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howmudtpweneeureqmreatorecall
vagrant inattention, to stimulate suggish indif- '

) ferenoe andwrocuiyabsurdmlsappwhendon

—Samuel Johneon

-

We shape our buildings;
thereafter, they shape us.

L e ~Winston Churchiy

There is a difference between popularity and a

~  genuine helping relationship.

-—Kevin Ryan and Japes Cooper

And should you open your ears and listen,
you would hear your own voice in all voices.

~Kahiil Gibran




PREFACE ' - -
. Teachets, can justifiably *‘blame” inattentiveness, lack of effore,
distuptive behavior, .and general lack of cooperation on students’
personality traits or on the lack of support proyided by socicty, families,
and school administrators. But even in the face of unfavorable attitudes
' and conditions, teachers can still “manage to overtome seemingly
impossible’ citcumstances and elicit studerits’ attention, cffort, and T
cooperation. How can_middle and secondary school teachers achieve . ¥
suck a result? This is the question addressed by. Cooperation in the '
Classroom: Students and Teachers Together. P
This book is designed for classroom teachers. It is filled with
suggestions that are an outgtowth of the findings of numerous studies - '
-~ of behavior management and student efigagement, or paticipation, as. -
wel! as classtom ceaching, expetiencés. The strategies presented here
wete developed with the hélp(and cooperation of tte thousands of - |
students and reachers who have worked with®me over the past\N8 years. -
——-—1-am -most grateful to them as Iam o Barb Rice, who served asmy
' copyreader and advisor and--remai ed nearby to keep me conscious,of
| the everyday realities of classroom/ taachers working in less-thadsideal, —
. circumstances. - Lo _ ’ o

h)
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© ' FINDING. Lo

rd

. to make,

and

»

how much

. * vagrant inatterdion, 10 stimulg

YOURSELF . ..

be taught faster than he can leamn. -
that has ever undertaken to instruct «
tell what slow advances he has been able

it requires to recail

sluggish inditference,

- ¥ and to rectly absurd misapprehension. %

-
-

. W T e © —Samugl Johnson, Life pf Miton
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. Suppose with me for one terrible 10ment that you can ot of
and hear your students while you are conducting lessons, but yo
also read their thoughts, Now further imagine that, while leac
discussion séssion during a particular lesson, with your hewly acquired
mind-reading ability you observe the- following three students:

’ 1.’ Valeri¢ is quite bored with.the lesson and is catrying on a [lively

" .5 . saying..She struggles to formulate answers to questions that|are
" raised in the discussion. She doesn’t concern herself with thoughts
~ .of you of¥ the quality of t?e lesson.

conversation: with her friend Betty about the TV show she
* + watched last night. - I a
- 2. Laura locks at- you attentively; her thoughts arc filled \with -
% - admiration for you. She is not concentrating on the discussion so
, inuch as she is concerned with leaving a positive impression on -
~ ' you and fecciving. high marks. _‘ -
, 3. Katrina is listening intently to what you and other students)are

o)
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\Vltﬁ which one of thc tfmc students do. you febl most succcssful? :
Be honest with yourself. 1 hope your answer is Katrina. Her pamcrpa-
tion should maximize the lesson’s benefits Jfor her. ~ . . ®

A student like Katrina, who is particjpating_in a lesson" in thc '
manner in which 4t was desigried, is said to be™*‘on “task"’ (48)‘ or
“engaged’ (31) in the lesson. A student like Laura, who is. not
inyolved and participating in a lesson as it was designed, is said to be
“off task"’ (35) or “*disengaged’’ (9) in the lesson. A student like
Valerie, who is not only off task but is also vprc:\n:mmg~o’ﬂuzr students
from being on t3sk, is said to be “disruptive.” .

While it is highly unusdal for a teacher to prefer studénts to. be,
dnsmpnvc. unfortunately many teachers are not committed to maxmam-

® ing student engagement (13). Hcrc is an cxamplc - L

P—d\ . . ' - \

) ] . . i

- ° [ . - /

I attempting to explain a solution to a problem in<clas§, Mr. McDonald says, . .

. 80 wg know that y has to be Iarger than x." Amy mferrupts "But can't LX o
the square of a number be less than the number?"* Ot coursh not,” Mr. - 1 <
McDonald replids. Amy: “‘But the square.of one-haif is one-fourth and one- )

- fourth is less than one-half. Isn’t it?" Mr. MuDonald faeié a rush of-embarrass: .d{
ment in front of the class. He oqunencee no - satigfaction with Amy's astute =
observation bec-1se he feels that she has made‘hnm appear “stupid.” He

" resents her observations and tries to mask his’ embarrassment and resentment
by focusing on the fact that she interrupted him. “Amy, you &now you
shquidn't talk out without first being recognized,” he snaps. "I know that ohg-
half squared is one-fourth, bit we were talking only-abbut whole numbers.
That's something you weren't supposed tO know yet.” Amy: "Yes sir.'

*  Amy becomes quiet and does not interrupt again. Although she is nof ° °
disruptiye. she 1s nb lohger engaged in the lesson. She does not listen tothe . .
mathemapgal explanations as she oontinues to think about Mr. McDonalds'
anger.. * »

« Because Mr. McDoriald continues-1b feel .ermbarrassed, his explanatigns

become ‘more rambling and he repeats hnmselt The students sit politely #nd
think about other .things.

—— >

.e . ’ ) . - ¢

H 9 ‘ & Y
A srhool prmupal walking into the classroom just aftcr Mr. Mcbon- ‘.
ald ”put Amy in her place’’ would see no disruptive behavior angd ‘
", - [}

*Numbers in parentheses appearing in ‘ng .texe refer to the Blbl.ogmphy beginning on page 39,
__ \L . ' .
* 10 '
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might think thdt the class was qhitg attentive: However, teachers like
Mt. McDonald, who feel compelled to display their superiority over .
students, are unlikely to maintain high levels of student engagement
(33). | _—
. Where do your priorities lic? How committed are you to maintaini?xg
high levels of engagement for all your students? Do you feel just as
responsible for helping those who scem bored and unimpressed as you
* do for helping those who seem to hang-on to évety word you utter?
. 'This book can help you achieve greiter cooperation fromr all the .
students in your classtoom. It offers classroom-tested strategies that can
.decrease the incidence of disruption and also increase student engage-
“ment in your lessons. - ° o
. ‘ ¢ -

| WHO OR WHAT - °° . ¢ .
IS RESPONSIBLE FOR - o
~ » *STUDENTS' CLASSROOM BEHAVIOR?.

_ © What causes studehts to be off task—either disruptively or nondis- "
ruptively— when they, should be engaged in lessons? Some teachers
with whom 1 mﬁgd this question emphasized factors-over which they =
had no_congrol. Here are some of their responses: " o

Two of my students were so' stoned 'in°class today thas they Lo
_couldn’t think straight. This happens because -there are. drug

* " dealers all ovet. this'-town. | . L

Jim alked incessantly during .a silent reading .session today

N because the classes at our school are too large for anyone to

»

maintain order. . ,.

Atlette -failed to do her. homework assignment because her .- - .
_parents let her watch television all night-jnstead' of encouraging
- her to-do schoolwork. . LT e .

Chatlene and Marion are’more interested in each other .than 2
v they are in:histoty, so they talked to each other instead of listening ™ -
ey my history lecture. oo I . . .
* Any undesirable, off-task behavior that a, student exhibits while
. wundet the direction of a téacher can be ‘‘blamed’’ on the student ot on

. - 11
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causes outside the ‘teacher's domain. But both the student and the
teacher are. responsible for the student’s engagement oz lack of
engagement in a lesson. It is tempting to focus the ‘‘blame!’ for off-
task behaviors on society, television, parents, or other factors. Too-large
classes, excessive paper work required by administrators, unexpected
interruptions (such as band members being called out of the classroom
during a lesson), uncooperative parents, time-consuming school board
tegulations, student accessibility to debilitating drugs, lack of suitable
equipment—these may .be only a few of the obstacles that make it
difficult for.1eachers to keep students engaged in their lessons. It is of
course important to work to eliminate such factors. Nevertheless, until

.. all the battles are won, teachers need to focys on what they can do to

keep students engaged and on task even in the face of these
constraints. \o .

This book does not provide you with solutions for reducing class size,
making administrators more responsive to your needs, or ridding society
of drugpushers. lt does, however, suggest techniques that you can use
to keep students engaged in lessons, techniques that you can -apply in
spite of the unfavorable conditions under which you may operate.

In many situations, off-task behavior is more ** normal’’ for students
than engaged behavior. For example, in the last response cited, Marion
and Charlene's greater intérest in each other than:in history is not only
expected, but it is often considered healthy. In fact, off-task behavior
such-as relaxing is sometimes more natural for students than is
absorption in taking lecture notes. Thus the more useful question for
teachers may be, What causes students to become engaged in les-
sons?—rather than, What causes them to be off task?

Y -

.
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Chapter 2

MANAGING .TIME
AND SPACE

-~y' . . : N
By doing nothing,
men learn to do evil.
~Columella, De rustica
. We shape our buiidings;, - ‘
thereafter, they shape us. ’
. _ ~Winston Churchill )

USING STUDENTS'
TIME EFFICIENTLY

M. Grah, a teacher of 28 seventh graders,plans 10 conduct an activity in

k w&smudemswwkinpairswilhseomplaymomy. His lesson goes as
The students begin 1o file into Mr. Grah's room after lunch. The noise
lovel is what one would expect for such a situation. Mr. Grah waits for-
everyone 10 be seated and quiet down somewhat. Then he raises his R
voice slightly 10 give the following directions: “All right! | want you o find -
yomsdvesapanmr..‘vouandyourpannerehouldwnoxl,_)oeaeh
other at a worktable.” With some jockeying the students shuffie to be with

the partners of their choice. Initially some siudents have no partners and
others have two. After a few incidents with such comments as “Why do |
have to be with David? ! always get stuck with David!" and " wanna be

with Barbaral" the sludents settle down with partners at the worktables.

The process uses 11 minutes. A litle concerned over the confusion, Mr.

