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The purposes of this study were (1) to determine if a 

specific set of classroom management-discipline procedures 

have a positive effect on student attitude and involvement 

and (2) to determine if a specific set of classroom manage-

ment discipline procedures will have a positive effect on 

teachers and students as shown by results on teacher and 

student opinion inventories, reduction in discipline cases, 

and increased student involvement in clubs, mini-courses, 

student government and intramurals. 

There were two junior high schools that participated in 

this study. Both schools were located in a suburban setting 

in the same school district. The experimental school used 

the positive approach to discipline and the control school 

did not. The population of the experimental school was 

composed of 850 students and fifty teachers. The population 

of the control school was 750 students and forty-four 

teachers. Students in both schools were randomly selected 

and given the Student Opinion Inventory. All teachers in 

both schools were given the Teacher Opinion Inventory. 



These data plus related data dealing with discipline 

cases, reassignment school cases and extent of student 

involvement were statistically analyzed using t-test and chi-

square techniques. Significant differences were noted at the 

.05 level in the experimental school in the areas of teacher 

attitude, student attitude, discipline, and student involve-

ment. 

The findings of this investigation support the following 

conclusions concerning junior high schools. 

1. A positive approach to discipline can be expected to 

have a significant positive impact on students' opinions of 

school. 

2. A positive approach to discipline can be expected to 

have a significant positive impact on teachers' opinions of 

school. 

3. A positive approach to discipline can be expected to 

have a significant positive effect on school atmosphere as 

evidenced by fewer discipline cases and increased student 

involvement. 

4. A positive approach to discipline will result in 

increased teacher participation in areas such as sponsorship 

of student clubs, mini-courses and other extra curricular 

activities. 

5. A school-wide positive approach to discipline will 

result in increased direct teacher involvement with students. 



6. A school-wide positive approach to discipline will 

result in increased parent-school communication. 

7. A school-wide positive approach to discipline will 

result in fewer truancy problems. 

8. A school-wide positive approach to discipline will 

result in fewer serious behavior problems resulting in 

Reassignment School or suspension. 

Based upon the results of this study, it is recommended 

that 

1. A similar study should be undertaken over a two-year 

period or longer in a school with a PAD type program to see 

if a school-wide approach to discipline has any significant 

impact on student achievement; 

2. All schools should seriously look at developing a 

specific school-wide approach to discipline that can be 

developed by the building staff as a means of reducing the 

number one problem identified in the public schools; and 

3. A follow-up study should be conducted at the experi-

mental school in two years to see if PAD has a continuing 

positive effect on teachers and students. 
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CHAPTER I 

INTRODUCTION 

Discipline as a concern for parents and educators is as 

old as recorded history. One archeologist reported that his 

translation of the markings on an artifact dating back to 

ancient Sumria proves that at least one adult was perplexed 

by the disobedience of a child 4,000 years ago (6). In 1978, 

according to the Tenth Annual Gallup Poll of Public's 

Attitudes Towards the Schools, parents and the population in 

general still consider discipline the number one problem 

faced by schools today (1). 

In American education discipline approaches remained 

primarily punative in nature until the twentieth century. 

Brubacker {2) traced the punishment approach back to Aristotle 

who believed that "the quality of mind being the same in all, 

the failure of the child to learn must be due to a willful 

disinclination of the flesh" (2, p. 142). The belief that 

children can be forced to learn helped lay the foundation for 

the idea that student motivation can be achieved by corporal 

punishment. 

There were exceptions, such as the attempt by Mann to 

get the Massachusetts State Board of Education to adopt more 

humane measures developed by the Swiss reformer Pestalozzi. 



The schoolmen, however, rejected the more humane approach (2). 

The overriding belief in early American education was that if 

learning was enjoyable it would be detrimental to the disci-

pline and obedience that the schools were supposed to teach. 

On the philosophical plane, ideas and beliefs concern-

ing discipline and punishment seem to have been developed on 

two diametrically opposed concepts of the nature of man. The 

Puritan belief that man's innate depravity must be rigidly 

controlled through strict adherence to the rule of God among 

men encouraged the development of a school system intended 

to perpetuate this doctrine. It was very tightly controlled, 

and corporal punishment was the rule, not the exception. 

As time passed growth of the humanistic view of man has 

had an obvious influence on the disciplinary practices of 

the public schools. The views of educators such as Pestalozzi, 

Hebart and Dewey concerning children had a softening effect 

on schools. As the humanistic view of treatment of students 

gained strength, the use of corporal punishment in American 

schools slowly began to decline. However, the practice still 

persists today. According to the majority opinion of the 

United States Supreme Court in Ingram v. Wright ( 8 ), the 

use of corporal punishment in the schools 

survived the transformation of primary and secondary 
education from the colonials' reliance on optimal 
arrangements to our present system of compulsory 
education and dependence on public schools, . . . 
[and] continues to play a role in the public educa-
tion of school children in most parts of the country 
(8, p. 21). 



With the historical perspective in mind, educators are 

now faced with the problem of finding methods of student 

control that are both effective and will be accepted within 

their respective communities. This problem is even more 

acute in light of the fact that schools are now dealing with 

students whose backgrounds are significantly more complex 

than in past years. These students are a product of a 

society that has ever increasing problems with drugs, divorce, 

alcohol, inflation, energy and crime rates. 

Statement of the Problem 

The problem that was investigated was the relationship 

of a specific set of classroom management-discipline policies 

to student attitudes, student involvement in activities and 

student discipline cases. The relationship of the specific 

set of classroom management-discipline policies to teacher 

attitudes was also investigated. 

Purposes of the Study 

The purposes of this study were (a) to determine if a 

specific set of classroom management-discipline procedures 

have a positive effect on student attitude and involvement 

and (b) to determine if a specific set of classroom management-

discipline procedures will have a positive effect on teachers 

and students as shown by results on teacher and student 

opinion inventories, reduction in discipline cases, and 



increased student involvement in clubs, mini-courses, student 

government and intraraurals. 

Questions to be Answered 

1. Would there be an increased positive attitude in the 

experimental setting from teachers and students as measured 

by the Teacher Opinion Inventory and the Student Opinion 

Inventory as compared with the same two inventories adminis-

tered in March of 1977 at the same school? 

2. Would there be a more positive attitude in the experi-

mental setting toward school as measured by the Teacher Opinion 

Inventory and the Student Opinion Inventory when compared with 

the results on the same surveys administered in March of 1979 

at a similar junior high school not using the positive approach 

to discipline? 

3. Would there be a reduction in the number of disci-

pline cases sent to the Assistant Principal's or Principal's 

office when compared to 1976-1977 and 1977-1978? 

4. Would the number of students involved in school 

activities be increased significantly when compared to 1976-

1977 and 1977-1978? 

5. Would there be fewer students sent to Reassignment 

School than in 1977-1978? 

Background and Significance 

A large body of research is available in the area of 

discipline and classroom management. Much of it deals with 



behavior modification. However, there is no significant body 

of empirical research that has compared the effectiveness of 

one technique with another. One exception to this is a study 

by Allen (1), in 1978), using techniques of prevention during 

a specific period of one school year. 

The problem is further compounded by the many court 

decisions in the past few years that directly affect treat-

ment of students. These decisions have significant impact, 

particularly in the areas of freedom of expression and due 

process. When this is added to the fact that today's students 

probably possess more knowledge and are certainly more mature 

than students a few years ago, the problem of the control of 

student behavior is highly complex. 

There are basically three approaches to discipline and 

classroom management in practice today: (a) behavior modifi-

cation or operant conditioning psychology; (b) punishment; 

and (c) prevention approach. According to behavior modifi-

cation proponents, the higher order of behavior (voluntary) 

should and can be controlled through specific behavior modi-

fication. This is done through two types of reinforcement— 

positive and negative. Positive reinforcement occurs when 

the student is rewarded for acceptable or desired behavior. 

Negative reinforcement occurs when the student receives 

negative attention or punishment. The punishment approach is 

negative in nature and allows little room for the development 



of positive self-concepts in children who exhibit behavior 

problems. 

While behavior modification and punishment basically 

deal with disruptive behavior, there are other methods that 

seem to be more preventative in nature. Perhaps the fore-

most proponent of preventative measures is psychiatrist 

William Glasser (4, 5). The author of Schools Without Fail-

ure , Reality Therapy, The Identity Society and numerous 

articles on school approaches to pupil behavior, Glasser 

believes that every human being is being driven to satisfy 

a need for love (to give and receive it) and a need for a 

sense of worth (4, 5). Glasser does not deny the responsibil-

ity of the schools to impart knowledge and teach thinking. 

However, he says, "To say that helping to fulfill the need 

for love is not a school function is tantamount to saying 

that children who don't succeed in giving and receiving 

desperately needed affection at home or in the community will 

have little chance to do so" (4, p. 13). 

Educators who decide to use the theories of Glasser and 

others must realize that the focus is on the child not the 

system.. The child must be dealt with in the present without 

letting past mistakes influence treatment of the student. 

The teacher must get personally involved in dealing with 

present behavior in a calm logical way. 

Salient to this theory is the difference between disci-

pline and punishment. Discipline is essentially an active 



teaching process which involves the teacher and the student. 

Punishment is imposed arbitrarily and without option for the 

individual. Teachers and administrators should be able to 

accept the above-mentioned difference between discipline and 

punishment before attempting to implement a system of positive, 

preventative classroom management. 

The major difference between the preventive or positive 

approach and that of the behaviorist is the assumption that 

the teacher must understand the inner drive and needs of the 

individual in order to work toward change. According to 

Lindsey and Cunningham ( 7 ), behavior modification makes 

discipline a system of rewards, is short range and makes the 

student assume a more passive role in his or her own educa-

tion. 

This study is the attempt to examine the effect of a 

positive preventative approach to classroom management and 

discipline. The areas examined included teacher opinions, 

student opinions, student involvement in activities outside 

the regular classroom and discipline cases referred to the 

assistant principal or principal. 

Definitions 

Junior high.—A school composed of seventh- and eighth-

grade students. 

Positive discipline.--An active teaching process involv-

ing close, sustained, personal involvement on the part of 
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the teacher first then support, if needed, from counselors 

and administrators. The major responsibility of the staff is 

to get the student to confront his or her behavior, make value 

judgements concerning this behavior and then accept the con-

sequences of the behavior. 

Reassignment school.—A special school where students 

with severe behavior difficulties are sent in order to correct 

the problem. The behavioral problems are usually drug or 

alcohol related, repeated classroom disturbances, or truancy 

problems that the home school has not been able to solve. A 

student is sent for a minimum of three days. While at this 

school, assignments are furnished by the home school. 

School activities.—Activities limited to clubs, student 

government, intramurals, and mini-courses. 

Limitations 

This study was limited to the faculty and student bodies 

of two suburban junior high schools. The student bodies were 

predominately white middle class who ranged in age from 

twelve to fifteen with over 80 per cent in the thirteen to 

fourteen age group. There was no attempt to generalize the 

findings to another setting. 

Basic Assumptions 

The basic assumption was that the climate of schools is 

set, to a large degree, by the attitudes and techniques of 

the professional staffs. If the attitudes and techniques for 



dealing with students are positive, then the climate of the 

schools will be positive. It was also assumed that the 

teachers and students in this study would respond honestly 

to the instruments used to measure attitudes. 

Procedures for Collection of Data 

Population 

The population of the experimental school was composed 

of 850 students and fifty teachers. The student population 

was 275 eighth graders and 575 seventh graders. The popula-

tion of the control school was 750 seventh- and eighth-grade 

students and forty-four teachers. The student population was 

equally divided between seventh- and eighth-grade students. 

Selection of Sample Population 

Two hundred seventh graders and 100 eighth graders were 

selected at random from the student population in the experi-

mental school. In the control school, 100 seventh graders 

and 100 eighth graders were selected by the same process. 

Administration of Instruments 

All students in both sample populations were given the 

Student Opinion Inventory. All teachers in both schools 

were given the Teacher Opinion Inventory. All subjects in 

the experimental school were given additional questions 

developed for this study. The surveys were administered the 

last two weeks of March, 19 79. 
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Procedures for Analysis of Data 

Question one was treated in two parts: (a) teacher 

results and (b) student results. The student results were 

divided by seventh and eighth grades. Data analysis included 

a chi-square comparison of the item-by-item frequency dis-

tribution derived from item analysis on each item on both the 

Student Opinion Inventory and the Teacher Opinion Inventory. 

The results of these inventories were gathered on two 

occasions at the same school. The first administration of 

the surveys was in March of 1977. The second administration 

was in March of 1979. 

Question two was treated in the same manner as question 

one except that the chi-square comparison was made item-by-

item with the results of the same two inventories given at 

the control school in March of 1979. A subjective analysis 

and discussion of the item analysis were included. 

Questions three and four were tested using the chi-

square procedure for goodness of fit. Question four was also 

tested using a chi-square procedure for comparing frequency 

data. 
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CHAPTER II 

REVIEW OF RELATED LITERATURE 

To limit the obvious scope of the topic of discipline, 

this review will present an overview of the topic and then 

focus on the three basic approaches to student control 

identified by the literature. These approaches are punish-

ment, behavior modification, and humanistic approaches 

involving logical consequences. The word discipline has so 

many meanings that any discussion should include an attempt 

to define the term. Webster's New Collegiate Dictionary 

defines discipline as [1] subject taught; [2] training of 

mind or moral character; [3] control by enforced obedience; 

[4] prescribed pattern of behavior; and [5] system of rules 

governing conduct (46) . The first two definitions deal with 

intellectual training. The last two deal with control of 

behavior. This is usually viewed as control from an outside 

force in which the individual is subjected to the will through 

suffering or indoctrination. 

