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ABSTRACT

TEACHERS' JUDGMENT IN THE AREA OF
CLASSROOM MANAGEMENT

By

Myrtle Etsuko Yoshinaga

Teachers, both beginning and experienced, have felt
frustrated and uncertain in handling discipline concerns of
the acting-out youngster and the withdrawn youngster. The
acting-out youngster impairs both the group's prégress and
his own functioning, while the withdrawn youngster only
impedes his own classroom functioning. Teachers, tradi-
tionally, have access to a variety of information about
the youngsters in their classroom and also a multitude of
ways to handle misbehaviors. This information comes from
neighborhood information, teacher lounge information,
formal cumulative records, assessmentztests and profes-
sional school workers' information. 'The techniques of
handling misbehavior have ranged from very punitive methods
to humanistic and supportive interventions.

The purpose of this investigation was to determine
the responses and confidence levels of teachers, with
varying amounts of experience and in-service training, to

specific classroom incidents of an acting-out youngster
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6) and a withdrawn youngster. The choices from which the
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teachers decided were behavior formation strategies
(reinforcement and modeling) and behavior elimination
strategies (extinction and punishment).

This study was conducted with eight third, fourth,
and fifth grade teachers without in-service training (group
2), and six student teachers (group 3), from the Highland
Park City Schools. The eight teachers of group 1 attended
seQen or more behavior modification in-service training
sessions. Total in-service sessions were 18. The eight
experienced teachers who comprised group 2 were from
another elementary school and had no previous contact
with the in-service program or the investigator. The six
student teachers were also housed in this elementary
school. They were all from the Michigan State University
Teacher Training program. T-scores, for differences of
means, on the age, years of experience and number of
professional courses completed were not significant at the
.05 level for the two groups of experienced teachers., The
t-score for differences of means was not significant at
tﬁe :05 level for the number of professional courses com-
pleted between the experienced groups and the inexperienced
group.

The questionnaire administered consisted of two
case-studies, that of an acting-out youngster and of a
withdrawn youngster. Each of the case-studies was divided

into five distinct sections: classroom incident,
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psychological history, school history, social history and

a follow-up classroom incident. The psychological, school
and social histories were systematically varied, for the
study was interested in the increments of information and
not whethér particular information would bring about a
change in the responses. The particular increments of
information were based upon information found in 75 percent
of the cumulative folders of 25 identified acting-out
youngsters and 25 identified withdrawn youngsters. Selected
experienced teachers, principals, and two special project
teachers nominated these youngsters. They also judged the
classroom incidents for their representativeness, appro-
priateness and sufficiency of information in relation to
their experiences.

After each increment of information, the teacher
was asked to make a choice from behavior formation strate-
gies (reinforcement and modeling) and behavior elimination
strategies (extinction and punishment). The stems were
judged by two independent raters for 1) purity of strategy,
2) the feasibility of the strategies in relation to the
incidents, and 3) the desirability of strategies in rela-
tion each other. The teacher was also asked to rate her
confidence in the appropriateness of the particular
decision.

This study hypothesized that generally the group of
experienced teachers with in-service training would choose

behavior formation strategies more frequently, and be more
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confident about the appropriateness of their decision,
than the contrast experienced group without in-service
training and the inexperienced group of student teachers.
It was also hypothesized that for all groups, the initial
choice of strategy, based only on the classroom incident,
would remain stable despite increasing amounts of informa-
tion. The confidence level for all groups would increase
as information increased. A final hypothesis involved

the comparison of responses observed in the classroom and
the questionnaire responses of the experienced group with-
out inservice training. It was hypothesized that there
would be a high degree of correspondence between the ques-
tionnaire responses after all the information was given
and the most frequent classroom management strategy used
by the teacher.

The data collected were primarily analyzed using
analysis of variance procedures for a two-factor experiment
with repeated measures. Six separate analyses were made
for each of the two dependent variables, choice of strage-
gies and confidence level. The Scheffe' method for post-
hoc comparisons was used for testing specific hypotheses.
Pearson product moment correlations were performed to
obtain the correspondence level between the questionnaire
responses after all the information was given and the
classroom observations.