13,
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Grah speaks louder, than before, "I am going to pass out $60 to each
pair.”” As he begins to count and distribute thé play money, students react -
with questions and remarks such as ‘‘What are we going to do?"’ "Oht |
thought it was going to be real money!” '‘Mr. Grah, you gave us only
$50!"" it takes the teacher 15 minutes to distribute the desired amount to
each set of partners, during which time instances of off-task conversations,
doodiing, and daydreaming occur. Mr.- Grah gives dirbctions for the
lesson, but by then several students have interest and about 30 -
minutes have elapsed. (16) ' ‘

Like Mr. Grah, Ms, Hernandez teaches 28 seventh graders. She also wants
to conduct the same activity with her class that Mr. Grah conducted. However,
she prepares for her class with greater care. Before the students enter the
room. Ms. Hernandez places 14 different numerals (for example. "'58") at each
of 14 work stations that she has set up. She has also prepared 28’ five-by-
eight-inch cards (one for each student) similar to the card pigtured in Table 1.
The numbers at the top of each card are to be computed. These .numbers
have been selected so that each. card has only one matching answer among
the other cards. For example, a card with ''1566/27"' at the top would match
only the one shown in Table 1. Thus the students who obtained these two
cards would be partners at ‘station '58."

Table 1 ]
ONE OF MS. HERNANDEZ'S 28 5 x 8-inch CARDS

K]

-

29 x 2 . o

Go to the place at the worktable‘that has a number equal to the

number at the top of this card. There you will meet your partner. P

Atter you and your partner arrive and -are seated-at the table,

locate the envelope taped under the table top, Remove the

envelope and open it. Inside you will find $60 in play money and

gstructnon: on what you and your partnar shouid do with it.
o0od luck!

4

Ms. Mernandez determines who will be partners with whom by placing one
card in each person's desk before the studéents arrive in-the clagssroom. Her
selection keeps ‘‘troublemakers”’ apart, matches students who work well
together, and takes advantage of student personality traits of which she is
aware. The lesson goes as foliows:

’




’

The students begin to file nto the room after lunch. The noise level is
what one would expect for such a situation. Standing at the doorway, Ms.
Hernandez announces in a soft voice to each group of five or six students
as they enter, "'Go directly to your desk and follow the directions on the
card that you will find there." When the students pick up their cards, they
are busy reading and computing, and because they are curious about
what they are to do, there is little aff-task behavior. Because the teacher is
not busy trying to provide directior's to the entire class at once, she is able
to circulate among the students, nipping discipline problems before they
stan. .

Six minutes after the students began entering the room, all are working on
the lesson with their partners. A few started working after only three minutes
because they did not have to wait for Jirections. Significantly, the time that Ms.
Hernandez's students spent obtaininy) directions and starting the pianned
lesson involved them in practice in conputation and reading, and in acquiring
a curiogity about the upcoming activity. (16)

%

Mr. Grah's students exhibited off-task behaviors while waiting for -

other students to.enter the room and move to their places, while
waiting for the teacher's directions, while jockeying for ers, and
‘while waiting for materigls to be distributed. Ms. Hernandez’s students

did not haye to waste time doing any of these things. By thoroughly
preparing for her lesson, Ms. Hemandez used her students’ time more

efficiently and gave students much less opportunity to be off task than

"~ did Mr. Grah. .

Students with idle time on -their hands are more likely to be
disruptive than those who are busy (29). There are approximately
$25,600 minutes in a year. For a 40-year-old teacher, each minute
teptesents 1/21,024,000 ot 0.000000048 of that teacher’s lifetime. But
for a 13.year-old student, each minute represents 1/6,832,800 or
0.000000146 of that student's lifetime. Thus the student perceives each
minute to be approximately three times longer than does the teacher.
The younger the person, the longer each moment seems to last.

Time is perceived to pass more slowly when a person is idle than
when busy (32). Thus, when a student spends time idly waiting for the
busy teacher, what seems to.be a briet wait to the ojder person can
seem an etetnity to the younger one. Students tend to entertain
themselves during these ‘‘eternities’’ by becoming disruptive.

i 19
" ' “ 7 .
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You can plan lessons to minimize the time students spend iﬁeiving-

directions and getting started. Your prepiration can also serveito free
you from the burden of ‘‘running the show'' during many lessons.
When you are not lecturing, for example, you can be free to supervise.
and take care of any incidents of off-task behavior as they arise. In

* addition, planning a lesson so that it runs itself allows you to deal with
'the problem of one person without disrupting’ all students.

Here are some suggestions for planning lessons so that students’ time
is used efficiently.

' o

- 1. Prepate visual dlsplays prior to class hieetings.

Do you ever spénd class time with your back to students, writing on

+ a chalkboard? If you do, try to limit this use of your students’ time to

making very brief' notes that confine you to the board only momentati-
ly. Whenever you' need to present visual material, consider preparing’ it
ahead of time. You can save much student time and be much more
attentive to your: class if you instantaneously display prepared materijl
on an overhead transparency instead of writing on a chalkboard during
class time. :
~ N ) '
7 Occasionally, direct students into lessons using handouts and mqﬂes
other than oral presentations to the whole group. ¢

|-

In the initial anecdote of this chapter, Mr. Grah atteinpted to start
his students on a planned lesson by giving the whole group verbal

instructions. Those students who were ready to listen to™ the “teacher’

sooner than others had tq, wait for everyone to settle down before they
t=ceived the ditections. In the second anecdote, Ms. Herrlandez wrote
out her instructions for the lesson in advance on cards and inside

.envelopes for each student to read. Not needing to tell everyone what

to do at the 'same time afforded her the opportunity to move about the
room to_help, prod, or encourage those who needed it.

You can often avoid hassles and off-task student behaviors by using
handouts and modes other than oral presentations to the whole group

. to communicate directions. Sometimes these alternatives ate. not practi

cal, but when the lesson directions are complex or individualized and
students can read, Ms. Hernandez’s approach is usually more time-
efficient than Mr. Grah's. . v

R
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* 3. Sometimes prepare and distribute matetials before students arrive in

-

" for-Ms. {lernandez. However, materials that are in the possession (or

" of sight and may even heighten students’ curiosity about upcoming

more wotk in a.shorter amount of time. :

. subgroups. The way you handle such a seemingly simple task can mean

v

Distributing materials ahead of time can be highly efficient, as it was

even sight) of students before they are needed c8%:he. quite distracting.
Sealed enivelopes or some other type of containércan ‘keep materials'out

lessons. :

L]

4. Use intraciass grouping to reduce student time spent ‘waiting turns
to be involved in lessons, '

-
Here are two contrasting examples that illustrate this suggestion:

"

. Coach Caferell i1s driling 13 baseball players on fielding ground balls. The
players form a single’line. The coach, standing some 70 fest away, throws a
ground ball to the first player in line who attempts t0 scoop up the ball and
throw it .back to the coach. During this exercise, Coach Caferell provides
words of encouragement and advice on techniques. Then, the player goes to
the end of the line to await another. turn. - A -

©

Coach Bergeron is driling 13 baseball players on fielding ground balis. The - '
players are divided into five groups of two and Z7e group of three. Each
group has a ball and the partners take turns either throwing ground balls or
fielding them. Coach Bergeron circulates among the groups providing encour-
agement and advice on techniques. “ ' \

LY . - - - - . s , \
» . \

Coach Caferell did not keep his players involved in the lesson; his :
players spent more time waiting in line than they spent practicing and -
learning. Because of his use of grouping, Coach Bergeron's students did

5. Once you decide to use a grouping arrangement for a lesson, -
carefully devise a plan for getting students into the groups.
If you decide to use a certain kind of intraclass grouping for a lesson, ..

you must design a method for students to find their particular

Y

17
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the difference “between cfﬁclent grouping and the loss of valuable
learning time.

You can decide (as did Mr. Gnah) to have students determine their
own grouping. Such an approach seems democratic enough and for
many situations it is highly appropriate. However, it may result in the
time-wasting behaviors that Mr. Grah's students exhibited. While
necessary for some situations, student selection of their own groups

“  injuted feelings when some indiviudals are excluded from a group.
Obviously, this democratic opiion is not available when you wish to
place certain students -together and keep others apart.

Following are examples of two teachers controllissg subgroup compo-
sition. In the first situation, the teacher’s very busisiesslike approach
leads to rapid student engagement. In the second, the teachcr s use of
a learning game facilitates. group placement.

2 [N

Ms. Maggio greets each member of her science class at the door of the
classroom with a sheet of directions indicating where to go and what to do
with whom. Adcording to the directions, several subgroups are to perform
experiments at specified stations around 'the room. Some minor disruptive
complaints and some expressions of delight over the .assignments are heard as

' the students move toward their stations, Two students unsuccessfully - attempt
' to engage the teacher in an argument about her group choices for thgm.

¢ 1 .

Mr. Lambért wants his 33 history students to engage in a lesson in which

they work in groups of threes. Prior to the lesson, he prepares 33 index cards.

In one set, each of 11 cards contains the name of a different former U.S,

president; in a second set, each of 11 cards contains the inauguration date of

one of these presidents; and in a third set, each of 11 cards conains the

name of the state’in which ohe of these presidents was born. As the lesson is

about to begin; Mr.”Lambert hands each student a card. He does not care to

control the exact composition of each subgroup during the lesson, but he

wants to.keep certairr students apart, To do this, he gives each two students to

be separated either two "president cards,” two '‘date cards,” or two “slate

cards." Then he, instructs them to find their partners by locating the pair of

cards that matches their own. Mr. Lambert's room i8 equipped with numerous

- reference books in which students are able to locate the neoesaarymformaﬂon.. :

' Thus, the time students spend locating their partners they also spend using

reference books and discussing the eontem of the lesson.

3
e

opens up the potential for arguing and jockeying and may also lead to -




~ 6. Dispegse with classroom administrative dutics as efficiendy and-

quickly as possible. ‘ _ .
On numerous occasions, - I. have observed teachers spending 20

4

minutes of a $5-minute period taking roll, obtaining a lunch count,

checking homework, collectirg ladmit slips, and dealing with’other.
e

administrative matters. These delays not only waste class time, they also

~ distract students from the real business of learning and make it more

difficult for them to get on task when the time for a lesson finally .

arrives. Streamlining administrative .chores can save a: great deal of
learning time. For example, once you know your students, you can
determine who is present while checking homewotk or you can quickly

count heads while students are busy with the lesson. Prepared forms

_with students’ names and blocks for checking attendance, lunch status,

~ homewerk status, and so on can also help you to dispense with

recordkeeping and other routine matters with minimal infringement on

" class time.

A
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TEACHER MOBILITY * o
AND CLASSROOM: ARRANGEMENT

Is one of your students more likely to be off task when you are
neatby or when you are-across the room? Research findings suggest that
you and your students are indeed unusual if you answered *‘nearby’’
(60). Compare the lesson styles of Ms. Stuckley and Mr, Coleman ip

- the following anecdotes:

13

e .