According to Sunshine (45) , discipline falls into one of 

three distinct categories. These are discipline for order, 

discipline as a management technique, and discipline as 

punishment. In the first case, discipline refers to the 

degree of order established within a group. In the second 

12 
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sense, discipline refers to specific methods which teachers 

believe to be effective. In the third case, discipline is an 

euphemism for punishment. 

Historically, in American education, two views of disci-

pline have evolved. One point of view holds that the teacher's 

primary disciplinary task was to keep order, silence, and 

decorum in the classroom (24). The opposite approach, advocated 

by Dewey and others (7, 10), called for the teacher to place 

primary importance on developing a sense of personal worth and 

a sense of inner-control for students. A trace of the history 

of American public education will show that over the years 

many variables—social, religious, economic—have contributed 

to the relative popularity of one view of discipline over the 

other (7, 24). 

The most recent Gallup Polls on education point out 

rather vividly the concern of the general public over disci-

pline in the public schools. For eight consecutive years 

Gallup researchers have found discipline to be the public's 

number one concern regarding schools. This concern is still 

mounting. In 1978, the tenth annual Gallup Poll (19) revealed 

a higher percentage of concern among respondents over disci-

pline than ever before. 

A primary concern in discipline is due process. Goss V. 

Lopez and other related court decisions make clear the fact 

that the school faces some finite responsibilities in this 

area (39) . It: is now established that schools must follow 
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the due process clause of the fourteenth amendment in actions 

brought against students. This clause protects student's 

rights from being threatened without the advantage of formal 

presentation of charges, right of a hearing and appeal pro-

cedures for students and their parents. 

The increased legal concern with due process could bring 

about problems in two opposite areas. On the one hand, if 

the primary constraint is procedural, then following the pro-

cedure may legitimatize the school's decision and simply bury 

the student in guilt. In other cases these court decisions 

may alarm the more timid school personnel into stances of no 

action even when needed. 

Punishment 

Children who are most likely to be controlled by punish-

ment are probably those who misbehave least often. Punish-

ment will be effective only until the punished child learns 

to adapt to it. The propositions were supported by Sallows, 

in 1972, in a research study which compared children who 

were "normal" with children who were frequently deviant or 

misbehaved, according to the type of parental discipline 

they usually encountered. Two of his results were especially 

relevant. Children who were generally deviant were much less 

responsive to punishment than their normal peers. What is 

more, these children were controlled by their parents with 

more severe forms of punishment significantly more often 
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than normal. The parents of disorderly children used 

physical punishment 31 per cent of the time while the other 

parents almost never used anything more severe than verbal 

reprimands (40). 

A major criticism of punishment has been that its use 

teaches the child that control by domination is acceptable 

and effective. The child is then inclined to use aggressive 

control techniques with others. Sears and others (41), in 

1967, found that when parents used severe forms of punishment 

they were more likely to have extremely aggressive children 

who channelled their aggression against their parents. Lounin 

and Gump (30) found that children who were taught by punitive 

teachers were more aggressive in their misconduct, misbehaved 

more frequently, and were generally less concerned with 

school and learning values than were children who studied 

with non-punitive teachers. Becker (3) found that the more 

the teacher used punishment, the more disruptive the children's 

behavior became. 

In general, psychologists and educators who hold them-

selves to be humanists are not likely to endorse the use of 

punishment under any circumstances, favoring positive means 

instead. Many behaviorists, however, still hold that punish-

ment is a potentially expedient and effective means for 

immediately suppressing an undesirable behavior. 
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Behavior Modification 

In any discussion of behavior modification, B. F. 

Skinner's work must be considered. According to Skinner 

(44), operant psychology is the science of behavior which 

looks for functional relationships between behavior and 

factors in the environment. It assumes that behaviors are 

learned and maintained by environmental consequences. 

From operant psychology comes operant conditioning 

which is based on four major principles. The first princi-

ple is that any person will tend to keep doing what he is 

rewarded for doing and stop doing what is not rewarded. 

Second, it is possible to transfer or associate from one 

reward system to another. Third, the schedule of reinforce-

ment will be performed less and less as the desired behavior 

becomes stronger. Last, any behavior can be broken down 

into a sequence of steps small enough for any learner to 

perform successfully (37). 

The disciples of Skinner, called "behaviorists," believe 

that the classroom teacher needs first to understand the laws 

of learning theory and second, to apply these laws to 

behavior modification techniques. The idea is that a 

student's actions are based on the effects of these actions 

in the past. Therefore, if the teacher can control the 

consequences of his behavior in the present, then the teacher 

can also direct and predict the student's actions for the 

future. Learning theory identifies basically two types of 
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behavior. Involuntary behavior is vitally connected to the 

satisfaction of survival needs and results from specific 

stimuli in a person's environment which regularly elicits 

the behavior. Voluntary behavior appears at first to occur 

randomly and to be highly individualized. According to 

Brown (6), "This type of behavior need not be correlated 

with any known or recognizable stimuli" (6, p. 4). Most all 

of man's behavior not related directly to basic needs is 

voluntary. 

According to O'Keefe and Smaby (36), in a study in 1973, 

the higher order or voluntary behavior can be controlled 

through operant conditioning. This can be done through 

positive or negative reinforcement. Negative reinforcement 

is probably the most expedient way to eliminate undesirable 

behavior. Negative reinforcement should cause a student to 

avoid unpleasant consequences by avoiding actions which 

cause the negative reinforcers. Negative reinforcers include 

threats, corporal punishment, scolding, ridicule, removal of 

privileges, and poor grades, among others. This practice, 

however, does not bring about the desired results because 

many times an acceptable behavior pattern is not substituted 

for the behavior causing the problem. Care should be taken 

in using negative reinforcement as the process can become 

simply punishment, which usually yields only temporary 

results (36). Positive reinforcement is the more desirable 

approach in behavior modification. In this mode, the 
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student's acceptable behavior is reinforced based on the 

belief that the behavior will become stronger and eventually 

replace any undesired behavior. 

Such things as candy, extra free time, extra privileges 

and many others are used as positive reinforcers. In a study 

by Heaton and others (38) , done in 1973, it was found that 

attendance, attitude and academic success of problem junior 

high students were changed positively by using reinforcers 

such as games, soft drinks, candy and, at times, movie 

tickets and bowling passes. Others, such as Quay, Glavin, 

Connosley and Werry (38), have also had success by using the 

same kinds of positive reinforcers. 

Merrett and Wheldall (34) had rather impressive results 

in settling down an unruly class in a junior high school 

using house-points. Using this method the teacher at specific 

intervals gave positive verbal reinforcement to each table 

of students who were conducting their business according to 

a prearranged set of rules. This game approach which applies 

group-oriented contingencies involving the whole class rather 

than specific individuals has also been used successfully by 

Sulybacker and Houser in 1966, Tsoi and Yule in 1975 and 

others. 

Whipple (48) reports great success in a high school 

alternative school using behavior modification. In this case 

students who were failures elsewhere were given positive 

reinforcement through many techniques. Some of these 
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techniques were praise and approval from staff, caring, 

modeling by teachers and token reinforcement such as letters 

to parents and free meals. 

The majority of the discipline related research in 

behavior modification shows more impressive results are 

gained with the use of positive reinforcers. Students tend 

to substitute more appropriate behavior for undesired 

behavior in order to receive the positive reinforcement. 

Quay, in addressing the concept of behavior modifica-

tion, says, 

Over the last fifteen years there has accumulated an 
impressive body of knowledge indicating that the 
systematic use of the techniques of behavior modifi-
cation in the school setting can drastically reduce 
deviant behavior while at the same time increasing 
the acquisition of prosocial. behavior and academic 
skills. These techniques, while varying to fit the 
needs of different groups and individuals, involve 
the precise assessment of the behavior to be changed, 
the structuring of the classroom or other settings 
to minimi2ie deviance, and the contingent use of 
rewards by teachers, parents, and others. Inherent 
in the method is precise measurement of its effects 
on a continuous basis so that progress or lack there-
of can be documented (38, p. 13). 

This approach is attractive to many people because of 

its seemingly clear and logical approach to dealing with 

students. The pure behavior modification model seems to 

offer a rather simple approach to the very complex problem 

of human behavior. Since learning theorists did not include 

non-observable processes such as thinking, feeling, and 

imagining in their observations, what evolved was a model 
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which explained human behavior without any reference or 

credit given to those unobservable human processes. 

One of the limitations of behavior modification seems 

to be that only specific behaviors are effected, leaving a 

general negative attitude, for example, unchanged. Another 

problem is that often desired behavior is exhibited only as 

long as the reward is continued. There is little evidence 

to show that these changes in behavior can be sustained in 

a system where no systematic application of reinforcement 

is made. 

The main criticism of the use of behavior modification 

has been directed at the ethnics of the use of behavior 

modification, not at its effect. Lindsey and Cunningham (31) 

cite several reasons why education should be cautious about 

accepting behavior modification. They are the following: 

1. Behavior modification makes discipline a system 
of rewards. 

2. It prepares students for a non-existent world; to 
ignore unacceptable behavior is to socialize for 
an unexisting society. 

3. It undermines existing internal control. 
4. It is unfair to provide rewards only for those 

without internal control. 
5. It could instruct children to be mercenary. 
6. It limits the expression of students discontent. 

Unacceptable classroom behavior is often an 
indication that content and method are inappro-
priate for needs of students. 

7. It denies human reasoning. A system of rewards 
which would "pay" for acceptable behavior and 
academic effort surrenders the appeal of the 
reasonableness of what the child is expected to 
do. 

8. It teaches action/reaction principles. For 
behavior to be internalized, it is best that it 
be understood by the individual whose behavior is 
being changed. 
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9. It encourages students to "act" as if they were 
learning in order to obtain rewards. 

10. It emphasizes short-range effects. 
11. It would make the student assume the passive role 

in his/her own education. 
12. It is a totalitarian concept in which the behavior 

shown by an individual is regarded as more 
important than the state of affairs in the 
individual's life leading to his behavior (31, 
pp. 566-567). 

Humanistic Approach 

The humanistic or preventive approach can be perhaps 

best described as one which stresses the need to treat the 

child as an individual person. While behavior modification 

and punishment deal primarily with the elimination of rein-

forcement of specific behavior, the humanistic approach 

attempts to deal with the student as an individual first and 

then as a member of a social community. Among the leaders 

of this particular movement are Glasser, Dreikurs, and Adler. 

Psychiatrist William Glasser (21, 22, 23) is a critic 

of American education who believes that schools create many 

of their discipline problems. Glasser is the author of many 

books and articles; his theory is that every human being is 

being driven to satisfy a need to give and to receive love and 

a need for a sense of worth. Glasser does not deny the 

responsibility of the schools to impart knowledge and teach 

thinking. However, he says, "To say that helping to fulfill 

the need for love is not a social function is tantamount to 

saying that children who don't succeed in giving and receiving 
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desperately needed affection at home or in their community 

will have little chance to do so" (23, p. 13). 

Much of Glasser's work in the public school setting is 

based on his earlier book Reality Therapy. An important 

premise of this book was the fact that people who fail fall 

back on emotion to direct their behavior, people who succeed 

rely upon reason and logic (22). Educators who decide to 

use the theories of Glasser should understand that the focus 

is on the child and not the system. The child should be 

dealt with in the present. For example, the approach 

requires that the teacher get personally involved in dealing 

with present behavior in a calm logical way. The purpose of 

the Glasser approach is to get the child to make a value 

judgment about what he or she is doing that is contributing 

to his failure. If a child does not believe his behavior is 

wrong, then no meaningful change can take place. If the 

child sees no wrong in his actions, then according to Glasser, 

He must then suffer the consequences of his refusal 
to change his behavior. Neither the school nor the 
therapist should attempt to manipulate the world so 
that the child does not suffer the reasonable con-
sequences of his behavior (22, p. 21). 

Glasser further states, "Finally, . . . when a child makes a 

value judgment and a commitment to change his behavior, no 

excuse is acceptable for not following through" (22, p. 13). 

Glasser makes sl particular point of dealing with a child in 

the present. Children should not continue bearing the burden 
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of past failures. In this area Glasser's approach is like 

the behaviorist in that they both begin with present behavior. 

Writing on disorders in the schools Glasser indicates 

that there are only two ways to keep order in school. One is 

through fear and the other is to give students a stake in the 

school (21). The quickest way to get students involved in 

their school or class is through the class meeting. This is 

done by getting the class together in a circle including the 

teacher and talking on a daily basis. There are three types 

of class meetings recommended. These are the social-problem 

solving meetings, open-ended meetings, and educational-

diagnostic meetings. These class meetings are a very 

important part of Glasser's approach to discipline. 

Salient to the humanistic theory is a difference between 

discipline and punishment. Teachers and administrators should 

decide whether they believe that this difference exists. 

Educators and others who subscribe to the back to the basics 

notion and who believe that the old ways work best might say 

that there is no difference by asserting that discipline 

occurs as a result of punishment. Humanists take the opposite 

view. Borgers (4) summarizes the difference in a definition 

taken from the Educator Training Center in Los Angeles, 

California, by stating that punishment is defined as power of 

personal authority, painful, arbitrary, imposed, with open or 

concealed anger, without options and easy or expedient. 

Punishment also is a teaching process which usually enforces 
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failure identity and the responsibility is assumed by the 

punisher. Discipline is based on logical or natural conse-

quences, comes from within, has options, is friendly, difficult, 

and time consuming. It is an active teaching process involv-

ing close, personal sustained, personal involvement (4). 

A particular point made by Glasser, Borgers, and others 

concerns teacher toughness. It is tough to let children make 

their own decisions and then even tougher not to excuse any 

behavior that the child has already said was bad for him. 