The results indicated that there were significant

differences in the confidence levels between groups. These
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differences were found 1) in the acting-out case study

with increasing increments of information and 2) comparing
the acting-out and withdrawn cases after all the informa-
tion was given. Comparisons using the Scheffe' post-hoc
method revealed no significant comparisons. No significant
differences across repeated measures of the choice of
strategies were obtained. Because of this finding, the
hypothesis of the stability of the initial response across
increments of information was confirmed. Increasing level s
of confidence with increasing increments of information was
not supported. The teachers with in-service training did
not differ significantly in their choices of strategies in
either the acting-out case or the withdrawn case. After
all the information was given, there were no significant
differences in the choices the three groups made in either
case.

The questionnaire responses of the teachers without
in-service training were compared with actual classroom
observations. Two 20-minute observations were obtained on
different days. All the observations were done by this
investigator. The correlations were 0.00 for the withdrawn
case study and 0.1428 for the acting-out case study.

There is still much to be accomplished in assessing
the variables in the area of classroom management.
In-service and pre-service training programs would profit
from any information that would help teachers to become more

positive in handling their problems, to know how to
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utilize more effectively the available information about:
the child, and to be more confident and consistent in

their approaches.
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CHAPTER I

INTRODUCTION AND REVIEW OF THE LITERATURE

Purpose of the Study

Classroom management has been a continual concern of
both beginning and experienced teachers. A teacher's effec-
tiveness is often evaluated by the way she/he disciplines

her/his class and how orderly her/his class is when they are
visible to other teachers and administrators. Teachers
viewed as weak in classroom management were perceived as
having low status among their colleagues (Willower, et al.,
1967; Groton, 1971). Moreover, several recent studies have
shown that teachers seem to concern themselves more with
classroom management than with instruction (Hoy, 1968, 1967).
This seems to be especially true in urban classrooms where
Deutsch (1960) has found that teachers spend about 80 per-
cent of their time in discipline. Finally, mental health
principles indicate that adequate classroom management is
highly related to the students' learning and well-being.

Behavior modification has become a very popular
means of effective classroom management. With this method
teachers have been taught to specify behavior and to utilize

the behavior modification strategies effectively and

1



consistently. Teaching is seen as more than an art or an
intuitive profession. Much has been written about 1)

these strategies and their uses, 2) the effectiveness of
these strategies and 3) the ease of training persons,

other than clinicians, in their use. However, little has
been written about 1) how much current information a
teacher utilizes in making a discipline decision and 2)

how confident she/he is in the appropriateness of that
decision. Related research has primarily been conducted on
clinical judgment of clinical psychologists. Accuracy and
confidence in clinical judgment by experienced and inexperi-
enced clinicians have been assessed (Oskamp, 1965).

The general purpose of this study is to investigate
the decisions teachers make regarding classroom discipline
and their level of confidence in handling discipline
problems. Specifically, this investigation asks teachers
of varying degrees ofbexperience and training to make
decisions, choosing from various alternatives of behavior
formation strategies (positive reinforcement and modeling)
and behavior elimination strategies (extinction and punish-
ment). Two case studies, that of an acting-out youngster
and that of a withdrawn youngster, are presented. Each
case-study consists of increasing increments of information
about the child, i.e., social, psychological and school
information. After each increment of information, the
teacher is asked to make a decision and to assess her/his

confidence in the appropriateness of that decision.



Review of Related Literature

Although the research is limited in the specific
area of teachers' judgment and confidence in discipline
decisions, background information and supporting evidence
needed to be investigated in four broad categories.