While conducting ‘a grammar lesson for a class of 32 ninth graders, Ms.
Stuckley stands by the chalkboard-at the front of her classroom. She reads
aloud from the textbook she holds in hei hands and: highlights salient points
. from the reading by listing them on the chalkboard. The students sit in their
seats. They have been directed to follow the reading in their books, and to

attend to Ms. Stuckley's comments and to her notes on the board. e

Ms. Stuckley shifts her eyes from the book, to the students, to the
chalkboard, and the lesson continues. Some students read along and are quite

__aftentive,- -especially - those -sitting -in - the- front- tow.-- The -attention of other .
students, especially those near the rear of the room, occasionally drifts from
the lesson. Because their attention lapses a few times, some students do not

follow the last part of the lesson and begin to lose intetest.

Y. .19




While conducting a grammar lesson for hig ninth graders, Mr. Coleman -~
crculates among his 32 students. He reads from .the textbooks of various
. .. students over their shouiders and makes comments. He has appginted one
student 1o stand n front of the class with a textbook to record notes on the
chalkboard as he highlights salient points from the. reading.

.

e L U .. .o e e e o

When Mr. Coleman notices a student’s attention drifling away from the
jesson, he moves toward the student, finds his place in the student's book with
a finger or simply puts a hand on the stutlent’s shoulder, and reads.

.

Plan to conduct your classes (as Mr. Coleman did) so that you can
move about the room without disrupting the lesson. This suggestion
will be easier to follow if your classroom is arranged, so that you can

. easily move betweer. any points in the room. Questions concerning .

optimum classroom size and ideal room shape have been studied
‘ extensively (54). Unfortunatcly, most teachers have had little or noth- .

ing to say about either the -design or the size of. their classrooms.

Therefore they must make thé most'of the situation by careful and °
. creative room atrangement. One way to do this ig to break out of the.

_traditional rectangular array of desks and’ modify -the arrangement so
that you can be within physical reach of any student as fast as you can
walk acro$s the room. ' '

¥
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SECURING .
STUDENTS’ INTEREST

......

Th«eisaspaeebawoenman‘simaomaﬂohand
.man’s attainment that may only be traversed by his
oogng. 1w
. ' ~Kahil Gibran, Sand and Foam

PROBLEM-SOLVING LESSONS

It is important that tkachers realize that studentd often fail to remain
engaged in lessons because they find the activities to be either boring =
or irrelevant to their concetns (30). It may not bespossible to deny R
students their perceptions. But it is possible to modify at least some of )

the lessons, to make themn more interdsting to students and to make

t

them address student concerns more ditectly. 1 do not suggest that -

{essons  should —be **fyn—and—games:’-On—the contrary, lessons are .-

serious business. ¥
First of all,. examine the goals and .objectives of your lessons and "

determine how, if at all, your students will benefic from accomplishing

cach goal. When | vxamined the goals.of my lessons, 1 found that they

fell into’ four categbries:

1. Goals that address my students’ needs which they perceive as
important. . :

2. Goals that. address my students’ needs but which they do not

. betceive as important. - T ' '

3,
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e 3?5 Goals that do not address my students’ needs but for wﬁich 1

am held responsible by supesvisors for helping students atwin. . .

4. Goals that do dot address my students’ needs for which 1 am_.

not held responsible by. supervisois for helping students amif:;

I have litle difficulty developing lessons that produce’ high levels of -
student engagement when those Tessons have goals that fall in the first

category. | will not, however, ger students engaged in lessons with goals
in the second categoty unless 1 design mechanisms into those lessons

" that help students discover for themselves that the goals are indeed
° something imponant for them to accomplish. 1 have gever been very ..

successful in telling students how important something: is, but 1 hage

.been highly successful (as have many othet teachers) in gettink students

to realize the importance of a lesson by using = problem-solving

* approach (7). Two contrasting anecdotes illustrate. this approach. The
first involves a history urit designed to help students accomplish a goal *
‘in a traditional manner. The second involves a histoty unit using 2
~ problém-solving “approach-to -help -students-accomplish the same goal. - - '

)

'

e - .
* Mr. Remigus designs a two-week unit o help his high sdhool Mstory class
accomplish the following learing goal: “‘Students will belter understand the
workings of the U.S. Congress between 1901 and 1935," The unit consists of .
the following leaming m‘.’& itids: a

1. Mr. Remigus lectures on the impoftance of understanding the

g

»workings of Congress during the era to be studied. .

, 2. The class is assigned to read a chapter in a textbogk to answer
--—the -corresponding questions:in the supplemental . .
3. Mr. Remigus reviews dhswers to workbook q with (e cliRs.
4, Students are assigned special topics (e.Q., fight for women's
suffrage and the Prohibition Act) on which are to complete
" library papers. . - .

3

Ms. Boeker designs a two-week unit to, help ‘her high school hisioly class

accomplish the fullowing learning goal: *'Students will better understand the
workings of the U.S. Congress between 1901 and 1836."” Ms. Boeker makes 8
number of observations of her studems in order 10 identify’ current lssues that
concern them. She decides to focus on the following problems:

» e ‘e
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-~ __gve probloms in_the same manner. :

L 8 rationale forfapealing prohibition, including the benefits and consge-

&

Shoul :

What federal government do about unemployment?
‘What should Congress do to ensure. the rights of ethnjc minorities?
Does nt?
What

z
c

nited Stétes need an E

&

Rights

Ms. Boeker decides 1o build the leaming activities of her. two-week unit -
around these six current problems. When her plan is implemented, the lesson
follows this course: © .s » -« . - .

1. M® Booker assigns each class member to one of six task Qroups -
" (according to her perceptions of studant interests and hér choice of
student groups). One group, consisting of six students, is directed to

- “research” the first problem, concerning the lbgalization of marijua-

+ na. These students are to examine how Congress handled the .
prohibition of alcohol in the first 30 years of the-twentieth century and
then relate,those "lessons of history” to the current question of . -
marijuana. Specifically, the group is directed to explain Congress’s

quences of repeal, and to
ences between the question of alco i ,
. and marijuana prohibiton today. Each of the other five task groups, -
one

consisting of about six students each, researches

—

2 gAe.Boek‘erpwvldosmmkgrouﬁ jonal structure
" within which to operate, & list of resourges from which 1o acquirg —*——*__.
" information; a list of deadlines for spectfic subtasks, and an indication
* of how 10, report findings t0 the rest of the class and tu the teacher. . ~ .~

3! 1h order to obtain an overall picture of the climate within which the -
Congress opgrated from 1801 fo 1835, and thus to be bettes able to .
_compére the problems of that time with those of the present, each . X
gludent is directed to reéd a textbook chapter dealing with the years - .
from 1901 to 1935. _ ' : .

4, Each task group receives a schedule for’ making periodic progress

. reports to the entire class. T

*5. After each tabk group presenis its final report to the class, a brieft . . .~

' . meeting is held for all class members who were not part of the™* |

reporting group, with members of the reporting group acting as
observers. At the meeting, students consider and vote upon the lask
group proposals that relate to the current problem.

4
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strategy session that I observed: ¢

Which of the' two units do you think bett-r held the studerits'
interest? Mr. Remigus attempted to get his students to recognize the

value of their activity by telling them about the value. But zelling is

not teachingnMs. Bockér's plan focused her studerfts’ attention on
problems that were very real to,th!ﬁn. which they had a desige to solve.
Her lessons did not, divorce histosy from sgudents’ current concerns. As -

~ a result, their learning served a véry real purpose in the minds of her

students. The teacher did not have to tell the students how important
~ the lesson was becaus? its importance became appatent to them.

It is, of course, virtually impossible to- develop a lesson focusing on
stutlents’ concerns if the goal does not address’students’ needs (that is,
if it is a goal in the third or fourth categoty described eatlier). Goals

“that do. not address’ students’ needs should be climinated from the
. curriculum. If supervisors expect you to teach to such goals, then you ~ =

may nced to use a fun-and-games approach to maintain studént

engagement until you are able to convince the supervisors that the

4 Cd

goals us, inappropriate.

INVOLVING ALL STUDENTS

IN. LESSONS R

Do.you use questioning thtegics in your lessons? Learning theory
suggests that you should (47, 79) and sesearch suggests that you are
typical if you do (62)..The following is an example of a questioning

& - ’

~—

Ms. Ling uses an overhead projector to display six sequences to 29
mathematics students. She asks, "What do you see?" Willie: "Some num-
bers.” Ms. Ling: "Anything special about all six sets of numbers?'' Anna Mae:
"“There is an order.”” Ms. Ling: "What's an ordered set called?"' Anna Mae: "A
sequence!'” Nettie: "'Or a vector." Ms. Ling: “So we have six sequences or
vectors . . . What else do you notice? . . . Okay, Willie?"' Willie: "'Three of them ,

~are written 1n blue and the rest in red. Why is that?"' Wondrow: '‘Because she
used dittgrent pens, you . . ' Ms. Ling (interrupting Woodrow): '‘The
sequences In jed are special. Tidy belong together for a reason other than
that | used the same pen to write them out,,' 't know!" shouts Ory, raising his
hand Ms. Ling: “Okay?" Ory: “The blue numbers are all perfect squar@s!”

-




Nettie: "No, 90 isn't a perfect squarel” Ms. Ling: '"Anna Mae, thanks, for
' . raising your Nand. What do you think?"’ Anna Mae: "All the ‘mambers of any -
: red sequence have a common factor.” .
* " Ms. Ling’s inductive questioning atralegy session leading 10 the discovery of

.. What is your opinion of this brief glimpse of Ms. Ling’s lesson? I am i
- impres#d with her approach to helping students conceptualize. Howev-  + /-
er, 1 am concerned that only several of the 29 students appeared .o . 7.
involved in the session. Like most teachers, Ms. Ling provided,yety ..
little time between each of her questions and each student’s answer{:g L
Only students who were quick:2o-respond and outspoken like Aona .
Mae and Willic became en ‘the lesson. Imagine some ways that
‘Ms. Ling could have gonducted this:sesstori -so that all the. students
formulated their-dwo answets to- each .question. Aftér all,  students .
hardly benefit frofit:this type of queltioriing scrategy scssion. unléss they
autempt to develop their own answers. Here are three posiible alterha-
tives that Mg, Ling might -consider: : <
1. She might frame questions with aitections similag to these: .
*] amgoing to ask a question. Each of you is to"ammwer, the -
-question ‘in your mind. Don’t tell us your answetorplui-
. teet to do so until I call on you.- just silefdly Kol your
- answet in your mind . . . Okay, tow do the ‘séquenges
written in red differ from those written in blig?"’ Ms..Ling-~
© , tshouid “then provide time for all students ‘to chink of - .- .
something. She might prompt students with, “‘Eddie have " =
you thought of your answer yet?”’ Eddie: “‘Yes, ma'am.”’
Ms. Ling: “Fine, hang on to it, How about you, Judy?"’ . . .
If students volunteer or speak out before the class'is ready,
Ms. Ling should focus attention away from them. After all,
the thinking of a student who is trying to dévelop an answer -
will be distupted upon hearing a classmate’s answer. 'Ms.
Ling might terminate the wait with, ‘‘Maunsell, give us your i
answer.”’ Maunsell responds . . . Ms, Ling: ‘‘How about . to
yours, Mary?"’ Masy responds . . . Ms. Ling: “‘Danny, T
compare Mary's answer with Maunseil’s.’”. oo

RDS
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2, Another possibility is for Ms. Ling to rezluueeach student to .

write_answers ‘to questions o a sheet of paper. cShe could
then circulate throughout the room, quictly reading answers

 while looking over students’ shoulders. After evétyone has - |

written sométhing, she should select students to read answers

aloud. In this way, she would not only involve more

“students, -but she would also have the snswers that would be
* most beneficial to the discussion read aloud.