Glasser also points out that many problems would be eliminated 

if the curriculum were revised to permit students to succeed 

instead of fail. His strongest attack is on memorization, 

which makes education dreary and difficult. 

A similar humanistic approach is taken by Rudolf Dreikurs 

(12, 13, 14), a disciple of Alfred Adler (1), who has adopted 

Adler's principles of personality to the classroom. There are 

six major concepts that are central to Adler's theory of 

personality. These are (a) fictional finalism, (b) striving 

for superiority, (c) inferiority feelings and compensation, 

(d) social interest, (e) style of life, and (f) the creative 

self (45). According to Adlerians, teachers must understand 

that a child's behavior is purposive. It will be based on 

one or more of the six concepts of personality. These con-

cepts of personality all relate to the specific goals of 

each individual. As Adler states, 
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Knowing the goal of an individual, and knowing, also, 
something of the world, we must understand what the 
movements and expressions of his life mean, and 
what their value is as a preparation for his goal 
(1, p. 29) . 

Along with the theories of personality and the specific goals 

persons set for themselves, Adlerian psychoanalysts also 

believe that there are four possible goals for misbehavior. 

According to Sunshine (45) , these are attention-getting, 

power seeking, revenge seeking and assumed disability. 

In attention-getting the child will usually first seek 

the attention through acceptable channels. If this fails, 

the child will resort to unacceptable means with little 

thought to punishment. When the child meets resistance in 

his demands for attention, the situation sometimes worsens 

as the child simply battles harder for the security of having 

his way. The child engages in a specific power struggle 

against the represented authority. When a child advances to 

the next stage of revenge seeking, they probably feel totally 

rejected. When the child begins to be the revenge seeker he 

engages in a vicious circle. As he seeks revenge, hurts 

others and is punished, his need for revenge is justified. 

The final stage in the struggle between adult and child for 

superiority may result in full retreat from social participa-

tion for the child. This child assumes a disability, becomes 

passive and retreats into assumed, deficiency in order to 

get special attention (12, 45). 
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Adlerians view discipline as a form of training with the 

ultimate goal being self-discipline on the part of the 

student. According to Driekurs, Grunwald and Pepper (13), a 

list of Don'ts in Discipline include the following: 

1. Do not be concerned with own prestige. This 
will only provoke some children. 

2. Do not nag or scold or ask children to promise 
anything. Most children will promise anything 
to get out of or stay out of trouble. 

3. Do not give rewards for good behavior. This 
teaches the child that he should get paid for 
acting correctly. 

4. Avoid double standards, cbne for the teacher and 
one for the child. Everyone must have equal 
rights. 

5. Do not threaten children or be vindictive. 
Threats intimidate some children but have no 
lasting value since they do not change attitudes 
or beliefs. Vindication simply stirs up resent-
ment and unfriendly feelings (13). 

Driekurs, along with Glasser and others, is a strong 

believer in logical consequences. If a child understands 

what is expected and then behaves in an unacceptable manner, 

then the child must suffer the consequences. The consequences, 

however, must be naturally logical and not simply arbitrarily 

set by an authority figure. Corporal punishment is not a 

logical consequence for Driekurs or Glasser. Both authorities 

oppose the use of it. 

In looking at the humanistic or preventative approach, 

it becomes clear that the thrust is to understand the child 

and the inner drives that determine his choices of behavior. 

It is also clear that the teacher must understand that to 

deal effectively with the behavior of a child, it is 
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imperative to understand why the behavior is taking place. 

Particular emphasis is placed upon the teacher being able 

to communicate effectively with students. No longer is the 

teacher in command simply because he or she is "the teacher." 

In today's society, education is dealing with a much more 

complex student than in years past. Kounin (11, 30) points 

out four concepts that are very important in dealing effec-

tively with students. These are the extent to which teachers 

(a) let students know that they are aware of the class 

behavior and that they deal with disruptions calmly and 

appropriately, (b) handle a second disruption while already 

dealing with one without losing control of the class, (c) 

maintain an activity oriented classroom which is flexible, 

and (d) manage recitations by changing the order of partici-

pation and reducing waiting time (11). According to Lufler 

(32) in a survey done in 1978, teachers and students feel 

that boring classes are a contributing factor in the rise of 

discipline problems. The students felt that teachers not 

controlling their classes was a cause of discipline problems. 

King-Stoops and Meier (8) also found that in a questionnaire 

given to teachers in 1977, that the major problem in disci-

pline was identified as the teacher's failure to motivate 

students. Two other important factors in this study were 

lack of respect for selves and other students and lack of 

interest on the part of the student. 
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According to Sinner and Sinner (43), discipline problems 

can stem directly from the school's failure to respond to the 

needs of the student. They reported progress in a large 

regional public high school with special curriculum offerings 

that offered alternatives to the regular curriculum. Johnson 

(26) believes that control is no longer a problem when 

students are given learning as well as behavioral responsi-

bility. It is time to quit blaming parents, teachers and 

administrators for failure in discipline and put the blame in 

the hands of those students who behave irresponsibly. Make 

the consequences for misbehavior logical and make sure they 

occur. 

Case (18) also looked at the failure of the school to 

provide for the needs of the student. He found that the 

three main factors in student success were assessment, 

arrangement, and accountability. The teacher must first 

determine where a child is academically and behaviorally. 

Then teacher and child must find a way to move forward in 

needed areas. Only when these twro factors have been accom-

plished can the student be held accountable for his progress 

or lack thereof. McDaniel (33), in a study in 1977, found 

that classroom control depends to a large degree on the 

ability of the teacher to create a classroom that is student-

centered where the students are actively involved in the 

learning process. Students who are all interested and who 

perceive the class as relevant are less likely to be disci-

pline problems. 
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School-Wide Approach 

Another major concern to writers in today's literature 

on discipline is the fact that schools desperately need a 

school-wide philosophy and approach to handling behavior. 

If this approach is functional, it will contain many pre-

ventative measures as well as specific means of dealing with 

discipline. According to Duke (15), in a study in 1978, 

"discipline problems can best be addressed on a school-wide 

rather than class-by-class basis" (15, p. 328). He also 

found that few high schools ever establish specific objec-

tives for making progress against truancy, vandalism, student 

disruptions and the like (15). Kindsvatter (28) advocates a 

school-wide approach to behavior control which includes as an 

important part the private teacher-student conference. He 

also suggests that school systems devote much inservice time 

to training teachers to implement a system including behavior 

expectation, behavior adjustment and control techniques. 

Jones and Garner (27), in a project in 1978, found that 

teachers tend to become more custodial at higher grade levels. 

Other studies, such as Hoy (25), in 1974, show that teachers 

at these levels also tend to become more custodial with 

experience. Implications are for school-wide or district-

wide inservice to aid in creating secondary schools with 

classroom environments with freedom for all to learn. Accord-

ing to Moyer (35), it is the principal's responsibility to 

organize the total instructional program to facilitate 



30 

working with problem students. This includes scheduling, 

staff development, curriculum development, community 

resources and the home. 

Howard and Jenkins (25) believe that many causes of 

pupil behavior problems are within the school itself. Pupil 

behavior can be most effectively changed when the institu-

tion changes the organizational and psychological climate. 

This position that the school's efforts to improve discipline 

should be directed toward changing the nature of the institu-

tion is consistent with the position of a rather large number 

of authorities in educational psychology such as Dewey, 

Silberman, Glasser, Garner, Dreikurs and others. 

One of the problems in attaining a school-wide approach 

to student behavior can be the adults in the school accord-

ing to Duke (16). The adults, namely teachers, can disrupt 

the consistent approach to behavior in six critical areas. 

These are inconsistent rule enforcement, noncompliance with 

discipline policies, insensitivity, lack of data, lack of 

classroom management skills and inadequate administration 

of disciplinary policies. 

Flanders (18) addresses the problem of teacher effec-

tiveness in student-teacher interaction. He found that 

teachers talk more than all their students combined. It was 

determined that much of this problem of interaction lies in 

quantity not quality. Flanders states that, "teachers 

usually tell pupils what to do, how to do it, when to start, 
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when to stop, and how well they did" (18, p. 14). This style 

of teaching does not give the student the stake in school 

mentioned by Glasser. It allows for little active student 

involvement and, therefore, creates student unrest, boredom 

or apathy, and resentment. Some students at this point begin 

to play gameis. Ernst (17) , in 1972, dealt with student and 

teacher games such as trouble-maker, put-down, tempter and 

others. His findings indicate that teachers who are most 

effective in handling students who attempt to play disruptive 

or destructive games are those teachers who develop the 

ability to work with these problem students in an individual 

manner. A teacher must spend his time where it will be the 

most effective. This may mean a large amount of time for an 

extended period with one student which will ultimately pay 

dividends in less disruptiveness for the entire class (17). 

Wegmann (47) also speaks to effective teacher communi-

cation. He describes discipline as an exercise in the 

maintenance of social reality. The classroom, by its very 

nature, is a highly complex series of interactions. To 

maintain control and to create an atmosphere conducive to 

learning involves the ability to set meaningful priorities 

on specific kinds of behavior. The teacher and the class 

should also be able to arrive at some common idea of reason-

able classroom, rules. Findaly, according to Wegmann, humor 

is highly significant in an effective classroom. The 
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judicious use of humor by the teacher was found to have a 

positive effect on student attitude (47). 

Summary 

Much of what is currently being written in discipline 

in the secondary school today deals with developing self-

discipline in the student and making the curriculum relevant 

to today's student. The cry of "back to the basics" implies 

stricter controls and a more regimented, punishment-oriented 

system. Yet, this approach pales in the light of authorities 

such as Glasser, Dreikurs, Adler, Dewey and others who insist 

that the answer lies in focus on the student in a positive 

manner. 

The continual thread that seems to tie the writings of 

recognized authorities in psychology and education together 

is relevance. This applies to the curriculum, expectations 

for behavior, consequences, and all other school related 

functions. The only truly effective approaches to school 

climate are those which have a school-wide approach to 

treatment of students founded on a firm psychological and 

educational base. 

According to Silberman (42) schools have operated on the 

theory that students cannot be trusted since American educa-

tion began. This theory must be destroyed for it is impossible 

to build programs to foster self-discipline and responsibility 

without a mutual trust. Dreikurs (12) believes that unless 
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children learn to accept the responsibilities that go with 

the freedoms they demand, they will only create another form 

of authoritarianism. Brodbelt (5) believes that not only 

must the curriculum be revised but that education recognize 

the fact that the students need access to a sympathetic 

teacher, counselor or administrator who can discuss a 

particular problem and offer immediate and positive feedback. 

Senator Bayh (2) in reporting his subcommittee's findings on 

juvenile delinquency reported that the overt use of suspen-

sion by schools was not effective. Instead, schools should 

have more alternatives to employ in the discipline procedures 

for students. Senator Bayh's subcommittee advocated such 

alternatives as cool-off rooms, behavior contracts and addi-

tional counseling strategies (2). Any approach to discipline 

by any school must be a part of a total program designed to 

equip the student with the tools to become a productive member 

of a society that is highly complex and characterized by 

constant change. The student must have the ability to gather, 

organize and analyze information. Only then can any person 

make intelligent decisions. In the words of John Gardner 

(20), "The ultimate goal of the educational system is to 

shift to the individual the burden of pursuing his own educa-

tion" (20, p. 13). 
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CHAPTER III 

DESIGN OF THE STUDY 

This study was designed to measure the effects of a 

specific school-wide approach to classroom management and 

discipline. This school-wide approach grew out of a need 

identified during a self-study in a suburban junior high in 

1976-1977. The staff felt that there was a need for a 

school—v/ide procedure for dealing with student behavior. 

These policies were developed in 1977-1978 and were designated 

as the Positive Approach to Discipline (PAD). 

Description of the Approach 

PAD was developed by the principal, one assistant prin-

cipal and two counselors with input and assistance from all 

staff members. The staff of the experimental school wanted 

a positive approach. PAD was the result of combining the 

practical aspects of such experts as Glasser, Dreikurs, and 

others with the experience and talents of one particular 

staff. Specific ideas for the difference between discipline 

and punishment, student plan sheet and the behavior con-

frontation methods came from the works of Glasser and Dreikurs 

(1, 2, 3). 

The final document was written during the summer of 19 78 

(see Appendix A). The professional staff received an 
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intensive in-service on the use of PAD during the four days 

of staff development prior to the students return in August, 

1978. This in-service was divided into four major parts. 

Part one was the overview of the program with particular 

emphasis on the philosophical difference between discipline 

and punishment. Part two dealt with the overall approach to 

classroom management and the specific steps in PAD. Part 

three dealt with the student-teacher conference. Part four 

dealt with parent contact and also contained a summary of 

the total approach. Each of these sessions was approximately 

two and one-half hours in length. 

Description of the Population 

ihere were two junior high schools within this suburban 

school district located adjacent to a larger metropolitan 

center in North Central Texas. The socioeconomic levels of 

the school district ranged from the lower income bracket 

through the upper income bracket with most representation in 

the middle income bracket. The community is growing rapidly 

due to an influx of business and industry moving into the 

area. 

The population of the experimental school was 850 

students and fifty teachers. The student body was composed 

of 575 seventh graders and 275 eighth graders. This student 

body was 89 per cent white and 80 per cent of the students 

were thirteen and fourteen years of age . 
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The population of the control school was 750 students 

and forty-four teachers. The student body was composed of 

357 seventh graders and 39 3 eighth graders. This student 

body was 84 per cent white and 82 per cent of the students 

were thirteen and fourteen years of age. 

Description of the Instruments 

Questions one and two in this study were answered using 

the results from the Teacher Opinion Inventory and the 

Student Opinion Inventory (5, 6). Question one compared the 

results of the two inventories with the same two inventories 

administered in March of 19 77 at the same school. Question 

two compared the results of the inventories with the same 

inventories administered in March of 1979 at the control 

school. 

