 1ngs” (p.82) With a
at math. Thoy wil gladly spend | voice, o solve broador understanding of
e working on projects, botnfor | probiems thelr own | 1he mlle perspectes,
‘school and for personal Way,andtohave | audencos, power
enjoyment. They revise a great | thel perspectve | siucturos, and shared
deal, mosty o ‘make I sound | valiiated. understandings n the ikt

1ight 10 themsoves. Thay
‘appreciate recogntion of thelr
work and disike feedback when
1t foels ke the commentalor fs
rying 1 tol hom how to wite.
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Phase of Interest

Students' Wants

‘Students’ Neods

Phase 4: Interested In
Excellence

In Phase 4, students have an
awareness of thelr place In the
greater field. They gladly spend
time working on projects, both for
school and for personal
anjoyment. They gladly revisit or
fevise to not only Improve the
product, but also thelr skils. They.
‘welcome all constructive
feedback and will et frustrated
when only praise Is offered with
o suggestions for improvement.

Students want to find
‘abalance between
thelr need to be
‘autonomous, to have
a voice, and thelr
personal standards.
and to meet more
‘widaly accepted
standards, convince
an audience.

Students need thelr
teachers to continue to be
challenged, to practice and
Improve thelr skills and
widen thelr repertoire of
strategles, and to continue
10 recelve and Interprat
constructive foedback on
thelr work,
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Ratfecton your mpit belfs about relationshps.

D0 your ntitve belles about classroom managemant san more toward growt or destiy?
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Show how often th ollowing statemeants ara rus for you, o do this, circla ona.
of the answors undeneath each statement.

Nover = 1

oncein  Pretty
Newr _awhle _often

Vory
often

1Ko playing sports.. 1 2 3
1get good marks In class.
Igot called names by others. 1

116 1o make ffonds......

Iplay up in class.. 1
1ol 1 can't trust ohers 1

1get pickad on by ofhers.

9.1am part of a growp that goss
found toasing othars..

0.1kt o people who arebelng
harassed.

11.11ke to make others scared of me. 1
13.1got into fihts at school.
15. 1 sharo things with others.
16.1enjoy upsetting wips...

17.11K6 to getnto  fght wih someone.
Ican easty beat. 1

18. Ofhors maks fun of me.
19,1 got it and pushd. 1
20.1 enjoy helping otners..

NN S B 8RB
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The ollowing quastions ask you about your fosligs and experioncos as ey roklo 1o
group work I this class. Pleasa ato he staements a5 o how srongly you agree or
disagroe with each tatement using o folowing scale:

Strongl disagree - 1

Moderatey disagree = 2

Signty disagreo = 3

Noutral - 4

Signty agrea = 5

Moderatey agree - 6

Strongy agreo =7

Strongly strongly
Classroom Communtty dsagee <> agme

1. 1100l connacted to people n this
class. 12 3 4 5 & 7

2. I've mad frlends In this class

3. 1ol | M nfo this class...

4. I know ofher people well n this
class.

Group Procassing Evaluation
1. Overall sach of the group.
members contributed his or har
far share,
2 Ovoral, my group workad wl 09

. Typlcaly, my group understood
whatwe were supposad fodo..... 1 2 3 4 5 6 7

4. Overall, my group members
responded positiely to each
ofhers questions..

5. Typlcally, most group members
shared thelr own Idaas during
‘group wor

6. My group was successfulIn
finisning most o the tasks.
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Effective Praise Ineffective Praise
1,15 delvered contingenty. 115 Golvered randomly or
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2. Specties the partulars of o 2,15 rostrtod 1 gibal posiive
accomplstment ractons
. Shows spontanoly, variey and other | 3. Shows a iand uformiy, which
Signs of crecbity: suggest clear suggests a condtoned response
atanton o he students. mado it minma atenton
accomplshment
4 Rowards atanment of spocified | 4. Rewards mere partcpation whout
performance crteria (Which can consideraton of pertomance
inciude ofort creria, however processos or outcomes
5. Providos nformaton o students | 5. Provides no nformatin at allor
about telrcompetenca or he valua | gives students inormation about
ofther accompistments thor status
6. Oronts studonts toward bottr 6. Oronts studonts toward comparing
appraciaton of thelr own task-olatod | themsalvos wih ohers and inking
behaviorand thinking about proem | about competing
sovng
7. Usos studoni'own prior 7. Uses he acoomplshmens of eers
accomplishments as ho contextfor | s the conte o doscribing
describing present accompishmants | _studenis'prosant accompihments
.15 ghen In rocogritonof ntaworry | 5. 15 given withou rogard fo the ot
ofortor success at dfcu (fr his | expended of the meaning of the
studon tasks accomplshment (or his student)
o AEutos sucooss o ofor and abity_| . Afiiutos success 0 abily alono or
impyig hat silar 510008508 canbe | 1o extomal factor such as luck or
expoctod n o futro easy task
0. Fostors endogenous atiiouons. | 10. Fostors oxogenous atfbutions
(studonts bollove that thay axpend (studonis bollove that they oxpend
ofor on tho task bocausa thay anjoy | offort on the ask fr extomal
o task andlor want o dovelop ask. | roason—o please th foacher win a
olovant ki) comption o rowrds, olc)
1. Focuses studoris' atonton on their | 1. Focuses studenl'alenon on 1
oun taskcrolvant behavior toachar as an extomal authory
figuro who Is manpuiating thom
2. Fostes appreciaton of and desrable | 12.Inrudes Ino the ongong process.
atriutons about taskolovant distactng atenton from task-
behavior aftr he process s Tolovant benavior
completod
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Rolationships succeed and fall for a varity o reasons. Look al o
statomonts bolow and docido on a scale of 1= never 1910 5 = akays.
1 e extent 10 which the satement reflects your bkt about the
nature of reationshis (Knee et a, 2003)