3. Ms. Ling might also consider having students formulate

answers in subgroups and then have the groups report their

- answers to the whole class for discussion.

Any of these suggestions should -engage more students in
developing their own answers to the questions. -

Students often become disinterested in a lesson because the g:ce
is either too slow or too fast for them. For example, they may have
already achieved the lesson’s goal or they may lack prerequisites for
achieving the goal. Even classes that are homogeneously ‘grouped
according to’ ability can contain several achievement levels so that
the problem persists (80). Flexible within-class groups can some-
times help maintain the interest of a class composed of a wide
range of achievement levels. Here is an example:

Mi. Citerelll is a secondary school English teacher who uses informal
. observations and formal tests to preassess his students’ abiliticd, ‘not only for

the objectives that e heips them achieve, but aiso for prerequigite skills such . -

as reading levels. In addition, he conducts surveys of student interests and
assesses student attitudes toward learning,- Then he uses this information to
design lessons that incorporate @ variety of within-class grouping patierns.
* During one lesson Mr. Citerelli.is attempiing to help tenth graders improve
their writing talents. Students are to work in pairs, gathering information on a
topic, and then presenting a written report oh the topic to the remainder of the
class. From his prior observations and preassessments, Mr. Citerelli knows that
Gomez displays advanced writing skills while Simon lacks both interest and
skill in writing. The teacher realizes, however, that Simon is very interested in
interscholastic wrestling whilo Gomez shows no interest in such sports. Mr,
Citerelh decides to group Simon and Gomez together for the writing assign-
ment and require them 1o report on ihe various area high school wresting
. teams. .He bekeves that this design wii allow each boy's strengths to
complement .the other. Simon will 1eam about writing from Gomez, while

A
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Gomez will depend upon Simon's knowledge and interest in wrestling to
compiete the report. Such grouping, the teacher thinks, will require Gomez to
practice advanced writing skills since he will have to apply his writing talents to
an unfamiliar subject. The teacher also believes that in time Simon will increase
his inferest in writing because of his interest in the topic and because he will
be depended upon to provide the necessary expertise for the writing
assignment. gy \

\

3
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\

Teachers sometimes view the diversity of interers and achievement
levels existirig among their students as a hindrance to a smoothly
operating classroom. But one way to take advantage of this diversity is
_to use %nblc within-class or intraclass grouping, as Mr. Citerelli did.

.
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Chaptdr 4 | B
- » ESTABLISHING

- . RULES OF CONDUCT
- . . ‘ o . B 33
' Insecurity is endenic to the beginring teacher. She
wants rance. AS & result, somo teachers seek to
. be with their students. There-is a difference
between popularity and a genuine helping
relationship. ]
—vam'nyan and m co19por

PURPOSES OF RULES-

Jooe
7
")

. v N\ 7

Like most teachers at King High School, Ms. Loberg has a rule prohibiting

" students from wearing hats in the classropm. Ms. Loberg g*~w up with the
notion that_hats are not to be worn indoors and that boys and men display

poor taste by doir.g 80. Ms. Loberg frequently herself interrupting her
lessons t0 deal with a hat-wearng student. is especially nervous about
violaticn of this rule because occasionally C Krause, a colleague who tries

to "help out”" inexperienced women teachers such as Ms, Loberg, has come

Lrberg is flattered by Coach Krause's atterion, so she does not tell him to
dis::nnnue this "help.” However, ¢ is _annoyed by his disruptive
interference. ¢ _

into her classroom and pulled a student fron his seat for, wearing a hat. Ms. -

4 . /
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=~ Rules should be established to serve only one or more of the
following purposes: - .- R g

=

"« " 1. To Maximize On-Task Bebaviors. Rules that protect srudents
from dist:;tiom duting lessons are necessary. Normally, the
weating of haws during a lesson is not dissuptive.

8 - 2. To Discourage fl)ﬁmphbln t0 Other Classes or Persons Locas-

" od in or Near the School. Even on-task behaviors of ‘one
group of students during a lesson can disturb another group
during a different lesson. Fot example, music students in one
room who are singingelondly‘ may be on task, but at the
same time they may be distracting students in an nqioinin
room who are viewing a film. The school community shoul
be protécted from such distutbances. Ms. Loberg's prohibi-
tion against weating hats did not serve’ this purpose.

3. To Provide a Safe, Secure Environment for Students, School
. Personnel, and Visitors 1o the School Campus. A school can
hardly function if its campus is unsafé. Hat.wearing rarely

© poses a thréat -to “safety.

* ¢

4. To Maintain Acceptable Standards of Decorum Among Stu-

dents, School Personnel, and Visitors to the School. If Ms.

- . Loberg’s rule prohibiting hats could be justified, it would be

based on this fourth purpose. A school community ogemes

‘thore effectively when common courtesy s practiced by all.

," However, teachers or other school personnel with goveming
responsibilities should not attempt to remake students in

their own image. Ms, Loberg may have thought weating a

hat in a classroom displayed poor taste, but obviously hat-

wearing students did not find the practice distasteful. When

rules of courtesy are. being established for a heterogeneous

mix of students from a variety of backgrounds, it is advisable

~ to define discourtesy in terms of what inconveniénces othets

> and not simply in terims of what one cultural group considers

" unbecoming. - _ °
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An_unnecessaty rule—one that does not serve any of these four

- purposes—creates problems for teachers. Once a rule is established,

tesponsible for its enforcement. Unenforced rules serve

to teach students that rules in general need not be taken seriously. The
existence of unnecessary rules undesirably affects individual students in
one or more of the following ways: . ' ‘

1. Students who heed unnecessary rules become conditioned to
being regulated by authority even when there is no sational
» basis for such regulation.

2. Students who resist unnecessary rules *‘get into trouble’’; this
distur:s tlheir on-task behaviors and usually *‘turns, them off”’
~to school. . '

3. Students tend to gengralize that if some rules are unimpor-
tant, then other rules are also unimportant.

DETERMINING RULES : - ]

Whatever rules are determined, each regulation should be justified in
terms of one or more of the four purposes stated. Ideally, classroom
rules should correspond to general systemwide and schoolwide policies
and tegulations—such as a schoolwide policy regulating food consump-
" tion on school property. In many schools, however, inconsistency -exists -
berween the rules established for diffetent classrooms (15). Such
inconsistency is especially confusing to students who are goverhed by
two of more ‘sets of conflicting rules in a departmentalized school. For
. example, a student may be allowed to borrow from classmates in a
math class, but not in a Spanish language class.

When to establish rules fot an individual classtoom is a question that
causes controversy among cducators. Jacobsen suggests that & teacher .
should see that classtoom rules are established at the outset of the
school year (44). This view cites the advantages of preventing disrup-
tions by immediately regulating procedures for speaking, moving
about, obtaining materials, and other recurring matters, Other educa-
tors agree with Brown'’s position that the disadvantages of immediately
setting rules’ usually outweigh the advantages:

30
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. Establishing a rigid set of standards at the outset potentially
raises two additional problems. First, the rules established by the
teacher_may prescribe behavior for students who have been preyi-
-ously reinforced for breaking rules; and secondly, it places the
teacher in the position of enforcing rules which although made to

' - do so, do not fit all students in all situations, For these reasons, it
seems to be unwise strategy to establish a large number of rules at
the outset. i K

When, then, should rules be set forth? Simply, */hen the need
for a rule arises. Because most students have learned that groups

. have rules, many of them will ask during the first meeting about
classroom regulations. Since the request comes from stwidents, the
teacher is ih an excellent position to launch into a democratic °

. approach to classroom discipline. At this point, students can be
asked about ‘rules which ute needed for optimal leatriing. Some
‘preliminary rules are then established with students. Additional
rules can be established when the need for thetn arises. Rules are
needed whenever the. behavior of students endangers the attain-
rhent of °class goals or when the rights of others, including the
teacher, are infringed upon. (14)

: No matter when they are established, there is general agreement that
' a few clearly stated classroom rules that encompass a bioad range of

 situations ate far more effective than a long list of regulations, each one .
of which deals with g specific situation. Brophy and Putnam recom-

- mend that rules be stated in functional terms rather than in restrictive,
absolute terms (11). For example, ‘‘When you finish individual class-
wotk before others, be careful not to disturb students who are still |
working'’ is preferable to *‘Remain silently in your seat after complet-
ing classwork hn,il the teacher tells you that you may talk and move
about."’

Ms. Cheek has-a rule in her seventh grade class that during any gréup test,
each studdht should turn in his/her paper upon ¢ompleting it and then return
silently to his/her seat and sit there until all test papers have been turned in 10
the teacher. ¢

"o 32
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During one such tesi, Malcoim and Lorenzo have both completed their tests
and are waiting for others to finish. Kim is sitting at the desk between the two
boys, still taking her test, when Maicolm raises himself out of his seat to lean
over Kim to hand Lorenzo a p-ncil. Upon observing this disturbance, Ms. .. -
Cheek beckons Malcoim to her, taying, ‘Do you know the rule about getting
out of your seal?”’ Malcoim: "Yes, but | was only giving Lorenzo his pencil. |
didn't get out of my seat.” Ms. Chéek: “How could you return Lorenzo's
pencil to him and remain in your seat?’ Malcoim: *'My left knee never left my
seat, | streiched way over.” Ms. Cheek: “'Well, that's getting out of your seall”

- Malcolm:- “Even it my knee was still touching?"'” : .

o

This inane conversation and ridiculous waste of time could have been
avoided if Ms. Cheek’s rule had beer stated in functional teems rather
than in restrictive, absolute terms. 1hé real concern should not have
been whether :Malcolm left his seat, but whether he was disturbing.
other students who' were still tuking the test. Ms. Cheek’s regulation
did not scem to be directed consistently toward the prevention of
disturbances. During the test while classmates were still working,
students were permitted to walk up to the teacher’s desk when ready to
turn in their papers and when beckoned by the teacher. This defeated

“the purpese of avoiding disturbances by remaining 'in one's seat.