Validity for the Teacher Opinion Inventory was estab-

lished in two phases by the National Study of School Evalua-

tion. Pnase I utilized doctoral level students and professors 

representing instruction, curriculum and administration. 

This group made judgments regarding inclusion and wording of 

items, placement of items in categories, and determination 

of the sufficiency of the items in assessing teacher opinions. 

i'Jext, an analysis of the initial draft of the instrument was 

made by the Administrative Committee of the National Study of 

School Evaluation to assure that the instrument was designed 

such that it would be valid when used throughout the United 
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States. In Phase II the administrators and teachers of the 

pilot schools were unanimous in their belief that the 

instrument was valid for assessing teacher opinion. 

Validity for the Student Opinion Inventory was broken 

down into six subscales. Six corresponding semantic differ-

ential subscales were constructed. The semantic differential 

Student-Participation and Student-Curriculum and Instruction 

subscales were constructed to measure the same concepts as 

the corresponding Student Opinion Inventory subscales. The 

semantic differential Student-Counselor, Student-Teacher, and 

Student-Administrator subscales were constructed to measure 

how well students liked their counselor, teacher, and adminis-

tration, respectively. 

Seven selected secondary schools supplied 367 student 

responses for the validity study. The Student Opinion 

Inventory subscale scores of the 367 secondary students were 

correlated with the corresponding semantic differential sub-

scale scores. 

The Student-Participation, Student-Curriculum and 

Instruction subscale correlation with the corresponding 

semantic differential subscales were statistically significant 

and positive. The other four were positive but moderate. 

The reliability of internal consistency for the Teacher 

Opinion Inventory is .92 based on the responses of 506 

elementary and secondary teachers from selected schools in 

seven states during the 1974—1975 school year. The 
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reliability of internal consistency for the total Student 

Opinion Inventory is .91 based on the responses of 1,157 

secondary students during February of 1973, from forty-three 

high schools selected from the continental United States. 

Selection of Subjects 

Two hundred seventh graders and 10 0 eighth graders in 

the experimental school were administered the Student Opinion 

Inventory (5). The student population tested was identified 

by randomly selecting nine sections of seventh-grade language 

arts and five sections of eighth-grade language arts. These 

sections included one honor section and one basic section 

from each grade level. The honors sections were randomly 

selected from a total of four honors sections in seventh 

grade and three honors sections in eighth grade. The basic 

sections were selected from six sections of basic language 

arts that are non-graded. The students' surveys from the 

non-graded section were separated by grade level after the 

instrument was completed. The remainder of the sections were 

selected randomly from a total of twenty-one regular classes. 

The fifty teachers in the experimental school were adminis-

tered the Teacher Opinion Inventory (6). 

One hundred seventh graders and 100 eighth graders in the 

control school completed the Student Opinion Inventory. The 

student selection process was the same as in the experimental 

school except that a total of five sections from each grade 
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level were chosen as per proportionate grade level enrollment 

in the control school. The forty-four teachers in the 

control school also completed the Teacher Opinion Inventory. 

All subjects in the experimental school were also given the 

six additional questions developed for this study (see 

Appendix B). The control school did not receive these ques-

tions because the questions dealt directly with the specific 

approach to discipline used in the experimental school. 

Test Administration 

All students in both schools were administered the 

instrument in their classroom setting by the teacher with 

the supervision of the building principal. The teachers in 

both schools completed the instrument in a faculty meeting 

presided over by the building principal. 

Collection of the Data 

The data for this study were 

1. Teacher scores from both schools on the Teacher 

Opinion Inventory administered in March, 1979 (6), 

2. Student scores from both schools on the Student 

Opinion Inventory, also administered in March, 1979 (5), 

3. Teacher and student scores from the experimental 

school on both the above-mentioned inventories from March, 

1977. 
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4. Teacher scores and student scores from the additional 

questions added to the inventories for the experimental school 

in March, 1979, 

5. Frequency counts on the number of student discipline 

referrals received in the principal's or assistant principal s 

office during the 1976-1977, 1977-1978, and 1978-1979 school 

years; these figures were all based on entire school years, 

6. Percentage of students involved in some school 

extra curricular activity excluding athletics in 1976-1977, 

1977-1978 and 1978-1979, and 

7. Frequency counts from both schools on the number of 

students sent to Reassignment School during the years 1977-

1978 and 1978-1979. 

Statistical Procedures 

The data for question one were derived from the results 

of the Student Opinion Inventory and the Teacher Opinion 

Inventory given in March of 1977 and March of 1979, at the 

experimental school. This question asked if their would be 

a more positive attitude from teachers and students when 

compared with the same two inventories administered in March 

of 1977. The data analysis for question one was a t test for 

two independent samples done item-by-item on the results of 

both Student Opinion Inventories. The independent t test was 

chosen because the student body in March of 1979 was completely 

different than in March of 1977. The results on both Teacher 
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Opinion Inventories were compared item by-item using the t 

test for two independent samples. This test was chosen 

because the staff at the experimental school experienced 

a 36 per cent turnover from March of 1977 to March of 1979. 

The data for question two were derived from the results 

°f the Student Opinion Inventory and the Teacher Opinion 

Inventory given at the control school and the experimental 

school in March of 1979. Question two asked if students 

and teachers in the experimental school would have a more 

positive attitude when compared to the control school. The 

data analysis procedure was the same as question one. 

The data analysis for questions three and four were 

each tested using the chi-square goodness of fit procedure 

(4). Question three asked if there would be fewer discipline 

cases sent to the principal or assistant principal when 

compared to the school years 1976-1977 and 1977-1978. Ques-

tion four asked if there would be more student involvement 

when compared with the school years 1976-1977 and 1977-1978. 
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CHAPTER IV 

PRESENTATION OF THE DATA 

The purposes of this study were to determine if a 

specific set of classroom management-discipline procedures 

have a positive effect on student attitude and involvement 

and to determine if a specific set of classroom management-

discipline procedures will have a positive effect on teachers 

and students. This chapter presents the data obtained from 

a statistical treatment of the raw data, an analysis of the 

results in terms of the research questions to be answered 

and some non-statistical results. 

The data obtained from the study are organized into 

eight sections for presentation and discussion. The first 

section contains the report and discussion of the results of 

the Student Opinion Inventory at the experimental school in 

comparison with the same inventory given two years before at 

the same school. The second section contains the report and 

discussion of the results from the Teacher Opinion Inventory 

at the experimental school in comparison with the same 

inventory given at the same school two years previous. The 

third section is a report and discussion of the results of 

the Student Opinion Inventory given at the control school 

and the experimental school in March of 1979. The fourth 

47 
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section contains the report and discussion of the results of 

the Teacher Opinion Inventory given at the control school and 

the experimental school. The fifth section contains the 

report and discussion of the results of extra questions added 

to both the student and teacher opinion surveys given at the 

experimental school in March, 1979. The sixth section con-

tains the report and discussion of the results from the 

analysis of discipline cases sent to the Principal's or 

Assistant Principal's office in a three-year period. The 

seventh section contains the report and discussion of the 

results from the analysis of student involvement in school 

activities in a three—year period in the experimental school. 

The eighth section contains the report and discussion of the 

difference in the number of students sent to Reassignment 

School in the last two years at the experimental school. 

Analysis of the Differences in Mean Scores on 
Student Opinion Inventory of Students in 
1977 and 1979 at the Experimental School 

Question one asked if there would be an increased posi-

tive attitude in the experimental setting from students as 

measured by the Student Opinion Inventory as compared with 

the same inventory administered in March, 1977 at the same 

school. The mean scores, standard deviations and calculated 

t values used to answer this question are presented in Tables 

I and II. 

In all items on both inventories five is the highest 

possible positive score with one being the lowest score. 
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TABLE I 

MEANS, STANDARD DEVIATIONS AND t VALUES ON STUDENT OPINION 
INVENTORY GIVEN TO SEVENTH GRADERS IN MARCH, 1977 AND 
™ " MARCH, 1979 AT THE EXPERIMENTAL SCHOOL 

Item 1977 1977 1979 1979 t 
No. Mean SD Mean Mean 

1 3.32 1.17 3. 52 .832 1.67 

2 3.47 1.17 3. 80 .811 2.78* 

3 3.53 1.11 3.99 .86 5 3.85* 

4 3.39 1.17 3.88 .919 3. 86* 

5 3.58 1.11 4.00 .780 3.71* 

6 3.27 1.2 3.82 .896 4.34* 

7 3. 53 1.03 3.60 . 852 .61 

8 3.30 1.12 3.51 .916 .17 

9 3.36 1.09 3.54 .901 1.5 

10 3.44 1.03 3.52 .879 .68 

11 3.60 1.18 3.73 . 831 1.08 

12 3.22 1.17 3.63 . 893 3.29* 

13** • • • • • • - • • • 

14 3.95 1.02 3.96 .894 .08 

15 4.14 .878 4.09 .834 -.47 

16** . • • • • • • • • 

17 3. 88 1.06 4.11 . 819 2.02* 

18 3.44 1.14 3.71 . 813 2. 30* 

19 3.38 1.17 3.73 . 831 2.92* 

20 3. 11 1.17 3.56 . 883 3.64* 

21 3.39 1.16 3.5 . 88 .89 
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TABLE I—Continued 

Item 1977 1977 1979 1979 t 
No. Mean SD Mean SD 

22 2.93 1.19 3.40 . 868 3.80* 

23 3.13 1.12 3. 48 .963 2.73* 

24 3.40 1.14 3.42 .968 . 15 

25 3.38 1.19 3.60 .874 1.77 

26 3.28 1. 23 3.60 . 857 2.56* 

27 3. 47 1.1 3.56 .787 .79 

28 3.28 1.22 3.59 . 87 2.47* 

29 3.46 1.19 3. 81 . 859 2. 86* 

30 3.54 1.20 3.75 .924 1.62 

31 3.47 1.08 3. 71 .923 1.95* 

32 3.44 1.22 3.75 .929 2.38* 

33 3. 45 1.16 3.93 . 844 3.98* 

34 3.32 1.24 3. 87 

i — 

.876 4. 35* 

•Significant at .05 or better. 

**Questions 13 and 16 were not relevant to junior high 
students. 

Items one through five in the inventory deal with student 

participation. Items six through twelve deal with student 

perception of teacher academic approach. Items fourteen, 

fifteen and seventeen deal with student-counselor relation-

ships. Items eighteen through twenty-three deal with 

students' perception of administrators. Items twenty-four 

through twenty-eight deal with the students' perception of 
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TABLE II 

MEANS, STANDARD DEVIATIONS AND t VALUES ON STUDENT OPINION 
INVENTORY GIVEN TO EIGHTH GRADERS IN MARCH, 19 77 AND 

MARCH, 1979 AT THE EXPERIMENTAL SCHOOL 

Item 1977 1977 1979 1979 
-i-

No. Mean SD Mean SD 

1 2.82 .936 3.41 .922 3.74* 

2 3.59 1.27 3.79 .856 1.51 

3 3.51 .971 4.01 .905 3.10* 

4 3.67 1.21 3.85 .925 1.28 

5 3. 33 1.12 3.97 .815 4.24* 

6 3.49 1. 10 3.68 .866 1.29 

7 3.55 1.07 3.66 .867 0.75 

8 3.46 1.16 3. 56 . 891 0.69 

9 3.44 1.15 3.51 . 882 0.46 

10 3. 38 1.08 3. 55 . 846 1.15 . 

11 3. 54 1.15 3.57 .832 0. 21 

12 2.99 .741 3.62 . 87 4.21* 

13** 4» • • • « • • • • 

14 4.29 . 785 4.10 .835 -1.61 

15 4. 28 . 878 4.17 .792 -.94 

16** • • • • • * • • • 

17 4.10 1.05 4.07 . 879 -.23 

18 3.56 1.10 3. 85 . 876 2.04* 

19 3.39 1.13 3.79 .891 3. 82* 

20 3.13 1.25 3.69 . 849 3.82* 

21 3.07 1.25 3.49 .859 2.68* 
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TABLE II—Continued 

Item 1977 1977 1979 1979 

No. Mean SD Mean SD t 

22 2.82 1.21 3. 44 .814 4.04* 

23 2.94 1.10 3.53 . 858 3. 85* 

24 3. 52 1.10 3.51 . 810 -0.07 

25 3.37 1.01 3.55 .834 1.25 

26 3.55 1.04 3.64 .811 0.66 

27 3.46 1.05 3.58 . 831 0. 86 

28 3.29 1.12 3.59 . 854 2.05* 

29 3.35 .992 3.93 . 819 4.33* 

30 3. 37 1.08 3.98 .791 4.40* 

31 3.16 1.15 3.87 .813 4. 87* 

32 3. 73 1.03 3.90 .811 1.24 

33 3.54 1.04 3. 83 .842 2.08* 

34 3.54 1.04 3. 81 . 813 1.97* 

*Significant at .05 or better. 

**Questions 13 and 16 were not relevant to junior high 
school students. 

the curriculum. Items twenty-nine through thirty—four deal 

with the students' perception of the school image. 

Four of the five seventh-grade t scores in the student 

participation section are significant at the .05 level. 

This indicates that the students in 1979 felt that they were 

more likely to be accepted in activities. It also shows 
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that more students in 1979 felt that they belong in their 

school and participate in more activities. The eighth-grade 

scores are virtually the same except that there is no 

statistically significant difference in the sense of belong-

ing to the school when compared to 1977. Perhaps the two 

primary reasons for the increased positive attitude among 

students were the more active involvement of the teachers 

with the student activities program and the students' feeling 

of acceptance from the faculty. These two factors pernaps 

made school seem to the student to be a good place. Another 

factor in the increased sense of belonging was the school-

wide approach to student behavior. Students tend to be more 

comfortable when they know what the boundaries for behavior 

are and that these boundaries are the same for all and 

enforced in the same manner regardless of the staff member. 