Nevor  Aways
e e
1. Potential rlatlonship parinrs are ofthor compatil or oy aronol. 1 2 3 4 §
2. The ideal relationship develops gradualy over tme. ! INZIEHANE

3. A succasstul rlatonship s mosty a mattorof fincing a compatilo
pattner ight from the stat. 12345

4. A sucoosstul rolationship ovoles rough hard work and rosolution
of Incompatibites. 123458

5. Polental relaonship partnars aro offher destined to get along or
they are ot 12345

& A suczosstl elatlonship s most a matr of eaing o esoho
COnfcts Wi a patna....... S 1li2ialials
7. Rolatonships that do notstart o wel neviaby al. 12345

8. hallengos and obstacies In a rolationship can make ove even
stronger. 12345

5 I otk roltonsip ot meant b o, R il bocome spparent
very soon. 12345
1. Problamsinaroatonsipanbrng parnars coserogoth .123458

11. The success of a polential relatonship s destned from the very.
baginning. 12345
12. Relatonshipsoten allbecause people donolryhardenough....... 1 2 3 4 §
18. Tolast, a rlationstip must soem igh rom the tart... .12345
14, Witenoughaffot,aimost any relatonship canwork.. 12345
15, Arolatonshipnat doos not gotf 0 aporct sartwil neverwork. 1 2 3 4 5
16. Itakes alotoftime andfortocutivatoagoodrolationship. ] i2leals

17. Struggles at the bogining of a ralationshi aro a suro sign that the
roatcnship wi fl.. 12345
1. Witoutconict o e f e, relaonshps camatmprove.—. 1 2 3 4§
19. Unsucosssulrelaionships were nevermeantobe. 12345
20, Argumants oftan nablearlationshp oImprov... .123458

21. Early roubles In a rolatonship signly a poor mach betweon
partnors.. 12345
22. Successtul rolationships roquitareguiar mainenancs.... 123458
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Instructional
Intenventions

The purpose of these interventions is to increase engagement
in the task by modifying how instruction is delivered to better
meet the needs of a child with ADHD.

Strategies That Id Like to Try/
Strategies That Work for Me

Limit tength
of lecture

‘This might include collecting data on how long the student is
able to attend and breaking up instruction nto a series of
minilectures.

Modify curricul

Contextualize:
tasks

Consider ways to align the curriculum with students
interests. How can you sequence preferted and nonpreferred
tasks?

Tntroduce
novelty.

Consider ways to introduce novelty throughout  unit. This
‘might involve saving some new nformation introduced at the
start of a unit for later.

Tncrease
stimulation

Consider ways of introducing multimodal stimulation. Search
Google for images and YouTube for supplementary video and
autio.

Provide chaice

Consider ways to provide choice throughout the unit (i.e,
topic o fo

Tnvolve in
modeli

and/or
demonstrating

Consider ways in which verbal instruction may (imit students’
abilty to process information. How can you model or involve.
the student in modeling instructional content?
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Modify
directions

Short, specific directions; avoid giving multistep directions
all at once; check understanding; for actviies that require
exploration, teachers may need to make additional
interpersonal and/or environmental modifications such as
increasing physical proximity.

This might involve ilfing ey pis it you an
reinforce throughout esst

Consider evidence that the task is too challenging or to easy
for the student to complete. How can you moiy the task to
break down the complexity (provide supports) or increase the
complexity (remove supports)

If you cannot be in closer praximity, consider how you can break
down tasks nto a seris of single steps. Consider ways to teach
‘the child how to adapt worksheets one question at a time.