If Ms. Cheek’s rule were stated in such terms as ‘‘Be careful not to
disturb classmates who are still taking their tests,’’ judgment could be

" exercised in specific situations as to what were reasonable ways of

preventing disturbances. Without technically leaving his seat (according
to his interpretation), Malcolm disturbed his classmates who “were
taking the test. Whether or not he left his seat was unimportant. But .
he should learn to. care about protecting classmates’ opportunities to
take tests. - . .
Teachers have the responsibility for seeing that necessaty classroom
rules are established. However, do these rules serve their four purposes
more effectively when teachers determine them or ‘when the students
themselves agree upon them? In other words, should you use authori-
tarian means to determine regulations, should you deterinine them
yourself but base them upon student input, or should your students
determine them democratically? Provided that you determine them
shrewdly, there are advantages to establishing classroom rules-without
benefit of student discussion or input. When adequate reflection and
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ﬂcxibility are employed, such authotitarian tactics can be timg-efficient

~ and effective. Students who are never given the opportunity tg question

regulations openly and exert an influence on their determi tion may -

be more inciined to follow them without expressing opposition. On the

other hand, once an issue is open for class discussion, syudents. who
i with its resotution tend to continue to discuss it/even after it -
has been decided upon. That is, students who voted 3gainst a’ rule .

__adopted by the majority, may not accept it without 3t least verbal

opposition, . .
You may choose to retain the right to make the rules/ but allow your

* determination to be influenced by student opinions, The following

anecdote gives an exaniple of this practice. ;

. ' | , .
Ms. Clifford tells her class, *'1 have received three separate complaints that

other classes were digturbed while some of us were goinig to the library. We
will continue 1o need to make 1rips to the library during this period for the next

. three or four weeks. Should a rule be made to pr any of us from
disturbing other classes?”’ A number of students raise their hands. Ms. Clifford:
“Dale?” Dale: "The trouble is that three or four of us go at once. Maybe you
should allow only one to go at at time.” Me. Clittord: *'} will-consider that, Any
other suggestions? . . . Jim?" Jim: "'Find out who's causing trouble and don't

- let thern go 1o the library again. They can do their assignments after school.”
Yolanda: "But we really werent doing anything wrong! . . . Mrs. Crooks i
always trying to get us in trouble.”” Ms. Clifford: “That's irrelvant, Yolanda. |
really don't care ahout what has already happened, | just want to make sure
that we don't disturb other classes in the future.” Jéan: ""Do we really need &
rule if we just promise to keep quiet from now on?"'Ms. Ciifford: "That's what |
would like to decide . . . MHow many of you think that we need a rule to-cove:
this situation? Raise your hands . . . One, two, thrge . . . Mmmm, most of you
beliave we need a rule, . . Okay, let's not take much more time with this now.
| would like each of you to take out a sheet of paper and suggest what you
think | should do in one 1o three sentences. Pi do not put your name on
the paper . . . |l take your papers home me and consider your
suggestions tonight. I'll have a decision for you in the morning."

| |

/
/
!

Ms. Clifford's method for determining this rule provided her “with
the benefit of the group’s colleftivc wigdom. While she retained her
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right to decide upon the rule, she elicited her students’ ?pmnons in a
manner that did not waste time with irrelevant discussions. If she uses
their suggestions at times and explains her. decisions whenever she does
not," the students are more likely to understand and cooperate with the

\

rules than in cases where teachefs are’ “more authoritarian.

democratically. Furthermore, it can be argued that students are more
likely to appreciate and ‘adhere to regulations that are established by

their own vote. Under such a system of. rule-making, the teacher's role
ns thrccfold

1. To establish the necessaty structure for demoemnc determina-
tion of the rules

2. To provnde leadership to encourage the es;ablwhment of
* - appropriate rules -

3. To ensure that democtatic proccsses ate followed 5o that cach
student has the opportunity to pamcxpatc. .

\.

’

I'

Mr. Cooper has 12 hand-held, baﬁefy -operated calculators available in- his

classrqom for the use of his 32 eighth graders. The calculators are kept in 8 -

box on a supply table in the back of the foom. Except for certain exercises »
designed to improve students' computational skills and certain tests designed.
to assess those oomputahonal skills, students generally have free access to the
calculators. :
. Intime, however, Mr. Cooper notices with increasing frequency that calcula-
tors are left on when not in use and that students fail to return them quickly to
the box after use. Also, students begin to complain that they have trouble
obtaining a working calculator when they need one. The teacher maintains a
supply of batteries purchased with class treasury money. Funds for the
treasury were suppiied by class moneymaking projects and by monies paid by
studepts .for materials, such as pencils,
Mr. Cooper calls a ‘'class community meeting’ to address complaints about
the calculutors. Whenever these meetings are held, the students know that -
they are operating under Robert's Rules of -Order (84) and they can raise
issues of common concern. At this meeting, Mr. Cooper describes the
tecurring problems of calculator use; he proposes that the situation be
resolved. .
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After a discussion, the group’agrees that rules governing thé use of the
calculgtors are needed. A motion by Roy and seconded by anuther student
sisles that anyone who does not turn a calculator olf and return it to the supply
tatie will never again be allowed to use one. After some discussion, the motion
. nsameqdédtochangemereuﬁcﬁonofcalculatoruseby,oﬂendinguudenls
e e o frr- - t0-8-weK- fOr_the first offense, two weeks for the second, and so forth.

Mr, Cooper and several students argue that the motion should be
for now and other propdadseondderedmatwoutdtakccaredthepfoblem
without restricting calculator use. They base their argument on two points:

- \ Siudents’ work would be impaired  the calculators were not |
- available to them. .

2. Such ‘a rule would at times place the class or the teacher in the
undesirablepodﬁonofhavingtodeteminemleﬂaca!culatoron
or who failed to return one, ' o

The motion fails 14 to 15 with two abstentions and one student absent.
Amandathanpcoposesthal-studentsbeallowqdbuseealculatompnlywtﬂ?e
standingaﬂhasupplytablo.Sheargueethatmeyshouldbeabletousemem ,
wnhomremovingmemhornMarea.MtMmadﬂnesmigmwmmedto..-

o thetable.Themoﬁonisdofeatedaﬂerstudemsarguemmemblewou!d
- bécoméconge&edandmeyneedmecalcmatmatmirm.Anermnher
¥ discussion the following motion finally passes:. . :

. The batteries will be rempved from the calculators and those batteries
will be held in storage. Four unused batteries will be digtributed to each
student from those already in storage and from additional ones purchased
from the class treasury. (Each calculator takes four AA batteries to

operate.) .
" Each calculator will be marked with an identification numeral and kept in
the supply table box without batteries.  Each student may obtain a‘
calculator by checking it out, writing his/her name, time, and date, and the
calculator's numeral on a check-out/check-in sheet 1o be left on the supply
table. While using a calculator, students are to use their own batteties,’
which they -are 1o remove’before returning the equipment to the box.
Students will be required to maintain their own supply of batteries just as
they do their pencils and paper. Batteries will be kept on hand for sale
when needed, at a profit for the class treasury.

The motion seems a bit complicated, but Mr. Cooper helps students work
out the necessary procedural details that make the written rule appear
complex. Once the regulation is in effect for a woeok or 80, however, it leads 0

. establighed behavior patterns that students follow with litle thought of the
written description in the minutes of the class community meetings. .

= nt ”
1
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COMMUNICATING RULBS T

TO STUDENTS o . .

To beveffective, classroom rules must be understood by class mem-
- .bem. Students will not always grasp the meaning and igtent: of rgles
.. that have been related to them. Just as students understand -and
- misunderstand subject. matter content in vatying degrees, so too do
.. . . they understand and interpret rules differencly. Thus, it is necessary to°
. -~ teach the significance, intent, meaning, and consequences of classroom
-+ pegulations, For most rules, especially with older:students, the lessons

v o ¢ may simply involve displaying and discussing them with an ongoing use
: of apt:opﬁatc cues. For more complex rulés, more elaborate lessons

may necessary, especially with younger students. ' Gudmundsen

S that students participate in role-playiig sessions to demonstrate
7 rules (40). In the following eximple, Ms. Joseph used role playing to'

help het sixth graders understand two rules. - ' .. '

' DRIV

" Ms. Joseph annourices to her class: “Adefla, Kayleen, and Cralg have been . '
rehearsing a skit for you. Adella will play the role of the teacher, while Kayleen =~ =~ -
and Craig will act as two sludents Cuting a class discussion, Althdugh We have . ‘
only three actors on our ‘stage,’ keep in mind that Kayleen and, Craig are just
two of a whole class of students. Imagine them surrounded by others . . . After

. the skit, we will discuss what we heard and saw . .". Okay, take over, actors.”
*+ Adella: Would anyone in the class like 10 tell us his or her favorite
historical character from those we've studied so far this year?
(Kayleen raises her hand) Yes, Kayleen. | ' o
Kayleen: | don't know if he's my favorite, but | really like Gandhi. -
Adella: Tel us why Gandhi appeals to you. . '
Kayleen: Because he was able to accept pesole of— -~
Craig (interrupting): George Washington, he's tha father of our coun- g |
try! | like George! L R
Kayleen: Nobody cares what you think or like! -
" . Atthis point Ms. Joseph says, "Okay, that's the end of our skit.” Thenshe ~ ‘.
.. conducts a discussion in which class members empathize with the chavaciers c J

and she points out how Craig violated the clasp rule, "Allow others the e

freedom to speak during class discussions.” The consequences of Craig's = !

interruption arg also broyght out, as are the consequences of Kay'aen's -
violation of another rule, "'Be considerate of th_e feelings of others." ‘

36

37

¢




'ENFORCING RULES . /

An existing rule that is not ‘enforced or that is inconsistently enforced
is far more detrimental to the smooth gperation of a cligs than one that
ts/ need to be, ablc 0 predact the

has never been established. Studep

conscqueuces of their actions. ~ ‘
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their work seriously.

Chupter 3

' AVOIDING
MISCOMMUNICA’I'ION .

AVOID BEING -
"OFF TASK YOURSELF -
Do you remember having & lesson, intesrupted by anothet aduli—a -

principal, a ‘pasent, atescher, or a supervisot—who, aftet apo Imzmg

asked to speak with you? l-lowdndmmcttotheumuon?