In the student perception of the teacher's academic 

approach, there were significant differences in two of the 

seven items. These areas pertained to teachers caring if 

students learn the subject matter and teachers giving enough 

personal encouragement. Both these differences were probably 

due to increased teacher involvement with students due to 

the positive approach to discipline. As teachers begin to 

deal with students on an individual basis, the students react 

with a more positive perception of the teacher caring about 

them and their academic success. The other five areas in 
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the students' perception of the teacher's academic approach 

showed no statistically significant differences. 

The student-counselor relationship showed one signifi-

cant difference out of three items at the .05 level. This 

was in the area of the student getting help in solving 

personal problems. Part of this was due to heavy counselor 

involvement in the teacher-pupil conferences. The counselors 

sat in on a large number of these conferences, especially in 

the initial stages of the program. There were no other 

significant differences in this category. However, it should 

be noted that all the means in this area are very high, 

indicating a high degree of satisfaction with the counseling 

staff over the two-year period. This is primarily due to the 

fact that the two counselors are very student oriented. Most 

of their work is in aiding students with their problems and 

not in scheduling procedures. 

All six areas in the category of students' perception of 

administrators showed statistically significant differences. 

These six questions dealt with talking to administrators, 

receiving encouragement from administrators and the students' 

perception of how the administrators really feel about 

students. The increased scores in this area were due in part 

to administrators becoming more involved with students in the 

initial stages of teacher-student conferences. Another 

factor was the administrators' increased awareness of the 
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effectiveness of dealing with the student as an individual 

person instead of just dealing with the behavior in question 

at a particular point. 

In the area of the students' perception of the curriculum 

there was one statistically significant difference in five 

items. The question pertaining to the students' perception 

of how much they thought they were learning from their school-

work was significantly higher in 1979. This difference was 

probably due to the increased satisfaction the students felt 

toward the treatment afforded them by the professional staff 

in the experimental school in 1979. In schools where students 

are happy they probably tend to feel better concerning their 

academic progress. 

The largest differences occurred in the area of the 

student and the school image. All questions had significant 

differences in favor of the 1979 students. This section 

covered school spirit, pride in school, satisfaction with 

school and subjects offered and satisfaction with number and 

types of activities offered in the experimental school. When 

the results from the earlier categories in this inventory 

are considered, it would seem reasonable to expect that the 

students would be more positive in the area of student and 

school image. Students tend to identify their school with 

their own personal feelings about that school. As students 

get more involved in school activities, feel more positive 

about counselors and administrators, feel more positive 
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concerning academic progress and perceive teachers to be 

more caring toward them then it is natural for students to 

have more school spirit and pride. 

In summary, results show the answer to question one, 

which compared student opinions in 197 7 to student opinions 

in 1979, to be affirmative. In critical areas in attitude 

toward school such as student-school image, student partici-

pation and student-administration the scores of the 1979 

students were significantly higher. As pointed out earlier, 

the counselor-student scores were very high although not 

significantly higher at the .05 level. The student-teacher 

scores showed no significant difference for the most part 

although the 1979 means were higher. Student-curriculum and 

instruction were also higher indicating progress in this 

area but the scores were not significant at the .05 level. 

Analysis of the Difference in Mean Scores on the Teacher 
Opinion Inventory of Teachers in 1977 and Teachers in 

1979 at the Experimental School 

Question one also asked if there would be an increased 

positive attitude in the experimental setting from teachers 

as measured by the Teacher Opinion Inventory as compared 

with the same inventory administered in March of 1977 at the 

same school. The mean scores, standard deviations and 

calculated t values used to answer this question are pre-

sented in Table III. 
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TABLE III 

MEANS, STANDARD DEVIATIONS AND t VALUES ON TEACHER OPINION 
INVENTORY GIVEN TO TEACHERS IN MARCH, 1977 AND 

MARCH, 1979 AT THE EXPERIMENTAL SCHOOL 

Item 1977 1977 1979 1979 
No. Mean SD Mean SD t 

1 3.35 .744 3.72 .784 2.30* 

2 4.05 .796 4.16 .681 .70 

3 3.75 . 857 4.24 .706 3.10* 

4 3.62 .726 3.80 .784 1.13 

5 2.60 .866 3.0 .903 2.15* 

6 2.84 . 804 3.04 .925 1.10 

7 2. 87 .912 2.96 .727 .52 

8 4.18 .542 4.24 .625 .49 

9 3.63 .777 3. 80 .756 1.05 

10 4.04 .830 4.18 . 874 .78 

11 3.93 1.076 4.22 .612 1.55 

12 3.14 .789 3.48 .614 2.27* 

13 3. 54 .787 3.64 .631 .66 

14 3.73 .617 3.88 .521 1.24 

15 3.0 .839 3.12 .773 .70 

16 3.93 .573 3.98 .588 .41 

17 3.96 .538 4.08 .566 1.03 

18 3.69 .535 3.98 .474 2. 72* 

19 4.16 . 758 4.02 .685 -.92 

20 4. 24 . 503 4.08 .601 -1.23 

21 3.64 .720 3.92 .566 2.04* 
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I t e m 1977 1979 1977 1979 
4-

No. Mean SD Mean SD 
u. 

22 4 . 0 0 . 6 6 1 3 . 9 6 .710 - . 2 8 

23 3 . 89 . 652 4 . 0 2 . 515 1 . 0 4 

24 3 . 0 9 1 . 0 1 4 3 . 36 .750 1 . 4 3 

25 3. 20 . 6 1 5 3 . 4 8 .614 2 . 1 7 * 

26 4 . 0 1 . 652 4 . 3 8 . 6 5 1 2 . 7 0 * 

27 2 . 1 5 . 416 2 . 1 0 . 3 1 - . 6 5 

28 3 . 5 5 .656 3. 84 . 4 2 1 2 . 4 7 * 

29 2 .69 1 . 0 0 7 3 . 9 8 . 622 7 . 2 4 * 

30 3 . 4 2 . 888 3 . 86 . 769 2 . 5 2 * 

31 4 . 0 2 . 9 4 1 4 . 2 0 . 8 0 3 .97 

32 4 . 0 9 .977 4. 38 . 7 5 3 1 . 5 7 

33 3 . 80 . 724 4 . 0 8 . 804 1 . 7 4 

34 3 . 7 5 .579 4 . 0 2 .536 2 . 3 0 * 

35 3 . 4 9 .629 4 . 0 4 .534 4 . 4 6 * 

36 4 . 1 6 . 596 4 . 1 0 . 7 3 3 - . 4 3 

37** • • . . . . . . . 

38** • • • • • • • • • • 

39 4 . 0 9 1 . 1 6 9 4 . 0 0 .9 26 - . 4 0 

40 2 . 3 0 . 565 2 . 7 4 .694 3 . 3 1 * 

41 3 . 7 1 . 730 3 . 5 6 . 7 8 8 - . 9 4 

42 3 . 8 4 .826 3 . 9 0 .736 .36 

43 2 . 6 2 . 820 3 . 3 6 . 851 4 . 2 1 * 
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TABLE III—Continued 

Item 1977 1977 1979 1979 
+ -

No. Mean SD Mean SD L. 

44 3. 85 . 818 4. 36 .776 3.10* 

45 3.42 . 846 3.44 

0
 • 

1 1 .10 

46 4.25 .791 4.18 1.14 -.34 

*Significant at .05 or better. 

**Questions 37 and 3 8 are not relevant to junior high 
school. 

Items one through eleven in the inventory are concerned 

with organization and administration. The next area, covered 

in questions twelve through twenty-seven, is curriculum and 

instruction. Questions twenty-eight through thirty-eight 

involve student discipline, counseling and advisement. The 

last area covered by questions thirty-nine through forty-

six is school-community relations and job satisfaction. 

In the area of organization and administration only three 

questions out of eleven show t scores significant at the .05 

level. However, all three of these questions deal with 

teacher involvement in the decision-making process. Three 

other questions in which scores are unusually high for both 

years cover feelings about treatment by the administration, 

class visitations by administrators and faculty meetings. 

Possible reasons for the significant t scores in the area of 

involvement in the decision-making process could include the 
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fact that the staff was involved in the development of the 

positive approach to discipline process now in use in the 

experimental school. Other possible reasons for the high 

scores are the involvement in class visitation by the adminis-

tration, interest shown by the administration in staff develop-

ment for individual teachers in dealing with students and the 

juducious use of faculty meetings by the administration. All 

meetings are called for specific purposes and are not 

necessarily just regularly scheduled events. 

The curriculum and instruction area contains six ques-

tions out of a possible sixteen with significant t scores 

favoring the 19 79 teachers. These questions cover the amount 

of knowledge that students acquire, teacher encouragement 

toward students, academic freedom for teachers, adequacy of 

student activities, student involvement in activities and 

school climate for students. It is interesting that in 

these same areas the students had identical positive reactions. 

As teachers become more personally involved with students 

through the positive approach to discipline they and the 

students perceive the staff as being more supportive of 

students. Academic freedom has never been an issue in the 

experimental school. The teachers feel more positive in this 

area probably because of increased involvement in the decision-

making process. Other areas where scores were high but not 

significant included willingness of teachers to give indi-

vidual help and appropriateness of teaching periods. All 
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teachers in the experimental school teach five classes and 

have one conference period. 

Student discipline, counseling and advisement showed 

significant t scores by the 1979 teachers when compared to 

the 197 7 teachers in five out of eight areas. These areas 

were in consistency of discipline by teachers, student 

involvement in decision making, aid from administration in 

discipline, administration's treatment of students and 

teachers' treatment of students. Of particular significance 

was the item referring to the consistency with which teachers 

handle discipline which was significant at the .001 level. 

This was due in a large part to the positive approach to 

discipline used in this school. The other significant items 

could also be traced to the specific approach for dealing 

with students used in the school during the experimental 

period. When the teacher has followed the steps in the 

discipline policy in working with students, the results are 

apparent. If the problem is not solved then there is 

immediate help from the administration and the student is 

directly involved in his or her own fate at all points along 

the way. Because the positive approach is an active teaching 

process all parties including parents, teachers, counselors, 

students and administrators may get involved in the search 

for an alternate plan for the student which will lead to 

success in the management of behavior. Another item receiv-

ing a high score, although not at the .05 level of 
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significance, dealt with treatment of students by counselors. 

This item again was concurrent with the feelings of the 

students. 

School-community relationships and job satisfaction 

showed statistically significant t scores in knowledge of 

parents of students, level of knowledge that parents possess 

about the school and teacher satisfaction with school. The 

high scores in the area of parent contact and parent knowledge 

concerning the school can be traced directly to the positive 

approach to discipline. This approach has parent contact as 

a major thrust. The theory is that without parent involve-

ment there will be no follow-through when the student leaves 

school. Job satisfaction is related to many factors. Teachers 

in the experimental school feel better about the way students 

are treated than they did in 1977. The experimental condition 

has to be a major factor since the administrative staff and 

the counseling staff is the same as it was in 1977. As 

pointed out earlier, as teachers get more involved with their 

students as individual people they tend to gain a new per-

spective on their professional role. This perspective has a 

more positive tone in this case. 

The second part of question one dealing with teacher 

opinions in 1979 as compared with teacher opinions in 1977 

at the same school is considered in the affirmative. Of 

particular significance are the areas dealing with teacher 

involvement in decision making, teacher encouragement of 
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students, feeling of student involvement and satisfaction 

with discipline. Another statistically significant area was 

knowledge of parents and parent-school communications. 

Finally, the scores in job satisfaction indicate a very 

positive reaction from the teachers in the experimental 

school in 1979 when compared to the same school in 19 77. 

Analysis of the Differences in Mean Scores on the Student 
Opinion Inventory of Students in the Control School 

and Students in the Experimental School in 1979 

Question two asked if there would be a more positive 

attitude in the experimental setting toward school as 

measured by the Student Opinion Inventory when compared with 

the results on the same inventory administered in March of 

1979 at a similar junior high school not using the positive 

approach to discipline. The mean scores, standard devia-

tions and calculated t values used to answer this question 

are presented in Tables IV and V. Since the areas of the 

inventory by question number were presented earlier in this 

chapter, they will not be repeated here. 

The control school used in this comparison was a tradi-

tional junior high school in a building approximately ten 

years old. The staff compares favorably with the staff in 

the experimental schools in terms of qualifications and 

experience. There were no major problems that existed in 

either school that set them apart. The basic difference 
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TABLE IV 

MEANS, STANDARD DEVIATIONS AND t VALUES ON STUDENT OPINION 
INVENTORY GIVEN TO CONTROL SCHOOL AND EXPERIMENTAL 

SCHOOL SEVENTH GRADERS IN MARCH, 1979 

Item Mean Control EXper. Exper. t 
No. Control SD Mean SD 

1 2.86 1.01 3.52 . 852 6.02* 

2 3.23 .917 3.80 . 811 5.48* 

3 3.13 .919 3.99 .865 7.96* 

4 3. 39 .931 3. 88 .919 4.33* 

5 3. 88 . 847 4.00 .780 1.22 

6 3.65 .796 3. 82 .896 1.6 

7 3.57 . 891 3.60 . 852 .28 

8 3.48 .937 3.51 .916 . 27 

9 3.54 .869 3.54 .901 0.0 

10 3. 43 .935 3.52 . 879 . .82 

11 3.3 .990 3.73 .831 3.96* 

12 3.3 1.04 3.63 . 893 

*
 

00
 * 

C
M
 

13** « • • • * • ft • • 

14 3.77 .9935 3.96 .894 .17 

15 3.75 . 892 4.09 .834 3.25* 

16** • • • • • • • • • 

17 3.75 .903 4.11 . 819 3.47* 

18 3. 48 .948 3.71 . 813 2.18* 

19 3.43 .902 3.73 .831 2. 86* 

20 3.24 1.025 3. 56 . 883 2.99* 

21 3. 44 1.035 3.5 . 88 . 52 
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Item Mean Control Exper. Exper. t 
No. Control SD Mean SD 

22 3.11 .973 3.4 .868 2.61* 

23 3. 38 .972 3.48 .963 . 85 

24 3.43 .902 3.42 .968 -.09 

25 3.63 .856 3.60 . 874 -.28 

26 3.62 .992 3.60 .857 -.18 

27 3.53 .915 3.56 .787 .29 

28 3.57 .990 3.59 .87 .18 

29 3.29 .967 3.81 .859 4.75* 

30 3.24 .955 3.75 .924 4.45* 

31 3.25 .870 3.71 .923 3.98* 

32 3.29 .902 3.75 .929 4.08* 

33 3.35 .988 3.93 .844 5.29* 

34 3. 29 

! 