First, the empirical classification of children's behavior
disorders is important in establishing a basis for the |
categories of the questionnaire. Second, supporting infor-
mation from clinical studies lays the basis for the hypo-
theses of this study. Third, the value of in-service
training must be determined to lend credence to some of

the differences hypothesized between groups of teachers.
Finally, a brief discussion of Behavior modification
strategies is necessary as they provide the basis of the
options in the questionnaire given to the teachers. 1In
each of these categories, only the most directly related

studies will be included.

Classification of Behavior Problems

Teachers and other mental health related school
personnel have been particularly concerned about being
able to adequately sample and classify the behaviors of
children considered deviant. Classifications are considered
important because it is generally thought that assignment of
a child to a category would generate useful information
about the child. Certain treatments would be associated

with particular categories of classification.



There have been two competing viewpoints in regard
to categories of behavior disorders (Lorr, 1961). The‘
"class-model" viewpoint holds that all or nearly all
symptoms must be present. The disorder is either present
or absent. Variation in amount is not considered; Dis-
orders are also considered mutually exclusive. The other
viewpoint, the more recent "quantitative" model, holds
that a group of symptoms constitute the disorder, and the
number of symptoms present indicate the measure of the
intensity of the disorder. The symptoms form a dimension
of disorders and all individuals to a greater or lesser
degree possess the disorder. This model also indicates
that the dimensions are independent and a person can be a
combination of dimensions (Quay, 1972).

Certain problems have been associated with the
"class model." Where a "standard" system of categories is
utilized, the main problem is the low agreement among
clinicians on individual diagnosis (Quay, 1972, p. 38).
Consistency of diagnosis over time is low. No reliability
studies of diagnostic classification for children's
behavior disorders have been reported. Reports from
psychiatric clinics of diagnostic category placements (Rosen,
Bahn and Kramer, 1964) indicate that about 70 percent of
children are classified under the category "adjustment
reaction." This category implies little more than that the
child has some behavior problem.

It is generally thoﬁght that despite the number of

clinical observations that may go into the construction of



a classification system, the interrelatedness of the symp-
toms that comprise a category cannot be simply assumed.
The question of this interrelation is considered a statis-
tical one (Quay, 1972). Application of statistical
procedufes'to data collected under specified and varied

- conditions is an area in which more research needs to be
done.

Dreger (1964) reported that precise classification
is really the first step in the process of scientific
diagnosis-therapy. In education, this would be the identi-
fication of the problem or disorder, which would be
followed by prescribing the proper solution to the problem.
Dreger (1964) has delineated distinct steps in a diagnostic-
therapeutic process. Three are important for consideration
in this study:

1) Gathering of accurate and comprehensive behavior
descriptions and concomitant behavior-setting
descriptions

2) Applications of the obtained descriptidns to
representative samples of specifid populations

3) Determinations of interrelations among behavior

descriptions, leading to basic dimensions of
disorder.

Analysis of the Quantitative Approach

The quantitative approach isolates patterns of
behavior that are statisticaliy interrelated. Pioneers of
‘this method were Ackerson (1942) and Hewitt and Jenkins
(1946). Hewitt ana Jenkins investigated 500 case records

of children referred to a child guidance clinic. They rated



45 frequently occurring behaviors forbtheir absence or
presence in each of the case records. The purpose was to
find which symptoms were intercorrelated. Three syndromes
were identified and labeled: the unsocialized aggressive,
the socialized delinquent, and the over-inhibited child.
The advantages of the quantitative approach
include: 1) the dimensions are observable collections of
behavior and 2) the behaviors can be objectiVely defined.
This permits considerable interjudge reliability about the
degree to which é child manifests the behaviors of the
particular dimension. The disadvantages of this method are
characteristic of the technique of factor analysis. First,
a dimension cannot be identified 1) if it is not represented
by the behavior traits in the analysis or 2) if there is
no intercorrelation with some subset of behaviors. This
criticism can be overcome by selecting deviant behaviors
carefully for inclusiveness, and providing systematically
varied samples of children. Second, the factors are con-
sidered dimensions of behaviors and not types of individuals.
In the area of child disorders, the pathology will usually
be discussed in terms of behavioral dimensions rather than
types. The mental health professionals usually focus on
those children who represent extremes of these dimensions.
Third, the descriptive systems are factor analytically
based. The results are influenced by the data collection
method (ratings, observations, questionnaires) and the