R apmemmsmmumdmmmmmemmmmu.' A

wha:nmpmondidthiaemonyourmdmu?ﬁyanowingm

“avoidable interruption :in a - to occut, you unwittingly communi. -

cate to yout students that the lesson is of secondaty imporwance. By
quickly apologizing to the adult and nahng to speak after the lesson, -

you communicate to your students that the lesson is important to you. - i

* Once teachers get off wask, it is difficult for students to become

mn when teachmmmdytomumethelmon.._Smdm will.
el their teachers’ behavior (53). Unless teachers display a business.

hkc attitude toward lessons, they cannot expect cheir ts to take

38 | o




- ~ - . . R . . -
= - Do not be disruptive yourself. Compare the two anecdotes that -
"""+ follow. In.one, the teachet creates a mote serious disruption than the . . .
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+Ms. Blythe's response t0 m’e:d off-task bemor";ppem wbea
reaction to annoyance ted in an attack on ane’spmndi.'
_Instend of focusing her attention on the problem of reen, Jane?n :

"the lesson, she interrupted the lesson with an isrelevant, rical -
«Question (*‘Can’t you do what you're supposed to do?"’), Such tactic - . -
may have su in getting Jane to stop tapping and looking

 around. However, théey not only interrupted the other students, bue ~ .
they did not engage Jane in the lesson. Jane was too busy pondeting . -
the incident, which she probably found insulting and em ing, -
and only pretended to be attending to the lecture. She would be a very -

. unusual t ¢ if she were able to concentrate on the content of the - -

~' . lecture immediacely after being asked in front of her peess, |’Can’t you = .

, do what you're supposed to do?’’ ) B i




AVOID SENDING ., L T
_ UNINTENDED MESSAGES : -

2

Students in Ms, Coco's French language cigss are exempted from weekend
homewcrk assignments if they have a ‘‘perfect conduct” record for the week.
Those who have .'misbehaved”’ during the week are assigned, weekend

-

¢’

Cao was unwnmngly teaching students that homwork assign-

ments ate a punishment and no homework assignments are a reward. If

such assignments help studems achicve worthwhile goals, then doing
them certainly must be important to all siudents. It may a pear

©  strange, butamotclogmlcoumfotus Coco to follow would

reward ‘‘perfect conduct’ by assi homework and to pumsh
“*misbehavior’’ by not assiguing it. This is, of course, nonsense—
but only if homewotk ‘assignments are mtended to help all studenu

- achieve wonhwhnlc learning goals

Ms. Criss “calches” Quinn, one of her tenth graders, shooting paperclips
across her room. Sheeendahim to an assistant pﬂndpalwhoadm!nlatere
three swats 10 Quinn's. buttocks with @ wooden paddie.

1 I
.

T L

Shootmg paperclips is a dange:ous pracncc that no teacher should
tolerate. But what did Ms. Criss and the assistant principal unwittingly
teach Quinn by their actions? They intended to tesch him not to shoot
paperclips.in the classtoom. Howevet, reseatch suggests that the expeti-
ence did not teach the boy that lesson (27), Besides a possible lesson
about getting caught, Quinn may have learn “that one human being
hitting another is perfectly acceptable behavior condoned by school
authorities. Quinn may model the assistarif principal’s actions and
develop a pattern of punishing others by /inflicting pain (34). The °
undesirable effects of corporal pnmshmem are well documented (43).




. " reflect on the consequences of their words and actions. By doing so,

Because they are continyally delaling' with highly complex and
impressionable ht 1an beings, it is important that teachers pause and

they can avoid unknowingly creating additional problems when they
dempt to ‘deal with a particular incident,

AVOID TEACHING STUDENTS = .

+ TO - IGNORE YOU ; . \
Unfortunately, miany students readily learn to be **deaf’". to teachers

because of exposure to meaningless conversations with adults. Note the

following example: o o

Rutherford is working in a small readiné group in Ms. Sotensor"s sixth bradé - ]
class when he gdfs up and begins walking across the room. Ms. Sorenson o !
- gees him and says, Rutherford, don't get upl” . .

By the dme Ms. Sorenson told Rutherford not to get up, he was .
already up and walking. It was possible for Rutherford to sit down, but -_
it was impossible for him nevet to have stood up once he did so. Ms. -* °
Sotenson was unwittingly teaching him not to listen to her by giving a :
direction that he could not ibly obey. It was too late‘to tell him
not to get up. Possibly, she should have told him to retum to his place
and sit down. Generally speaking, instead of an immediate verbil
feaction to students’ behavior, teachers should pause and carefully
frame their words before speaking. -

Adults often send pointless messages to children because they react
to situations before they are aware of some pertinent citcumstance.
Here is an example:

Mr Hickenlooper directs his tenth graders to read silently pages 78 through
81 at ther desks. Noticing Kazia talking to Richard, he says, “Kezia, didn't |
say ‘siently?" Kezia replies, *'/'m sorry, but | was just teling him the page
numbers.” Mr. Hickenlooper: “‘Then that's okay.”
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Altho gh exchanges such as this cannot always be avonded they can in
ime /become destructive if they occur habitually, Mr. Hickenlooper’s -~
behavior was surely noc reprehensible. However, if Kezia were only
giving Richard the page numbers, the talking would have seif-terminat-
ed /without the seacher’s intervention. By first waiting to see if the
ing would quickly stop, the teacher could have avoided a uscless
hange of words.

-/Sometimes teachers and other adults act as if they are terminating a
If-terminating behavior or initiating a self-initiating behavior. In these
es they also teach students to ignore them. For example:

< v
At Francis Parker High School teachers are expected to stand in their
doorways between classes in order to enforce the hall rules, which include no
funning. Ms. Larsen is standing by her door when she sees Theima and Emily
running toward the room next door, Just as the giris reach their room, they
-hear Ms. Larsen yell, “Stop running!" At this time they are about to stop
+ | running, not because of Ms, Larsen's words. but because they have regched
" thew destmatlon .

" While no teal harm resulted from this incident, it would have been
- better if Ms. Larsen had either said and done nothing about- the
running or intervened with some_technique for preventing it in .the
future. For example, she might have cal ed to the girls before they
teached their room to remind them about the rule. As it happened, °
her action setved only to remind thé students that teachers say some -

+ things that mean nothing to them. Thus students can leam to ignore

" teachers.

Another way that adults encourage students’ to ignore them is to

make ‘judgments for them. For example: _

’

Ms. Boymon i8 introducing a social studies activn) to her ninth grader\a In
the activity students will examine each other's political beliefs. She announcés:
You re really going to like this! It's .. lot of fun, It really- gets exciting when
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If Ms. Boynton continued in_this vein, she would *‘turn off* her
students. Whether or not the students would enjoy the activity, they
‘would judge for themselves. Some would probably_find it exciting;
othiers would not. By getting on with the directions so that the students
could become engaged in the activity, ‘Ms. Boynton would ¥et them
find out for themselves just how much fun and how exciting the lesson
was. If Ms. Boynton found the activity to be fun and exciting, she
shoull. quickly pass the information on to the students by telling them,
*'| found this very exciting; 1 hope you will also." The students would
probably like to know how she feels. But she only wasted words by
trying to inform them of their feelings. Students will decide their own’
feclings about the experience individually as they become involved in
it. Teachers usually 'spend too much time trying to persuade students
about the value of a lesson when they are uneasy about students’
reception of the activity. '

USE SUPPORTIVE REPLIES : ' -

Mr. Grey's eighth graders are working on a computational exercise when
Lisa brings her worksheet to him and exclaims, “J just can't do these! They're
too hard for me.”" Mr. Grey responds, ‘‘Aw, come on, Lisa, you can do them.
They're not really difficult for & smant girl like you . . . "

Ms Johnson's eighth graders are working on a compytational exercise
~ when Dennis brings his worksheet to her-and exclaims, “I just can't do these! -
They're too hard for me." Ms. Johnson responds, “Dividing decimals can be
very difficult. -] see thaf’ you are having trouble . . . " _

In situations of this kind, student’s frustrations often need to be
dealt with before the sources of their frustrations can be effectively
addressed. Ms. johnson’s style of communication is supportive, wheteas
Mr. Grey's is momsupportive. A tesponse to an expression of frustration
that sends the message *‘l hear and understand what you told me and
it's okay to feel as you do’* is considered supportive (65). Ms. Johnson
was supportive because, before trying to help Dennis with the compu-
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tations, she let him know that she understood what he told her. Mr.
Grey, on the other hand, contradicted Lisa’s statement. He was
nonsupportive; he did not accept her feelings. He attempted to
encourage Lisa by telling her she could do the Work. This well-micaning
comment only informed the girl that the teacher did not understand
her dilemma. Obviously, the computations were difficult for her, yet
Mr. Grey told her they were net difficult for a smart girl. Consequently
Lisa understood from this remark that she was not smart. Mr. Grey's
well-meaning, but nonsupportive, reply increased Lisa’s frustration
because she then perceived the additional problem of dealing with a

teacher who lacked empathy, . ' o

AVOID LABELING STUDENTS

Many times I have stopped myself from smaking commens that"label
students—for example, ‘‘You're really smart, Jake!"’ ot *“Why ate you
so lazy, ‘Ginnie?"' Instead, I catch myself and say, ‘‘Jake, you really

-seem to undérstand why the quadratic formula works!"’ or ‘‘Ginnie, -

why did you waite so much time ‘today?’’ Teachers need to make
concerted efforts to address specifically the student’s achievement or
lack of achievement, behavior or concern. They also need to avoid
inferences that label ot characterize students (75).