1.005 3. 87 .876 5.14* 

•Significant at .05 or better. 

**Questions 13 and 16 not relevant to junior high schools, 

between the two schools was the school-wide positive approach 

to discipline developed and implemented in the experimental 

school. 

Student participation was significant in all five areas. 

Both grade levels in the experimental school scored signifi-

cantly higher in planning of activities, participation, sense 

of belonging at school and satisfaction with sponsors. This 
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TABLE V 

MEANS, STANDARD DEVIATIONS AND t VALUES ON STUDENT OPINION 
INVENTORY GIVEN TO CONTROL SCHOOL AND EXPERIMENTAL 

SCHOOL EIGHTH GRADERS IN MARCH, 1979 

Item 
No. 

Control 
Mean 

Control 
SD 

Exper. 
Mean 

Exper. 
SD t 

1 2.84 .929 3.41 .922 4.35* 

2 3.68 . 840 3.79 .856 .92 

3 3.64 . 835 4.01 .905 3.01* 

4 3.01 .990 3.85 .925 6.19* 

5 3.61 . 898 3.97 .815 2.97* 

6 3.61 . 863 3.68 . 866 .57 

7 3.50 .904 3.66 . 867 1.28 

8 3.52 .904 3.56 .891 .32 

9 3.45 . 809 3.51 .882 .50 

10 3.42 .853 3.55 . 846 1.08 

11 3. 48 .822 3.57 .832 .77 

12 3.51 .870 3.62 . 87 .98 

13** • • 
• • . • • 

• • 

14 3.71 . 856 4.10 .835 3. 25* 

15 3. 57 . 891 4.17 .792 5.03* 

16** • • 
• • • * • « • « 

17 3.74 . 860 4.07 .879 2.68* 

18 2. 85 .958 3. 85 . 876 7.69* 

19 3.18 .988 3.79 .891 4.59* 

20 3.29 1.03 3.69 . 849 2.99* 

21 2. 88 .913 3.49 .859 4. 86* 
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Item 
No. 

Control 
Mean 

Control 
SD 

Exper. 
Mean 

Exper. 
SD t 

22 3. 25 .947 3.44 . 814 1.52 

23 3.03 .937 3.53 . 858 3.70* 

24 3. 46 . 898 3.51 .810 .42 

25 3.37 . 837 3.55 .834 1.52 

26 3.51 . 835 3.64 .811 1.12 

27 3.48 . 810 3.58 .831 .86 

28 3. 51 .822 3.59 . 854 .67 

29 3.27 .920 3.93 . 819 5.36* 

30 3.25 .914 3.98 .791 6.04* 

31 3.11 .973 3. 87 .813 5.99* 

32 3.16 .940 3.90 . 811 5.96* 

33 3.15 .936 3.83 .842 5.41* 

34 3.12 

. 

.946 3. 81 .813 5.53* 

•Significant at least .05 level or better. 

**Questions 13 and 16 not relevant to junior high schools. 

was in part due to increased teacher involvement in the student 

activities program. It was also due to more active involvement 

on the part of the students in planning their own activities. 

No student had to choose an activity just to get involved. 

This was not true at the control school. 

Two of the six items in the students' perception of 

teachers' academic approach were significant in favor of the 
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experimental school. These were in teacher willingness to 

give outside help and teacher willingness to give personal 

encouragement. Both of these items can be traced to increased 

teacher involvement with individual students and teachers 

taking a more personal approach to the instruction of their 

students in the experimental school. None of the other four 

items were statistically significant. 

The scores in the student-counselor relationships were 

significantly higher at the .05 level in all three areas. 

The scores reflected higher positive reaction to aid in selec-

tion of courses, aid in solving personal problems and general 

satisfaction of treatment of students by counselors. This 

was due, at least in part, to the team approach taken by the 

teachers in the experimental school in involving the counselors 

in aiding with classroom management problems and assisting in 

working with behavior problems. 

The experimental school students scored significantly 

higher in five of six categories in the area of student-

administration relationships. Significant areas included 

effective communication, care and treatment of students by 

the administration and student involvement in decision making. 

These scores are a result of efforts by the administration to 

become more directly involved with the student body. With 

the new discipline procedures, the administrators were not 

tied down as much dealing with numbers of students so there 



69 

was additional time to work with student government, mini-

courses, clubs and other student activities. 

There were no significant differences between the two 

schools in the students' view of curriculum and instruction. 

The scores indicate that both grade levels in both schools 

are apparently satisfied with the curriculum. This is 

probably true in part because the curriculum is related to 

the needs and desires of the junior high student. Another 

factor is that students in this school district have never 

been very involved in the decision making process in the 

area of curriculum and instruction and simply are not aware 

that there may be alternatives to the education they are 

receiving. 

Dramatic differences appeared in the student-school 

image category. These scores were all significant at the 

.001 level. The topics were school pride, sense of belong-

ing, school spirit, variety of subjects and activities and 

number of activities. As mentioned previously, when students 

are comfortable in a school they tend to develop a sense of 

belonging. The positive approach to dealing with student 

behavior has developed a consistency that the students 

appreciate. From a sense of belonging the students develop 

pride and school spirit. Students with these kinds of 

feelings concerning school also tend to get more involved 

in school activities. 
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The answer to the first part of question two, which 

compared student attitudes in the experimental school with 

the control school, must be positive. The experimental school 

students scored significantly higher in such areas as student 

involvement and participation in school activities, attitude 

toward administration, attitude toward counselors in their 

perception of teachers1 willingness to give help and encour-

agement. The strongest proof, however, lies in the area of 

student-school image. The students in the experimental 

school showed an extremely positive attitude in comparison 

with the control school. 

Analysis of the Difference in Mean Scores on Teacher 
Opinion Inventory of Teachers in the Control 

School and Teachers in the Experimental 
School in 1979 

The second part of question two asked if there would be 

a more positive attitude in the experimental setting toward 

school as measured by the Teacher Opinion Inventory when 

compared with the results on the same inventory administered 

in March of 1979 at a similar junior high school not using 

the positive approach to discipline. The mean scores, 

standard deviations, and calculated t values used to answer 

the question are presented in Table VI. 

Since the categories of the teacher part of the inven-

tory were presented earlier in this chapter they will not be 

repeated here. The teachers in the experimental school 

scored higher at the .05 level in six of the eleven areas in 
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TABLE VI 

MEANS, STANDARD DEVIATIONS AND t VALUES ON TEACHER OPINION 
INVENTORY GIVEN TO CONTROL SCHOOL AND EXPERIMENTAL 

SCHOOL TEACHERS IN MARCH, 19 79 

Item 
No. 

Control 
Mean 

Control 
SD 

Exper. 
Mean 

Exper. 
SD 

t 

1 3.07 . 846 3.72 .784 3.99* 

2 3.66 .939 4.16 .681 3.0 8* 

3 3.95 .822 4.10 .706 1.01 

4 3.66 .680 3.72 .784 .41 

5 3.16 .914 3.0 .903 -.88 

6 3.00 . 716 3.04 .925 .24 

7 2.91 . 830 2.96 .727 .32 

8 3. 89 .754 4.24 .625 2. 55* 

9 3.43 . 899 3. 80 .756 2.24* 

10 3.39 1.2205 4.18 .874 3.67* 

11 3.57 1.04 4.22 .612 3.86* 

12 2.70 .701 3.48 .614 5.95* 

13 3.16 .713 3.64 .631 3.58* 

14 3. 86 .591 3. 88 .521 . 18 

15 3.02 . 821 3.12 .773 .63 

16 3.36 . 841 3.98 .588 2.44* 

17 3. 73 .727 4.08 .566 2.71* 

18 3. 36 . 841 3.98 .474 4.63* 

19 3.41 .622 4.02 .685 4.65* 

20 3. 57 .617 4.08 .601 4.19* 

21 3.11 1.02 3.92 . 566 4.99* 
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Item 
No. 

Control 
Mean 

Control 
SD 

Exper. 
Mean 

Exper. 
SD t 

22 3 . 5 5 . 8 7 5 3 . 9 6 . 7 1 0 2 . 5 9 * 

2 3 3 . 50 . 7 6 2 4 . 0 2 . 5 1 5 4 . 0 5 * 

24 3 . 32 . 7 4 0 3 . 3 6 . 7 5 0 . 2 7 

25 3 . 3 0 . 6 3 2 3 . 4 8 . 6 1 4 1 . 4 5 

26 3 . 4 1 . 6 2 2 4 . 3 8 . 6 5 1 7 . 6 0 * 

27 2 . 1 6 . 6 8 1 2 . 1 0 . 3 1 0 - . 5 8 

28 3 . 3 0 . 5 9 4 3 . 84 . 4 2 1 5 . 2 9 * 

29 2 . 25 . 8 7 9 3 . 9 8 . 6 2 2 1 1 . 4 8 * 

30 3 . 2 5 . 7 8 2 3 . 86 . 7 6 9 3 . 9 7 * 

3 1 3 . 27 . 8 9 9 4 . 2 0 . 8 0 3 5 . 4 8 * 

32 4 . 0 0 1 . 1 2 4 . 3 8 . 7 5 3 2 . 0 1 * 

33 3 . 4 1 . 8 7 1 4 . 0 8 . 8 0 4 4 . 0 0 * 

34 3 . 30 . 7 3 4 4 . 0 2 . 5 3 6 5 . 6 6 * 

35 3 . 4 1 . 8 9 8 4 . 0 4 . 5 3 4 4 . 3 3 * 

36 4 . 1 1 . 5 4 8 4 . 1 0 . 7 3 3 - . 0 8 

3 7 * * « • • * • • • 

3 8 * * « • • • • • • • • 

39 3 . 9 5 . 9 3 4 4 . 1 0 . 9 2 6 . 2 7 

40 2 . 80 . 7 3 4 2 . 7 4 . 6 9 4 - . 4 2 

4 1 3 . 2 3 . 8 9 9 3 . 5 6 . 7 8 8 1 . 9 5 

4 2 3 . 6 1 . 7 4 5 3 . 9 0 . 7 3 6 1 . 9 7 * 

4 3 3 . 0 0 . 7 7 8 3 . 3 6 . 8 5 1 2 . 2 0 * 
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Item 
No. 

Control 
Mean 

Control 
SD 

Exper. 
Mean 

Exper. 
SD t 

44 3.30 1.07 4. 36 .776 5.81* 

45 2.80 1.135 3. 44 1.09 2.88* 

46 3.07 1.09 3.88 1.14 3.64* 

•Significant at least .05 level or better. 

**Questions 37 and 3 8 are not relevant to junior high 
schools. 

organization and administration. These areas included teacher 

involvement in decision making, faculty meetings, treatment of 

teachers by administration, class visitations by administration 

and committee work. Reasons for the higher scores at the 

experimental school in this category perhaps include the fact 

that teachers in the experimental school are very involved in 

the decision making process through the administrative team 

concept. This team is composed of a teacher from each depart-

ment and meets with the administration on matters concerning 

school-wide policy. This team has worked out such policies 

as promotion, grading system, exemptions and they had a large 

input into the structuring of the positive approach to disci-

pline. Also, as mentioned earlier in this chapter, the 

administration in the experimental school is very active in 

classroom visitation for the purpose of staff development. 



74 

The results in curriculum and instruction were signifi-

cant for the experimental school in eleven of the sixteen 

areas. Of special importance were how much teachers think 

students are learning, help given students by teachers, 

freedom in selection of materials and methods, variety and 

number of student activities offered and the student s 

sense of belonging. This relates to teachers feeling better 

about the job they are doing and the fact that these teachers 

are getting positive results by their increased involvement 

with the students. 

Student discipline, counseling and advisement had 

significant differences in eight of the nine categories. The 

differences referred to consistency by which teachers handle 

discipline, assistance from administrators in discipline, 

student involvement in school rules and treatment of students 

by counselors, administrators, and teachers. Especially 

significant was the area dealing with the consistency with 

which teachers handle discipline. This was also the highest 

t score in the 1977 to 1979 comparison with the teacher group 

in the experimental school. The dramatic results in this 

area can be attributed to the school-wide positive approach 

to discipline. PAD was also at least partly responsible for 

the increased positive feelings in the experimental school 

toward student involvement and treatment of students by 

counselors and administrators. The administrators and 
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counselors were directly involved with the teachers in the 

total program of helping students manage their own behavior. 