settings in which the data are collected. There is always



a risk in the use of the technique. Quay (1972) indicates
that "it is the relationship of factorially derived
dimensions of behavior, however measured, to etiological
and treatment variables that give the dimensions psycholo-
gical relevance" (p. 8). Finally, those with strong
clinical orientation criticize the categories as over-
simplified and lacking in dynamic quality (Anthony, 1967).
These criticisms arise from certain theoretical predilec-
tions and suggest a careful inquiry into the effectiveness
of the system in describing the child's behavior and in
applying reliable judgments about the treatment and classi-

fication of this behavior.

Patterns of Behavior Problems

Peterson (1961) developed the problem behavior
rating scale. This scale represented the mosf common
problem behaviors of children referred to a child guidance
clinic. 1In 1961, Peterson had teachers empirically rate
831 grammar school students on a problem check 1list.
Factor analysis of the correlations of all the items
resulted in two independent clusters. These he called
"Conduct Problem" (aggressive behaviors) and "Personality
Problem" (withdrawn behaviors). These two factors have
appeared in a nuéber of studies despite differences in
subjects (clinic referrals, special education children,

delinquents) and instruments used (checklists, ratings,

referrals).



Peterson (1961) concluded that all children can be
placed somewhere between these two dimensions. The deviant
child is distinguished by the quantity of behavior problems
rather than specific quality of behaviors. |

Another important study in this area is the
Behavioral Classification Project. The Behavioral Classi-
fication Project is trying to build a more adequate classi-
fication by using behavioral items with demographic and
personal history variables. These items reflected parents'
complaints to the Duval County Child Guidance Clinic (Dreger,
et al., 1964.

Five clusters of behaviors are considered "types"
of children with similar behavior problems. The five
"types" most recognizable to parents and clinicians are:

Cluster A. Relative mature, semisociable
egocentricity

Cluster B. Relatively immature, nonsociable,
semisurgent egocentricity

Cluster C. Sociable anxiety

Cluster D. Semisociable, nonanxious, desurgent
retardation

Cluster E. Egocentric, antisocial aggressiveness.

Cluster E corresponds with Peterson's (1961)
Conduct Problems and Hewitt and Jenkins' (1946) Unsocialized
Aggressive Child. Cluster C matched Peterson's (1961)
Personality Problem and Hewitt and Jenkins' (1946)
Overinhibited Child.

Many research studies have used as their measuring

instrument the Wickman's checklist (1928). 1In studies more



recently done, the attitudes of teachers and mental health
workers have become more compatible. However, teachers
still consider overt behavior problems more serious, while
the psychologists consider withdrawal problems to be more
severe (Ziv, 1970). In a study that was conducted based
in part on Wickman's inventory and in part on teachers'
recognition and attitude toward problem behaviors as
reflected in actual referrals to Pupil Personnel Services,
the primary concerns of teachers were with the withdrawn,
the aggressive, and those with learning problems. The
majority of referrals were for children with learning prob-
lems (Westbrook, 1970).

All statistical studies which attempt to classify
behavior problems have shown the pattern involving aggres-
sive behaviors (Hewitt and Jenkins, 1946; Peterson, 1961;
Patterson, 1964; Quay, 1964; Quay and Quay, 1965; Westbrook,
1970). Some of the characteristics most frequently
associated with this pattern are disobedience, disruptive-
ness, fighting, destructiveness, temper tantrums, irrespon-
sibility, impertinence, jealousy, signs of anger, bossiness,
profanity, attention seeking behavior, and boisterousness.
The general trait is an active aggressiveness that
alienates the child from his peers and adults (Quay, 1972).