Because a student does not comprehend the messages from several

. readings does not necessarily imply that the student is a *‘slow learner”’

or even a ‘‘poor reader.’’ It only means that he ot she did not grasp
the messages from those readings. The lack of comprehension might

- stem from a lack of interest in the material, from thought patterns that

tend to diverge from those of the authors of the readings, or from a
number of causes that do not fall under a general label such as **poor
teader.”” Students who acquire a general label such as “‘poor reader’’
are, however, likely to find it difficult to read even when they are
interested in the material, when they have no misconceptions about the
content, and when they do not think di,ve:femly from the author, -

By the same token, beciuse a student readily comprehends what is
generally considered a difficult-to-grasp scientific concept does not:
necessatily imply that the student is especially, **bright’’ or even that
the student has a ‘‘scientific mind.”” It only means that she or he
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" grasps that pariculir scientific concept. To label such students
. “*bright’* or *‘scientific-minded"’ is to ask them to live up to somcone
else’s image and to teach them to be ¢litist. Furthermore, to label such
students *‘bright’’ is to unwittingly label those who do not grasp the
_concept ‘‘dull’’ (35). . e ' ‘
Because a student is disuptive during several or even many lessons
does not imply hostility or a behaviot problem. Students become
‘distuptive because they are bored, they do not recognize value in being.
on task, they seek attention, they feel defensive about participating in
the lesson, or a number. of other reasons that are not inhetent in their

personalities. Students who learn that they are thought of as ‘‘behavior L

problems’’ feel obliged to live with—or even up to—that label. They

" find themselves in a “‘no-win'’ situation because they believe the

teacher does not cate about them. They think, ‘“Who wants to toletave -
. a-behavior problem?’* On the other hand, students who learn that they
. are “‘okay’’ (41), even though they display certain behaviors that are

- problems, may pe willing to alter those behaviors. : '
: " Students would be much less defensive and consequently much more

likely to. cooperate if. adults did not requite them to put their self- . - -

worth on the line whenever they undertake a tisk or-whenever they ate

expected to behave in a prescribed manner. Unfortunately, students .

often think their self-worth is in jeopardy whenever they atempt tasks
prescribed by teachers. By avoiding miscommunication in the class-
room, teachers can do much to prevent this student reaction. -

L
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"USE A SYSTEMATIC APPROACH |
By maintaining students’ interest, effectively time and -
space, avoiding miscommunication, and eﬂ‘mivelym
conduct, you-will reduce the frequency with which you will have o
deal with off-task behaviors. However, with 30 o more adolescents in a -
cclasroom, thete may well be some incidents. The key to dealing
effectively with disruptions or off-task behaviors in general is 0
. d by focusing on your purpose—to keep
studenss engaged in worthwhile lessons. The fo is an example of
N a teachet who was able to deal effectively with
.,/din:rtion because she “focused on .her purpose
~“pro ' .
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"~ aiready noted initially that Dan was riot hurt, but she returns to the bingo scene

bingo. When the garae conductor calis out
begin computing and Dan exclaims, “Bi
youstupidjavk!!wasabantogetli

" tumns ‘her_back to the boy without Giving him

where an audience has gathered are nd Dan who is beginning to express his
intention of retaliating. Ms. Umbac! interrup&Danwm"lmwryabmnm
'. not hurt,

bell tomorrow morning. As as your bus arrives tomorrow, | want-you to

meet me at my desk. Will bo:orshouldleallgourhmmmighno
remind you?"' Keith: "I'll n " Ms. Umbach: “Good! Now, you stil-
needtoworkonypmmumpucation.Wehaveaboutwmlnuteatodothat.@o
get your workbook and bri it to me at my desk.® Keith complies ang Ms.
Umbach directs him to com a multiplication exercise at a table away from
other students. The mulﬁplicaﬂonexerdaelsadnuontheaameddlls'mme
bingo game wag designed to develop.

After 5chool that day, Ms. Umbach has the following thoughts:

Wdl.lboughtmysenmeumelodaddewhattodoabommws
.outbursts and fighting! . . . | took a chance grabbing him the way | did;
with his temper he might have turned on me. And then what would heve .
happened? . . . Let's see, this is at least the third such display that's
occurred while Keith was supposed 1o be doing small group work. | don't
know il he's always been the cause, but he's always been in the middle
.. . That's not important. What is important is to prevent a recurrence
befors somebody gets hurt . . . I'f just remove him from any small group ,
work,-as | did tgday. | hope _he dign't think | w 8 punishing him b * -
assigning the workbook multiplication . . But he mu4 learn that antisocia) LI
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behavior. will not be tolerated in my_ classroom . . . Tomorrow, maybe |
~ should explain my dilemma to him and ask what he would do to solve the -

L small group. » -
|, 3. I'h observe for indicators that he will be more willing to cooper-
- ale in group activities. '
4. As | see encouraging indications, | will gradually work him back
in with the other students, But | will begin very siowly and only  *
"Now I'd better prepare for this . . . What should | do it he doesn't show .
* up belore school tgmorrow?.. . . '

-

+

Ms. Umbach viewed the- problem of eliminating the yndesirable

 behavior just as she would view the question of .helping a student to

achieve a learning objective. By applying teaching techniques to the
task of teaching students to chopse engaged behaviors instead of off-
task behaviors, she was able to focus her time, energy, and thought on
the real issues at hand. She did not, for example, tty to moralize to

i . Keith about the evils of fighting. She was realistic enough tq know that

such lecturing would fall on deaf ears. _

Teachers who do not systematically focus on the behavior to be
altered—for example, Ms. Blythe in the first anecdote in Chapter 5
(page 39)—tend to compound difficulties by dwelling on irrelevant
issues. Teachers who fail to focus on the goal of getting and keeping
students engaged in lessons feel offended when students become
disruptive or do not pay' attention. When this happens, there is u
tendency to retaliate, ‘‘to put students in their places.’”’ Teachers who
keep their goal in mind are far more likely to realize that students-are

usually not threatening them by off-task behavior, nor are students off . - .

task in order to traumatize them, .
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B By_~kuping{heh purpose in mind, teachers.can find it easier to

-+ remember that students get off task because of boredom, ‘wanting to
" call attention to themselves, fecling threatened or frustrated, or because
%7 ‘of some othet reason that is not a personal attack on the teacher.

. 13 SUGGESTIONS *~ ' ,

|\ TO KEEP IN MIND .

,Z-'when,oonftomcd with students who are. off task. ' _
n;mﬁﬁﬁ-uwmaw*mummmm

. 10 the luck of reading proficiency, you would undoubuedly ek scps

= ~rdifficulty. You can “approach students. wha- need to modify th
“"'.. conduct ot attention level in.the same way. Use sound teachia
... - 'methods to help them decide to tzlace off-task behaviors with on-

" behaviors ot to work around the' former. Familiarity with a vasiety of

undenaking.” - . -
© " There are many educational theoties from which you might pull

“some ideas. They include the following: . :

\ ’ .

a. The woninterventioniss approach (38) is based on the assymp-
tion that children are innately inclined toward moral conduct
* and they should be in control of their own actions. Teachess
who apply this apptoach work to esthblish a nonjudgmental
‘aemosphere that provides students with opportunities to solve
their own behavior problems.

Al

behaviots are shaped by the external environment. Teachers
who apply this approach manipulate the students’ surround-
ings in order to stimulate desirable behavior pastemns.

]
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The pages that follow contain some general suggestions to consider

" How would you ordinarily react to 4 student who did not read as
+" well as you would like him or her to read? Rather than react in anger

cither to, improve the student’s reading or to work around (=

models for -confronting off-task behaviors will be. helpful “in. this : -

b, The bebaviorist :rsmch (14) emphasizes thac *students’




oo

. V- S \'\ : - o
c.- The' insbractioniss approach-(36) seresses the. guidance role of
teachers in '_‘pméqnu to choose desirable. behaviors.
This approach 15 similar to nonintesventionism in that stu.. °
dents are theld responsible for their own- behaviors; ‘it is -
similar to behaviorism 'thutegcheqm o serve

., ./‘_;' - as .major iofluences on studenes’ choice .of ‘behaviors.

’ withigaall S e

long as students ate noisy. If chey value what you ate saying, they will .
usually ‘*hush one another up.” If they do not become attentive, then
- switch to anothet method for imparting your information to them. Fot °

. example, without another word, write on an overhead transparency or -
_ the chalkboard, *‘Pages 147 through 210 have information on what I've
4, been uying to explain to you, Please study those pages now. 1 will be -

~ walking around the room to see that no one disturbs you as you recd.’”
I the preceding anecdote; Ms.«Umbagh -used a sitnilar appiroach with

Keith. The student would not cooperate in the planned lesson, so she -
‘provided him with an alternative—and less pleasant—way of achieving
the leaming goal. , L

3. Coarol the time and place for dealing with. disruptions.
\. .~ Ms. Umbach focused her immediate efforts on getting the class back

- . LT eA 3 LR . -
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N ' on task after Keith's disruption, She waited unil she had time to work
out a plan to deal with Keith in a sesting thac she ‘could readily . - ..
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" control. If she had tried to teach,Keith not t0 be dissuptive at the time  +,
" and place of the incident, she would have had. t0 contend with the . .,
7 following " disadvantages: e N
"~ a. She would have had o supervise the rest'of the class and -
thetefore could not have given Keith her full atention. ~ -~ -
b. She would have had linde sime for deciding what to do. -
o w.;l&tth.Umbaéhdeeithmldnotluvehadtimgtooool'
d. Keith would have had an audience of peers whose Mdom
_ wete mote important to him than whatever Ms. Umbach was
" .. uying to do—so he would have been thinking more about -
~ what they were thinking than about what the teacher was
- saying. . : B P .
Don's t1y to make examples of disniptive srudents in front of the * .
class, First get everyone back on task and then deal with reventing
ﬁmmmatadmemdipm.thum-meﬁaﬁveymml.. ‘
. Don't wiorty that your students will think that the distuper “'got off."
Wordwillgethatktoghem:hatyou'handledthesi on [ dexisively.

' 4. ‘Always leave students a facc-saving way to serminate an incdent. -l
' Teachers are asking for major trouble whenevet they allow a student
10 become embarrassed-in front of peers. Many times in my teaching . -:

.. cateer students have made insulting rematks to me. In anget, 1 have . "
‘been tempted to return sich rudeness, with a retort. Given that‘the T
student is an adolescent and the teacher an gdult; i¢ is not surprising . °

that the student is vulnerable to a witty put-down by a teacher reacting |

to a studenc insult. Bue it is critical that teachers resist the temptation -

to play any vetbal games that detract from the dignity of a businesslike
learning environment. The following is an unfortunate incident chat I
observed in @ junior high classroom: ‘ . a

.
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- 'lntheeourseofgwing%i(ectiom to his class, Mr. Cénisius sa;e. *...And
what can | do if the work ig npt-done on time? . . , " In a barely audible voloe,

Charlie is heard 10 say, "You can go get lost.” “What did you sayM" shouls
p | e
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‘Mr. Canisius, Charlie just looks around the room, grins sheepishly, and puts his

. head down. He says nothing. "“What did you Bay?" repeats Mr. Canisius. -
“Nothing,” ‘whispers Charlie. "'l didn’t hear you,” Mr. Canisius says in a much
calmér voice, feeling more confident now that Charlie seems to be backing
down. Charlie responds, | said 'nothing.’ | didn't say anything.” "That's what
I thought. | didn't think you said anything. because you never say anything
worth hearing!" retorts Mr. Ganisius in a superior:sounding voice. Some class

" members look at each other and grin; others waich Charlle wondering what he
s gomg to do next. Suddenly Charlie looks directly at Mr: Canisius and blurts

“I said, ‘Go get lost’ So why don't you, instead of messing with me!”