Break up task
length

A with lectures, ths can fnvolve breaking up lo
assigaments into a series of shorter tasks and mmpmmg
tasks with breaks, self-correction, or other tasks.
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The purpose of reflction activities is to synthesize across your
planning and monitoring data to evaluate the effectiveness of the
intervention and then make a plan of action for the future. Documenting My Problem Solving

Integration

you make sense of discrepant
behaviors?
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Calciate your score on the odd tems: Custodial beliss

16 B 2 o
R ]

Calcuate your score on the oven fems: Humanistic bolels
1 x 2 o
5 —— >

Rellecton yourrlsive emphasis on custodal o humanistic views of dassroom managemert.
Do your inuitive beliefs about classroom management lean more foward custodial or
humanistic?

How do you see these balefs enacted in your current classroom?
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The purpose of interpersonal interventions is to increase the
ADHD child's

Strategies That I'd Like to Try/

Interventions | monitoring of his or her behavior on other members of the ciss. | Strategies That Work for Me.

Procedures | This might include private signals andyor discrete cues for

for gaining | behaviors.

students

attention

Tncrease | This might include increasing your physical prodimity, and eye

immediacy | contact, and introducing appropriate forms of touch such as

behaviors | placing a hand on the student’s shoulder.

Voice control | See Reif (1993, p. 170)

Provide This might include making the student some Yes/No or A,8,C,0,

response | response cards or providing a small white board for him or her
rds to write down an immediate response.

System for | This might involve using a '.vnev on a watch or phone to

frequent | prompt you to check in with the student more frequently.






OEBPS/images/page161-1.jpg
This involves delaying your own impulse to provide corrective

back and praise at the same time. Might include camying a
notepad to record prase and/r corrective feedback to give at
2 atertime.

Gentle
discipline

T el s 51 comedin nd bl comsstpncas
(Reeve, 2006). It might require itegrating a system

reuent fedback o alow you t “tch” roblem hehavors
before they become  large disruption.

Self-
monitoring

wolves having the student use a clock or timer to
monitor his or her focus on a task, wait time for responding,
and impulse control Set short intervals and gradually work to
increase time.

Designate
one teacher
a5 adviser

This might involve identifying a former teacher who had
success developing rapport and helping student focus attention
in class to serve as an advocate. For middle grades and high
school students, this might involve having one teacher assume
Al ol 3 ol i o s o e
as an advocate for the stu
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Plnning

The purpose of planning activities is to develop a clearer
understanding of the student’ belies, perceptions, and needs;
carify your instructional and management goals; and select an

appropriate intervention.

Documenting My Problem Sobing

Step 1

Understand the saurce
of the behavior problem

What do you need to know about your
students’ background?

Behavioral
manifestations in the
dassroom

How will record the frequency of
behaviors, changes acros classroom
sattings, antecadents and consequences
etc? Do T need to make a chart?

Identify desired behavior

Try to set objectives based on the
frequencies observed in Step 1.

Set reasonable goals

Itis important to set attainable goals.
Consider the extent to which the
objectives you set are reasonable.
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Identify an intervention
(See Tables 7.4 through
7.7 for potential ADHD.

interventions)

What interventions seem to address
the source of the problem? Given your
personal and professional resources,
what interventions are sustainable?

Understand the

principles that underle
effective implementation

What informationresources do you
need to successfully implement the
intervention?

Elict student feedback

How can you frame this intervention
in a way that the student i invested
in participating?
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The purpose of monitoring activities is to
(1) collet data on your fideliy to implementing the intervention
overa sufficient priod of time and (2) collect data on changes in
the childs perceptions and behavior

Set reasonable.
evaluation period

Corsderimplementing during natual
shifts in the curriculum (
introduction of a new

how long it may take to see
improvements.

Monitor your
implementation of the
intervention

Consider your commitment and
willingnes to adhere to the principles

Provide feedback to

students (see concept of
ing")

“notici

Consider strategies to be more
systematic and frequent in providing
feedback during the intervention.






OEBPS/images/page158-1.jpg
Collect data

Consider designing a spreadsheet or
keeping a reflective journa to record
your behavior during the intervention.

Implementation

Did you modify the intervention along
the way?

Outcomes

What happened? Try to record at the
most granular level.

Student feedback

‘Consider the students’ perspectives.
How do they feel about the
intervention? Do they perceive it to
be supporting their leaming?

How might the child's behavior reflect
his or her attempts to meet his or her
need to feel competent, autonomous,
or connected?

Future orented

Given what you leamed, can you
identify 1 or 2 tangible strategies you
can implement?