The second pattern most frequently found in classi-
fication studies centers around withdrawn behaviors (Hewitt
and Jenkins, 1946; Peterson, 1961; Patterson, 1964; Quay,

1964, Quay and Quay, 1965; Westbrook, 1970). The general
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trait associated with this pattern is a marked withdrawal
by the child from peers, adults and social activities.

Some of the characteristics most frequently associated
with this pattern are feelings of inferiority, self-
cohsciousness, social withdrawal, shyness, anxiety in
social situations, crying, hypersensitiveness, unhappiness,
depression (Quay, 1972).

A third pattern has sometimes emerged and has
accounted for much less of the variance of the interrela-
tionships among problem behaviors. Also its meaning is
less easily decided upon. This pattern involves preoccu-
pation, lack of interest, sluggishness and laziness (Quay
and Quay, 1965).

Boys were more frequently referred as having
adjustment (withdrawn) problems and behavior (aggressive)
problems than girls. These are in relation to a variety of
reporting data from clinic referral, teacher reports, and
rating scales (Peck, 1935; Eaton, E'Amico, Phillips, 1956;
Beilin, 1959; Sparks, 1952; Dreger, 1964). The difference
between boys and girls especially in regard to teachers'
reports, is that teachers distinguish a different kind of
adjustment for girls, and that different types of behaviors
are identified with the maladjustments of each sex (Stewart,
1949). These result from teachers' expectations that boys
and girls act in different and prescribed ways in our

culture.
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Judgment--Accuracy and Confidence

Little empirical research has been done to show

how teachers' decisions and confidence in handling a class-

room misbehavior are affected when information about the

child increases. Supporting research comes from the area

of clinical judgment. Clinical judgment is a complicated

process. Holt (1970) outlines six steps in the role of

clinical judgment. Three of them are applicable for this

discussion.

1)

2)

3)

They are:

The analysis of the criterion or the study of
what is to be predicted. In analyzing the
Tcriterion," you are trying to decide what

is the most meaningful measure of what you are
predicting. This presupposes an understanding
of the behavior in question and the circum-
stances under which it shows itself.

The situational and intrapersonal intervening
variables. Those situational and intrapersonal
intervening variables that are used in order to
predict the criterion need to be discovered.

The measuring instrument. How appropriate the
instruments are to the task is an important
but neglected question.

These three are integral in the accurate prediction of

behavioral outcomes. Clinical psychologists are trained

specifically in assessing personality and not in making

accurate predictions. Goldberg (1968) feels that there is

no realistic opportunity for the clinical psychologist to

improve his skills, because in clinical practice feedback is

virtually non-existent. When feedback does occur, the long

interval of time which elapses between the prediction and

the feedback serves to ensure that the initial cue
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configuration leading to the prediction has disappeared
from the clinician's memory.

Clinicians have long held that with increasing
amounts of information about the person, accuracy of
clinical judgment would increase (Holt, 1970; Meehl, 1954;
McArthur, 1954; Taft, 1955). This belief might be seen
as a reflection of their training in clinical judgment.
Oskamp (1965) however, found that increasing the amount of
information did not increase the accuracy of clinical judg-
ment. After the initial presentation of information, the
clinicians formed their conclusions rather firmly. Answers
were rarely changed. Additional increments of information
served only to confirm the original judgment. He also
found that when the information level increased, the
clincians' confidence level about the accuracy of their
judgment increased. This increasing confidence rating
shows that the judges become increasingly convinced of their
own understanding of the case being presented. A similar
pattern should be found in the groups of teachers. Their
initial strategy decision should remain stable over the
increasing increments of information.

With certain groups of workers, experience has been
found to have an inverse effect on levels of confidence.
The more experienced judges were less confident than the
less experienced judges in the accuracy of their judgments.
(Oskamp, 1965; Goldberg, 1959; Oskamp, 1962). This effect

has been generally found in studies that require their
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subjects to make specific judgments based on large amounts
of information.

Ryback (1965), on the other hand, found that in
situations where subjects experience similar tasks repeatedly,
and where minimal feedback is provided, their confidence
level about their performance increased in relationship to
their exposure to the tasks.