In the school-community and job satisfaction categories/ 

the significant differences appeared in parent communication 

and knowledge of school and general satisfaction with the 

school and teaching as a profession. The highest difference 

was in the area of satisfaction of the particular school 

where the teacher was located. Part of the reason for the 

high score in parent knowledge concerning school was due to 

the fact that the experimental school mailed eight news-

letters a year to parents. These letters contained informa-

tion concerning school policies, school events, messages 

from the different departments and each letter encouraged 

parents to call or visit if they had any questions. PAD was 

responsible for increased parent communication because part 

of the system demands parent contact. Job satisfaction is 

related to all the factors that have been discussed in the 

results of both the inventories. 

The answer to the second part of question two, dealing 

with comparison of teacher opinion in the control school 

versus the experimental school, is yes. This is pointed out 

by significant t scores on thirty of the forty-four items. 

The experimental scores were statistically significant in 

the areas of curriculum and instruction and student involve-

ment, counseling and advisement. The t scores also were 
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significant at the .05 level in the areas of organization 

and administration, parent communication and job satisfac-

tion. 

Mean Scores of Students and Teachers in the 
Experimental School on Special Addendum to 

Student Opinion Inventory and Teacher 
Opinion Inventory 

Six additional questions were added to the Teacher Opinion 

Inventory and four additional questions were added to the 

Student Opinion Inventory for this study (see Appendix B). 

These questions were designed in an attempt to further 

investigate the impact of the PAD program in the experimental 

school. Questions four through six were the same on both 

inventories with teachers inventory also containing questions 

one and two. The results are presented in Table VII. 

TABLE VII 

MEANS FOR SUPPLEMENTAL QUESTIONS ADDED TO TEACHER 
AND STUDENT OPINION INVENTORIES FOR 
EXPERIMENTAL SCHOOL IN MARCH, 19 79 

Item Number Teacher Mean Student Mean 

1 3.92 N/A 

2 3.94 N/A 

3 4.18 3.97 

4 4.16 3.94 

5 4.20 4.05 

6 3.82 4.03 
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Both teachers and students showed high mean scores in 

all questions. In all questions but number six, five is the 

highest positive score. The first question dealt with how 

much the positive approach to discipline affected the con-

sistency by which different teachers handle discipline. The 

mean score indicates that the impact is slightly under 75 

per cent. The second question asked how much of the students' 

positive attitude is due to the way students are treated 

according to the school's philosophy. The mean score indicates 

slightly under 75 per cent again. Questions three, four, and 

five pertained to fairness of discipline, description of 

discipline and evidence of a caring attitude toward students. 

In all three areas both student and teacher scores indicate 

that there are positive feelings toward discipline. At least 

part of this feeling can be attributed to PAD. The last ques-

tion asked students and teachers to rate the discipline in 

the experimental school. Five was too hard, four was strong 

but fair, and three was too easy on the ranking scores. Both 

teachers and students agreed that the discipline was strong 

but fair. This feeling must be related to PAD as it was the 

system used by all teachers in the experimental school. 

Analysis of Chi-Square Scores on Number of 
Discipline Cases Sent to Principal or 

Assistant Principal Over A 
Three-Year Period 

Question three asked if there would be a reduction in the 

number of discipline cases sent to the principal or assistant 
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principal when compared to the 1976-1977 and the 1977-1978 

school years. The case distributions and resulting chi-

square scores used to answer this question are presented in 

Tables VIII and IX. 

TABLE VIII 

NUMBER OF DISCIPLINE CASES SENT TO PRINCIPAL OR ASSISTANT 
PRINCIPAL FOR A THREE-YEAR PERIOD 

Type of 1976-1977 1977 -1978 1978 -1979 
Discipline Case 7 th 8 th 7 th 8 th 7 th 8 th 

Classroom 
Disturbance 163 92 148 81 88 39 

Fighting 19 13 14 10 11 7 

Bus Incidents 51 10 52 12 17 4 

Attendance 49 24 42 19 32 14 

Smoking 32 26 24 17 14 6 

Miscellaneous 46 30 37 23 21 14 

Total/Grade 360 195 317 162 183 84 

Totals 555 479 267 

The statistical procedure was a one sample chi-square 

treatment for goodness of fit. The chi-square values were 

calculated from the total number of students sent to the 

office per year. 

The chi-square scores were significant at the .01 level 

for all cases but the comparisons for 1976-1977 and 1977-1978 

when tested against 1978-1979 were enormous. Of particular 
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importance was the dramatic drop in the number of classroom 

disturbance cases sent to the office. 

TABLE IX 

CHI-SQUARE VALUES FOR DISCIPLINE CASES FROM TABLE VIII 

Comparison Years Chi-Square 

1976-1977 to 1977-1978 12.06 

1977-1978 to 1978-1979 168.33 

1976-1977 to 1978-1979 310.65 

There were also decreases in attendance problems, smoking and 

the miscellaneous category. An interesting aspect was the 

sharp decline in the number of bus incidents. The school 

buses are driven primarily by maintenance employees and 

part-time drivers who have no knowledge of the school's 

approach to students. Obviously, the major contributing 

factor in the drop in cases sent to the principal or 

assistant principal is due in large part to PAD. 

It could be theorized that the problems did not decrease 

but that teachers simply stopped sending students to the 

office. This theory does not hold up when one considers that 

smoking incidents, attendance problems, bus incidents and 

other cases in the miscellaneous category occurred much less 

frequently. There was an obvious "spillover" effect on these 
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phases of student behavior. As students feel better about 

their school, the problems related to undesirable student 

behavior begin to decrease. 

Analysis of Chi-Square Scores on Number of Students 
Involved in Student Activities in the 

Experimental School Over a Three-
Year Period 

Question four asked if there would be more students 

involved in school activities when compared to the 1976-1977 

and 1977-1978 school years. The activity distribution and 

the resulting chi-square scores used to answer this ques-

tion are presented in Tables X and XI. 

TABLE X 

NUMBER OF STUDENTS INVOLVED IN SCHOOL ACTIVITIES 
FOR A THREE-YEAR PERIOD 

Organization 1976-1977 1977-1978 1978-1979 

Clubs 416 447 523 

Mini-Courses 0 347 433 

Student Government 41 40 41 

Intramurals 375 410 427 

Non-Participants 582 170 0 

Totals 1,414 1,414 1,414 

Student activities were defined in Chapter I as clubs, 

mini-courses, student government and intramurals. All these 
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activities occur during a thirty-five minute activity period 

during the regular school day. This period has been in 

effect all three years included in this study. Clubs meet 

on Mondays and Thursdays and mini-courses and intramurals 

occur on Tuesdays and Fridays. The student government 

committee meets on Wednesdays. 

TABLE XI 

CHI-SQUARE VALUES FOR STUDENT INVOLVEMENT 
FROM TABLE X 

Year Chi-Square 

1977-1978 to 1978-1979 . . . 200.73 

The actual chi-square values were calculated for only 

1977-1978 as compared to 1978-1979 as there were no mini-

courses in 1976-1977. These scores were highly significant. 

The figures for student government are approximately the same 

for all three years because of the method used to elect the 

representatives. Club membership increased greatly as did 

participation in mini-courses and intramurals. This was in 

part due to the increased positive attitude from students 

which resulted in a desire to become more involved. A large 

contributing factor, however, was the increased positive 

involvement from teachers which resulted in more sponsors 

being available for clubs and mini-courses. 

The fifth question asked if there would be fewer students 

sent to Reassignment School when compared to the 1977-1978 
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school year. As explained in Chapter I, Reassignment School 

is a school where students who cannot cope with the regular 

school are sent for a period of time instead of suspension 

or expulsion. This is the second year of operation for this 

school. In 1977-1978 there were thirty-seven students sent 

to the Reassignment School from the experimental school. 

In 1978-1979 there were fifteen students sent to the Reassign-

ment School. The answer to question five is obviously yes. 

The major contributing factor was increased involvement with 

the students at initial levels of discipline within the 

school by the total staff. The great majority of all 

potential problem students had changed their behavior before 

it became necessary to reassign them for any period of time. 



CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS, AND 

RECOMMENDATIONS 

Summary 

The purposes of this study were to determine if a 

specific set of classroom management-discipline procedures 

have a positive effect on student attitude and involvement 

and to determine if a specific set of classroom management-

discipline procedures will have a positive effect on teachers 

and students as shown by the inventories, reduction in 

discipline cases, and increased student involvement in clubs, 

mini-courses, student government and intramurals. 

The questions to be answered were stated as follows. 

1. Would there be an increased positive attitude in 

the experimental setting by teachers and students 

as measured by the Teacher Opinion Inventory and the 

Student Opinion Inventory as compared with the same 

two inventories administered in March of 19 77 at 

the same school? 

2. Would there be a more positive attitude in the 

experimental setting toward school as measured by 

the Teacher Opinion Inventory and the Student Opinion 

Inventory when compared with the results on the same 

83 
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surveys administered in March of 1979 at a similar 

junior high school not using the positive approach 

to discipline? 

3. Would there be a reduction in the number of disci-

pline cases sent to the Assistant Principal's or 

Principal's office when compared to 1976-1977 and 

1977-1978? 

4. Would the number of students involved in school 

activities be increased significantly when compared 

to 1976-1977 and 1978-1979? 

5. Would there be fewer students sent to Reassignment 

School than in 1977-1978? 

The population of the experimental school was composed 

of 850 students and fifty teachers. The student population 

was 275 eighth graders and 575 seventh graders. The popula-

tion of the control school was 750 students and forty-four 

teachers. The student population was equally divided between 

seventh- and eighth-grade students. 

The specific need for a PAD type program was identified 

through an intense self-study done at the experimental school 

in 1977. The staff at that time expressed a need for con-

sistency in a school-wide approach to the control of student 

behavior. The problem of what kind of approach to use was 

turned over to the administrative team in the spring of 1977. 

During the spring of 1977 and the school year 1977-1978 a 

philosophy was developed by the administrative team in 
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relation to a positive approach to working with students. 

The team then began to identify certain techniques that 

should be used in dealing with disruptive students. The 

entire program of the school-wide positive approach to 

discipline and classroom management was then finalized in 

the summer of 1978. Final preparations were done by the 

administrative and counseling staffs in the experimental 

school. The teaching staff in the experimental school had 

an intensive two day in-service before the opening of school 

in 1978-1979. This in-service dealt with the philosophy, 

techniques and management system for the positive approach 

to discipline. This in-service was conducted by the adminis-

trative and counseling staffs of the experimental school. 

Two hundred seventh graders and 100 eighth graders were 

selected at random from the student population in the experi-

mental school. In the control school, 100 seventh graders 

and 100 eighth graders were selected by the same process. 

All students in both sample populations were given the 

Student Opinion Inventory. All teachers in both schools 

were given the Teacher Opinion Inventory. All subjects in 

the experimental school were given additional questions 

developed for the study. The inventories were administered 

prior to the last two weeks of March, 19 79. Data on disci-

pline cases sent to principal or assistant principal were 

compared to the same type of information kept in 1976-1977 
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and 1977-1978. This was also true for data on student activi-

ties and Reassignment School information. 

After the data were gathered and tabulated, the results 

were statistically analyzed using two techniques. The 

Teacher Opinion Inventory data and the Student Opinion Inven-

tory were analyzed using the t test for two independent 

samples. A significance level of .05 was required for accep-

tance of positive answers to the questions. The data for 

discipline cases and student involvement were analyzed using 

the chi-square test of goodness of fit. Again a significance 

level of .05 was required for acceptance of positive answers. 

It should be noted that no specific attempt was made to 

control the Hawthorne Effect in this study. It was felt that 

since the staff was involved in the planning and implementa-

tion of the program that any undue effect of this nature would 

be negligable. Also, the implementation was conducted quietly 

and methodically with no district-wide publicity. 

Findings 

Question one concerning teacher and student attitudes in 

the experimental school in 1979 when compared to 1977 in the 

same school was answered in the affirmative. In critical areas, 

such as student-school image, student participation and student 

administration, the scores of the 19 79 students were signifi-

cantly higher at the .05 level. The teacher results of partic-

ular significance included the areas of teacher involvement in 

decision-making, teacher encouragement of students, feeling of 
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student involvement and satisfaction with discipline. Other 

highly significant areas for teachers were knowledge of 

parents, parent-school communication and job satisfaction. 

Question two comparing teacher and student attitudes 

in the experimental school with the control school was also 

answered with positive results. The experimental school 

students scored significantly higher in student involvement 

and participation in school activitivies and attitude toward 

administration, counselors and teachers. Perhaps the most 

significant comparison lies in the area of student-school 

image. Students in the experimental school showed positive 

attitude in comparison with the control school. Teacher 

scores from the experimental school were statistically 

significant in the areas of curriculum and instruction and 

student discipline, counseling and advisement. The t 

scores were significant at the .05 level and also in the 

areas of organization and administration, parent communica-

tion and job satisfaction. 

Question three concerning the number of discipline cases 

sent to the principal or assistant principal over a three-

year period contained chi-square scores significant at the 

.01 level for all three comparisons. These results made the 

answer to question three obviously positive. There was a 

dramatic decline in the number of classroom disturbance 

cases sent to the principal or assistant principal. 
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Significant decreases also occurred in number of attendance 

problems, smoking, bus incidents and the miscellaneous category, 

The Chi-square scores for question four concerning 

student involvement over a three-year period were highly 

significant at the .01 level. Club membership increased 

sharply as did participation in mini-courses and intramurals. 

These results produced a positive answer to question four. 

Question five involved a comparison of the number of 

students sent to Reassignment School in 1977-1978 as compared 

to 1978-1979. The data revealed that thirty-seven students 

were sent to Reassignment School in 1977-1978 and only fifteen 

were sent in 1978-1979. The answer to question five was yes. 

Conclusions 

The findings of this investigation support the follow-

ing conclusions concerning junior high schools. 

1. A positive approach to discipline can be expected 

to have a significant positive impact on students' opinions 

of school. 