» &

« By trying to outwit a student, Mt. Canisius turned a sclf-tcrmmmng
indident into a major situation. that left Charlie’s position at the school
in serious )copardy M. Canisius heard Charlie's original insult. What

was*his motive in asking, ‘‘What did you say?’’ What options did such

a question leave the student? Initially, Charlie tried to terminate the.

incident by not tesponding to the teacher’s question. But Mr. «Canisius
forced the issue and Charlie provided him with the expected #c by
" denying what he had said. Getting Charlie to back down

Chnmus false confidence. Bécause an insecute adult tried to prove hns'
supcnon(y ‘over an adolcsccnt. the entire incident was blown out of

proportion.

Mr. Canisius should have left Charlie a dlq‘mﬁcd way out of the -
. unpleasant situation either by ignoring his atiginal rudeness .or by,
polntcly dnrcctmg Chaclie to visit ‘with him aftcr class ‘

. Terminate disruptions without playmz detective. 3

In the ‘previous anecdote, Ms. Canisius knew: that Chatlic was the

source of the rude comment. Many times, however, teachers are unable*

to detect the source of disruptions. Here is such an example:

. 2

N L4

Some students in Mr. Babin's rnstory clasa trequemly amuse themselives,
while the teacher 1s talking by covertly screeching "Whoop-whoop!" Mr. Babir}
"1$ habitually interrupted by the rude: noise either when he is trying to explain

something to the group or when he is working with an individual student,

ltially Mr. Babin reacted to the annoyance with, “All rightl Who's the bird in

*
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‘nere?" Fle Nas often tried unsuzcessiully to catch the culprits. More and more

audama‘aredisplayingmeirbddnmwith"bcryand:hdrdmmm' ‘

covering up SOUrce. '

in his frustration, Mr. Babin turns to Ms. Travis, a colleague,- fof.advleo. Ms. R

‘Travis indicates\lo him that the students don't really intend to make his life

migerable. (which. they are strely doipg), but they are simply refieving their .

boredanbyplaylpgagameotcatarﬂmousownhhim.vs.Traviesum,
' ghat Mr. Babin quit trying to catch the culprits and thus put an end to the

game. She advises:him to desigh a plan for terminating the discourtasy Without Lo

worrying about identitying the +guilty. ' Ms.. Travis tells ‘him:’ _
Make up your mind not to care. who! is making the rude. noises. The .

. students lfow it ‘annoys you or they wouldn't continue it. So"you're not
giving awly any-.secreta by confronting them with the fact that you are,
hurt by such rudenese. Tell them: that you cannot teach them effectively

. when they're making' disruptive noises. But also tell thom that you -are
responsible for seeing\ that they leam history. Therefore, when you're
talking t0.any one or t0, all of the students and you hear thet noise, stop
‘and tell them that"%nee\m@y won't let you talk to [them, you simply won't
try. Discontinue exf you were t
interruption and write a on the chalkboard difecting to
themselves the material from the book that youy d planned to cover-in
class. Remind them, in the note, of the date on which they will be tested

~ on the material. Don't answer questions or explanations until the next
mesting period when you'll once again give the opportunity to treat
you couiteously. Remember not to delay .of material from the
schéduled test. | think that they'll quickly tire of trying to learn without your
. heip. They'l put pressure on each other 10’ stop. the rude rioises.
Remember ‘0 c'art each period fresh 80 grudges won't build from day to
day. . . .

-
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.3 Mr. Babin’s eiperience sixould illustrate the value
suggestions. ' '

6. Seck counsel from trusted colleagues.

" You ate in the best position to decide how to handle your problems

with your class. Howeyer,

hange ideas on handling each other's

discipline problems. Sit in on cach other’s classes; advise each other.

But a word of caution: Do not relinquish the professional trust that
studerits should have in you by gossiping about them or sharing

of the ntxt two

| colleagues can be helpful. Identify other.
" teachers with whom you can exc
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| petsons—such as patents—in

~ information about them with hinauthorized persons. bnscum an individ-
ual student’s problem only ‘with other professionals or authorized

\

g o

7.Handmdnlmonph*avﬁlgblefdtﬁmwheamdemdo
. not ooopmte'asplanned.-!_, ' .

order to help solve the problem. -

8. Work as diligentdly to decmse the u;hdeace of nondisruptive off-

task behaviors as to decrease the incidence of disrupti :
~ Nondistuptive off-task behaviors—such as mind-wandering, failing to
attempt assignments, being under the influence of drugs during
lessons, sleeping in class, and even cheating on’ tests—ate sométimes'

-disregardéd because they do not necessarily interfer@with the activities

of the class as a whole. Howevet, teachers need to be concerned with
all ‘-forgu.of student nonengagement for the following reasons:

a. When students are off task, they are failing to benefit from

" the planned lesson and ‘are therefore diminishing - their
chances of achieving: learning goal efficiently. The teacher’s
responsibility ‘for helping students achieve leatning goals . | .-
implies a responsibility for helping them supplant off-task = -
behaviors with on-task behaviors. . . |

b. Because off-task behaviors interfere with learning, even non-

" disruptive st 2ents who are off task tend to fall behind in a
tlesson. Once students miss one part of a lesson, they are
likely not to understand a subsequent part even though they /
return to engaged behavior. And those who ate unable to .
follow a lesson may well become bored and disruptive.

In the following anecdotes, one example of nondisruptive off-task
behavior is mishandled and one is handled well. '

Ms. Searcy is explaining to her ninth grade science class How Darwin and
Wallace each arrived at his theory of natural selection. Most of the class listens
intently. Amy sits ¢p straight, staring directly at Ms. Searcy as she imagines
herself high on u hourse galloping along a river bank, Ms. Searcy, who walches
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Ms. Goldbetg, a mathematics teacher, uses-a procedure in which each’
student's grade is determined by the riumber of points accumulated during a
semester. Her students have two means of accumulating points: (1) half of the
total possible points are based on their test scores; (2) the other half are
awarded for homework that, when turned in on time, is scored according to
the number of cofrect responses. .

Ms. Goldberg finds that a number of students réceive high marks on their
homework but low marks on their test papers. Under her system, such
students are able to pass the course. After analyzing the matier, she realizes
that these siudents are either copying their homework.from others or having
others do it for them. Therelore she decides 10 change her grading proce-
dures. She will annotate students' homework to provide them with feedback,
but she will not grade their homework ,co that it influences their. semester
reports. Ms. Goidberg begins to make a concerted effort to assign homework
and design tests so that completing homework will clearly be an effective way
fo prepare for tests. : : -

10. Never use corporal punishment.

There may be times when teachers should physically restrain students
to prevent them from injuring themselves, other students, or the
teacher. But, for teachers to intentionally iinflict physical pain upon a
student for the purpose of making the student sorry for some miscon-
duct is always more harmful than helpful (22).” Teachers who ate
familiar with relevant research findings and who value the welfare and-’
. well-being of their students will not use corporal punishment (84).

11. Don't try to build a student’s character when you should be trying -
only to keep him/her engaged in a lesson. : ‘ _

In the first anecdote in thid, chapter, Ms. Umbach did not uy to
teach Keith about the evils of fighting; she concentrated on teaching
him not to fight in her classroom. The teacher in the following
anccdote apptoaches another serious\problem with a similar attitude.




Libba, an eleventh grader, stops at a convenience store on her way 10

cans of bewr and consumes them before her 8:45 AM.
i her homeroom teacher nor her firet period math
tedcher notices anything strange in her behavior. However, as second period
begins, she appears tipsy to Mr.-Wagoner, her science teacher. Mr. Wagoner
directs two students to begin sefting up an experiment that he plans to

: ' doing this, he subtly beckons Libba to
. the doorway and out in the hall. Detecting the'odor of alcohol on her breath,

you want 10 mess up your own life. But it's my
business to teach you science and | can't teach it to you when you're in that
condition. When we've completed this conversation, you go back 10 your desk.
Just keep quiet and concentrale on facing straight head . . . Did you hear
' me?" Libba: "Yes sir.”" Mr. Wagoner: "Fine. Tomorrow morning, come to this
room at 8:15. We'll discuss the matter then. Can you remember to be here of
should | remind you?"' Libba: "I'll remember; I'll be here.” '

At 8:15 the next morning, Libba makes her appointment and Mr. Wagoner
telis her, "I!yoummeimomydaasaoainwhileundbrtheinﬂuemeof
alcohol or any other drug, | will immediately send you to Ms. Swindle's office
[the dean of giris]. | will inform Mr. Giradeau [the principal] that | refuse to
teach you in that condition. And | will inform your parents of the situation. Do
you understand?"’ Libba: "'Yes, but I'm not the only—"" Mr. Wagoner (interrupt-
ing): I am not talking with you about othegre—only you. | don't discuss your
problems with other students ang | won't discuss theirs with you. Do you
understand?”' Libba: ''Yes!' Mr. Wagoner. ‘Now, yesterday. while you were
‘out of it, we were analyzing this experiment that is described here in my
teacher's manuak | want you to take my manual home tonight and analyze the
experiment as it is described on pages 79 through 84. Bring in your results
and I't be happy to give you féedback on them as soon as | find the time.
That should caich you up with the rest of the class. You won't, be behind
) any|mbre .. . Okay?" Libba: "Okay.” Mr. Wagoner: "See you in class. Keep
smiling."’ -

\ -

2

\ "

12. Maindain yout opdom; avoid *‘‘playing ‘yout last card.”

Understand che extent and limits of your authority as a teacher.
Never threaten a student with something you cannot follow through.
For example, iif you tell a student, *‘Either sit down and start your .
work, or I'll see to it that you never see the inside.of this classroom
again!"’ what are you going to do if the student refuses? You have
extended your authority as far as it can reach, You have exhausted yout

57




. options. Obtain the help of supervisors before you run out of ways to
deal with an undesirable situation. .
13. Know yourself and know your students. |

Continually examine your own motives for dealing with students. Be

receptive to individtal differences. Measures that are effective with one
" may\be disastrous with another. Be consetva‘ive in trying out new- ideas:

with an entife group until you know the students and have found the

ideas to be workable with the individuals you know best. On the other|

~ “hand, don’t give up on an idea because it won't wotk for all students |
all the time. - '

The last of these 13 suggmiom is pethaps the most important of all..

The better you understand yousself and your students, the better you

| . ' will be able to respond sensitively, flexibly, and-effectively to classroom: |

situasions such as those described. in this book. Better yet, by knowing
how to keep your students en in their lessons, you will be able to
prevent many disruptive and off-task situations from occurting. Thus
you and your students will enjoy the benefits of coo&emion in the

clastoom—including an atmosphete that enhances teaching and .
* learning. -
-
8 .
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