The situations presented in Ryback's study were
five questionnaires composed of ten items each comparing
geometric measures of simple designs. Generally, without
systematic feedback learning cannot take place, and
accuracy or change of previous answers would not increase.
However, experience with any task or situation would
increase familiarity with the tasks. This familiarity
with the components of a situation would reinforce and
strengthen certain styles of performance and would manifest
itself in higher confidence ratings. It would not imply
greater accuracy of diagnosis or a more effective approach.

A teacher confronted with a discipline problem falls
in this last group in that situations occur repeatedly but
with minimal feedback about the appropriateness of strategy.
Three factors iend support to this conclusion.

First, although the student involved in the prob-
lem situation changes, the categories of problems the
teacher must deal with are limited in number. Frequently
occurring problems are found to be those relating to infrac-

tions of classroom rules and routine, and failure to meet
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school requirements (Peck, 1935; Driscoll, 1970). Problems
such as these occur ffequently, year after year.

Secondly, teachers show a preference for concep-
tual simplicity. They seem to display a distaste for
rational analysis of what they are doing. Teachers adopt
new ideas and techniques readily without thoroughly inves-
tigating the strengths and weaknesses. Techniques are
abandoned if they are not successful in stopping immedi-
ately the misbehavior. Decisions are often based upon
intuition, what "feels right," rather than upon an objective
basis (Jackson, 1971). Because of this tendency, techniques
that have proved successful with one youngster will be
repeated with another youngster, without evaluation as to
the effectiveness of the strategy for this particular
youngster. The strategy that proved to be successful is
used most frequently.

Third, teaching tends to be an isolating type of
activity (Sarason, 1971). The teacher rarely receives
feedback, either negative or positive, from administrators
and/or other teachers.

The experienced teacher, and even more likely, the
teacher who has experienced success in handling discipline
problems, would probably be extremely confident in the
decision she made. The success would be determined by the
immediate stdpping of the undesirable behavior. Feedback
of the appropriateness of the strategy would be limited to
this immediate "stoppage of behavior," and would not be

evaluated by feedback from other teachers or administrators.
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The inexperienced teacher, on the other hand, would be less
confident than the experienced teacher. Her lack of
experience in the teaching field and her insecurity about
her competence in the area of disciplineAwould eccoﬁnt for
this. Training programs talk about the area of discipline
but rarely does a prospective teacher have a chance to
practice discipline strategies and receive feedback about
the effectiveness and appropriateness of them., Professors
of education "stress the desirability of permissive pupil
control, while 'discipline' as it is actually practiced in
the public schools emphasizes the need for more authori-
tarian controls" (Hoy, 1968; Ausubel, 1961). The initial
exposure to the classroom for these inexperienced teachers
may be frustrating as they try to coordinate the demands
of teaching, especially with regard to maintaining discip-
line of the classroom, and obtaining the learning goals of
the school (Hoy, 1968). This period would not contribute

to the confidence of the inexperienced teacher.

In-Service Training of Teachers

Educators increasingly are convinced that the
teachers' education is only partially completed at gradua-
tion. Professional growth still needs to be enhanced.

A great majority of pre-service programs structure
their academic courses and student teaching programs in
about the same manner. Pre-service education programs
offered at most colleges and universities emphasize three

major areas:
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The first emphasis is on curriculum content.

This category consists primarily of thé
subject matter that the teacher is expected
to instruct the student. The material is
usually transmitted in the form of verbal
abstractions.

The second emphasis is on professional know-

ledge, which includes such areas as educational
psychology, child and adolescent development,
and educational evaluation. Most of this
information is also transmitted in the form

of abstractions. The teachers are then
required to apply these abstractions to con-
crete educational situations. In many cases,
teachers find it difficult to make this
transfer, and as a result they are critical

of the information as being useless.

The third emphasis is on classroom skills and

behavior. Student-teaching is the major
component in this area. Methods courses
usually attempt to transmit these skills to
the prospective teacher. A survey of teaching
methods courses in four-year teacher education
institutions found that lecturing and group
discussions were most frequently used.
Teaching again was considered mostly in

verbal abstractions, and analysis of teaching
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behavior was almost entirely lacking.

Student-teaching programs need to be

evaluated. The vast majority of the pro-

grams do not focus on the development of

specific behavior patterns, nor do they

provide effective feedback required for

efficient development of skills. A series

of studies found that student teachers

become more authoritarian and punitive as

a result of their training (Borg, 1970).

In-service programs, on the other hand, cannot be
described so uniformly as pre-service programs. Borg (1970)
feels that the only generalization about in-service pro-
grams that can be made is that schools do very little, and
what they do is poor. Most districts budget little or no
money for such training, and limit themselves to a program
of faculty meetings and/or one day institutes. The general
focus of workshops and extension courses is on specific new
curricular materials. He also feels that as a whole,
little emphasis has been placed on teaching methods and/or
new methods to use to advantage the new curriculum.
In-service programs generally are deficient in

four areas:

1) Emphasis is on telling, rather than doing.

Rarely is the teacher taught the complex
classroom skills through guided experience

in the behavior itself.
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2) Instruction is general rather than specific.

Most programs deal with vague generalities
instead of dealing with systematic defini-
tions and procedures for the learning of
specific teaching skills.

3) Effective models are not provided. Even

when a model is provided, rarely is the student
told what to look for. A situation is rarely
provided for the student to practice the
teaching skills he has observed.

4) Effective feedback is not provided. The

learner can progress much more rapidly if

he receives feedback, both specific and
immediate, about his performance. Typically,
feedback, especially in regards to in-service
workshops, has been a) too general and b)

too threatening for many teachers (Borg,
1970).

Workshops are the most popular form of in-service
training (Parker and Golden, 1952). Successful workshops
frequently result in development of skills deemed to be
important in teaching.

There have been numerous studies in the area of
behavior modification that have shown that teaéhers do
change their behavior after instruction. Acquisition of
skills in the use of these strategies depends upon the

immediacy of reward to the teacher. It has been concluded
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that increased use of these strategies after instruction
has resulted in improved behavior in the individual child
or the group (Ullmann and Krasner, 1965; Hall, Lund &
Jackson, 1968; Thomas, Becker and Armstrong, 1968; Hall,
Panyan, Rabon and Broden, 1968; O'Leary, Becker, Evans

and Saudargas, 1969; Buys, 1972). These studies were
primarily in the form of the one-to-one consultation model.
The main emphasis was to increase the skill of a particular
teacher in relation to the prevailing classroom problem.

Most of these studies have focused upon increasing
the reinfofcement procedures of the teacher. Success with
the procedures is usually reported. Continued performance
by the teacher in the use of these strategies is rewarded
by the subject's progress.

In this study, the workshop format and behavior
modification strategies were used. Teachers who received
the in-service training should demonstrate more positive
behaviors in the handling of discipline problems than
teachers without this particular type of in-service training.
With more familiarity with the process of identifying and
describing problems and presenting a plan for changing
behavior, the teachers with in-service training should be
more confident about their decisions when confronted with

like problems.
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Strategies of Classroom Management

The strategies and alternatives available to the
teacher for handling discipline problems are numerous:
psychodynamic, psychbeducation, life-space interviewing
approach, thé'"traditional" approach of punishing all
transgressors promptly, and the learning theory approach
(Eddy, 1965; Clarizio, 1971). Stebbins (1970) found that
the most frequently used strategy is the "technique of
appeal." The teacher tries to establish conformity by
simple reminders of classroom rules, calling to attention,
reprimands for talking and/or admonitions to get back to
work. If the behavior does not cease, or if the behavior
is evaluated as detrimental to the student's learning, a
scolding or an angry threat of expulsion is the alternatiﬁe.
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