2. A positive approach to discipline can be expected 

to have a significant positive impact on teachers' opinions 

of school. 

3. A positive approach to discipline can be expected to 

have a significant positive effect on school atmosphere as 

evidenced by fewer discipline cases and increased student 

involvement. 
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4. A positive approach to discipline will result in 

increased teacher participation in areas such as sponsorship 

of student clubs, mini-courses and other extra curricular 

activities. 

5. A school-wide positive approach to discipline will 

result in increased direct teacher involvement with students. 

6. A school-wide positive approach to discipline will 

result in increased parent-school communication. 

7. A school-wide positive approach to discipline will 

result in fewer truancy problems. 

8. A school-wide positive approach to discipline will 

result in fewer serious behavior problems resulting in 

Reassignment School or suspension. 

Recommendations 

Based on results of this study, it is recommended that 

1. A similar study should be undertaken over a two-

year period or longer in a school with a PAD type program 

to see if a school-wide approach to discipline has any 

significant impact on student achievement; 

2. All schools should seriously look at developing a 

specific school-wide approach to discipline that can be 

developed by the building staff as a means of reducing the 

number one problem identified in the public schools; and 

3. A follow-up study should be conducted at the experi-

mental school in two years to see if PAD has a continuing 

positive effect on teachers and students. 
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PUNISHMENT DISCIPLINE 

Expresses power of personal authority 
and is usually based on retribution or 
revenge for what happened in the past; 
is arbitrary. 

Is based on logical or natural 
consequences and is concerned with 
changing behavior in the future. 

Is imposed (done t£ someone); responsi-
bility for correcting behavior is assumed 
by the punisher. 

Comes from within; responsibility 
is assumed by the individual. 

Closes options for the individual. Keeps options open so the individual 
can earn how to improve behavior. 

Is frequently negative and short term 
without sustained personal responsibility. 

Involves close sustained personal 
involvement which can result in 
more self-responsibility. 

Often expresses open or concealed 
anger. 

Expresses genuine concern fcr 
the person. 

Is expedient. Is difficult and time consuming. 
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INTRODUCTION - PHILOSOPHY 

Classroom management is a necessary and integral part of effective teaching. 

It is NOT something separate from teaching. Classroom management consists 

of attitudes, structure, a communication system and expectations. Any 

weaknesses in or negative approaches to these facets will result in a break-

down of the teacher's control and effectiveness. The success of the teaching-

learning process for subject matter is as related to classroom management as 

it is to the knowledge of the teacher - possibly more so. 

It is with this belief in mind that the Classroom Management Plan for 

De Witt Perry Junior High School is being implemented. It is also with the 

understanding and knowledge that while this system is more difficult than 

the traditional approach to discipline, it has far reaching implications 

for application. This system forces the student to confront his own behavior 

and to become the most important part of the problem solving procedure. The 

system implies much involvement of teacher-pupil-parent-counselor-administrator. 

The basic goals to reach for through this plan are: 

A. That each pupil grows in becoming a responsible human being and good 

citizen 

B. That each pupil is well oriented in the basic expectations for behavior 

while at DWP 

C. That a high degree of consistency in the procedures and attitudes for 

handling disruptive students be attained in order for them to feel secure 

in what to expect, and know that they will be held responsible for their 

behavior. 
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SOME PRINCIPLES OF POSITIVE DISCIPLINE 

Attitudes and behavior which will help the teacher build a positive 

relationship with students: 

1. Try to be kind and fair; keep your word. 

2. A good sense of humor will carry you over many potential hazards. 

There's nothing wrong with letting your students know you enjoy 
teaching. 

3. Be sensitive to how the student is feeling. 

4. Avoid abrasive words in dealing with students, such as cheat, liar, 
dummy, stupid, etc. , or any form of profanity. 

5. Avoid nagging, arguing, or displaying extreme emotion. 

6. Be firm without harshness and rigidity. 

7. Try to be secure enough in yourself so that you may guide a child to 
grow in responsible independence. 

8. Make reasonable rules which the students understand and be consistent 
ar.d fair in enforcement. Never issue meaningless threats. 

9. Be concerned with the cause of misbehavior and become involved in help-
ing the child to eliminate his problem. 

10. Remember that punishment is often very temporary in effectiveness while 
positive discipline will help the child grow in self-control and self-
discipline. 

11. Learn to reject behavior without rejecting the child. 

12. Maintain a meaningful learning atmosphere with a variety of activities. 
Discipline problems often arise from boredom. 

V 

13. Avoid transferring ypur own personal and home problems to the classroom. 
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OVERVIEW OF THE CLASSROOM MANAGEMENT PLAN 

Classroom Management Plan refers to a systematic, organized plan for 
maintaining an orderly, positive and effective atmosphere in the class-
room setting. This is a plan for teacher-pupil communication and 
relations. 

The most important element in the plan is teacher attitude and under-
standing. Every teacher is expected to follow the procedures as outlined 
in WHEN A STUDENT IS DISRUPTIVE IN CLASS. (These steps must be understood 
thoroughly.) 

The forms which are a part of this plan must be used consistently. The 
BEHAVIOR LOG is a very important one. If a pupil's behavior is important 
enough to disrupt, it is important enough to record. Being specific with 
the facts of the behavior and any actions taken by you, the teacher, will 
strengthen a discipline case. Keep the Behavior Logs together in the 
notebook provided for this and have them ready, if and when it becomes 
necessary to turn the case over to the Assistant Principal or to conference 
with parents. 

The STUDENT PLAN SHEET is to be kept as a reference to„what the student is 
doing to solve his/her problem. The hardest part for the student is to 
confront his/her own behavior. In fact, there is no effective way to 
actually correct behavior until the student is willing to face truthfully 
what he/she did. 

The key focus in the Classroom Management Plan is involvement. It is true 
that it will not work perfectly with all pupils all the time. Neither 
does any other approach to discipline. It is also true that it requires 
a great deal of commitment on the part of everyone involved. It can be 
more time consuming but with more positive results. It also can save time 
in the long run. It is expected that each teacher assume the responsibility 
in helping to orient pupils in this approach. This includes involving them 
in helping form reasonable classroom rules and explaining what happens when 
one is broken. Doing a.-thorough job with this phase will go a long way in 
setting the plan in motion effectively. 



WEEN A STUDENT IS DISRUPTIVE IN CLASS 9 6 

(Maintain a Behavior Log on students you anticipate may eventually be 
referred to the Principal's Office) 

STEP A - When a student is disruptive: 

Ask him, "What are you doing?" If he tells you, ask him to stop, and, if he 
does stop, that ends it. If he denies doing anything, tell him what you saw 
him do and ask him to stop. If he does stop, that ends it. 

NOTE: If the disruption is such at this point - violence, for example - that 
you need to remove him from the room, follow Step C. Otherwise, proceed with 
Step B. 

STEP B - If he continues to be disruptive: 

Ask him to stop again. Explain that you will be having a conference with him 
to discuss his behavior. 

Also, explain that if you have to talk with him again today about his behavior 
you will have to remove him from the. group. You cannot allow him to continue 
to disrupt the class. 

STEP C - If he disrupts again during the class period, proceed with the following 
that is most appropriate for your situation: 

1. Isolate him in the room 
2. Have him sit in the hall by your door 
3. Send him to the office to sit supervised for the remainder of the period 

a. Use as a last resort (the office can get^full) 
b. Send a note with the student when he comes to the office explaining 

that he needs a supervised place to sit for the remainder of the 
period and that you are going to have a conference with him at the 
soonest possible time. (At this time you may want to have him begin 
responding to his plan sheet which will be used in the conference.) 

NOTE: Remember that this-is not STEP F, turning him over to the office. You 
are simply isolating the/student until you can proceed with the conference. 

STEP D - Have a CONFERENCE (needs to be held before he returns to your class) 

Contact Counselor and/or Principal, if you would like one of them to act as 
facilitator in the conference. (This is not STEP F.) 

1. Use Student Plan Sheet to: 

a. elicit the behavior 
b. make a PLAN 
c. obtain a commitment 
d. let him know what you, as a responsible teacher, must do if there is 

a need for a second conference 



OPTIONS: 

97 
1. assign a detention (or use some other logical consequence) 
2. contact his parents 

2. Maintain his Behavior Log 

STEP E - If occasional disruptive behavior still continues to occur and a 
simple reminder is not effective -

1. A second CONFERENCE is necessary (can be held while he is serving the 
detention). It should include: 

a. Student Plan Sheet to: 

1. elicit the behavior 
2. make a PLAN 
3. obtain a commitment 

b. assign a detention (or some other consequence) 
c. let him know what you, as §. responsible teacher, must do if_ there is 

a need for a third conference. At this point, the teacher needs to 
decide whether she is going to try STEPS A through C again, if he 
continues to disrupt, or go to STEP F and refer him to the Principal's 
Office. If you plan to go to STEP F, if he disrupts again, then: 

1. let the student know this 
2. let the Principal know this 

2. Hake contact with the parents. This may be by telephone and/or by sending 
home a copy of his Plan Sheet and Behavior Log and a Parent Notification 
Sheet. 

a. explain the student's behavior 
b. explain your efforts to help him behave in a responsible way 
c. explain his plans for more appropriate behavior and their results 
d. explain what your next steps with him will be 

3. Maintain his Behavior Log 

(With his next disruption, you may continue to repeat STEPS A, B, C, and E 
or you may move on to STEP F, the Principal's Office.) 

When all of the above resources have been exhausted and STEP F becomes necessary: 

STEP F - If in a future class period, disruptive behavior continues: 

1. Send/take the student and his Behavior Log to the Principal's Office, or use 
what is appropriate in STEP C, until a Principal's conference can be arranged. 

2. Principal's CONFERENCE: 



a. Principal determines the school's corrective consequences for 
the student's behavior. 
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Examples of possible consequences: 

1. multiple detentions 
2. Reassignment School 
3. corporal punishment 

, A. isolation from classroom until student shows willingness to 
cooperate 

b. a plan for appropriate behavior upon student's return to class 
c. parent contact 
d. if teacher was not present for conference, the Principal will inform 

the teacher of the conference results, including the student's PLAN 
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(Maintain Behavior Log Sheets on students you anticipate may eventually be referred to 

the Principal's Office) 

Use one sheet for each disruptive incident or class period and conference. 99 

PARENT'S NAME 

PARENT'S PHONE 

SPECIFIC MISBEHAVIOR 

ACTION TAKEN 
Date 

Student/Teacher conference held 

Counselor attended conference 

Principal attended conference 

Plan was agreed on (attached) 

Parent contacted by phone 

Parent contacted by letter 

Parent conference 

Other (specify) 

RESULTS OF ACTION TAKEN 
(Including following day's behavior) 

Student eliminated above misbehavior(s) 

Student eliminated above misbehavior(s); however, other misbehavior 
occurred (see new Behavior Log Sheet) 

Student took specific action to solve the problem. SPECIFY: 

ADDITIONAL COMMENTS 



STUDENT PLAN SHEET 100 

HAT I DID (be specific): 

HAT 'THE TEACHER THOUGHT I DID: 

HAT I WILL DO-SO THERE IS NO PROBLEM: 

STUDENT NAME:_ 

DATE: 

CLASS SUBJECT: 

IOW COULD I BE HELPED IN ACCOMPLISHING MY PLAN? 

1 UNDERSTAND THAT IF THERE IS A NEED FOR ANOTHER CONFERENCE: 

:D 

;2> 

:3) 

TUDENT SIGNATURE TEACHER SIGNATURE 
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CORPORAL PUNISHMENT 

We do not encourage the use of the paddle. We do, however, realize that it 
is effective with some students. Our policy is that if the discipline pro-
blem is such that you feel corporal punishment will be effective you will: 

/ 

1. have had parent contact and discussed this with them; 

2. bring the student, to the office to administer the punishment; 
(the punishment must be in the presence of the principal or 
the assistant principal) 

3. write up a disciplinary referral form and give it to the assistant 
principal immediately. 

DETENTIONS 

After school detentions may be assigned to a student under the following guide-
line: 

1. A detention is for no more than 45 minutes after school. 

2. Detentions may be given for breaking classroom rules which have been made 
clear to the student. 

3. The detention form should be given to the student as his notice of time, 
place, date and reason at least one day ahead of the date to be served. 
This must be returned to the teacher on the day to be served with parent 
signature. These forms must be kept by,the teacher for the entire year. 
From time to time we will ask for these forms on specific students while 
working with that particular student and his/her parents. 

4. If a student misses a detention for no good reason, the teacher should 
double the detention. If the student fails to show the second time then 
he/she should be sent directly to the assistant principal upon arriving 
in class the next day. 

5. The teacher is responsible for making certain that the detention time is 
used constructively.' It should be a .time to work on school assignments 
and/or receive extra help.academically. Students should not be allowed 
-to just sit. This time'may also be used to confer and counsel with the 
student concerning his/her behavior problem. 

6. A teacher may use the option of morning detentions in some cases but the 
same guidelines apply. Depending on the situation, it might take more 
than one morning to serve one detention. 
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HOW TO HOLD A CONFERENCE 

Involv^ent - the key to helping others help themselves, requires: 

1. Warmth 
2. Friendliness 
3. Praise when appropriate 
4. Sense of humor 

Elicit the Present Behavior 

1. Keep the conversation warm and focused on what the child did that was 

against the rules 
2. If the child is evasive, let him know you saw him do something. What 

did he do? 

Make a Joint Plan 

1. An apology is not a plan 
2. Must be simple, short-term and realistic 
3. A good plan maps out the strategy for changing behavior. 

EXAMPLE: Not: I will not be late tomorrow. 
Plan: I will go to my locker before second period instead of 

before this period, so I can get here on time. 

Get a Corrmi tment 

1. When can you start? Tomorrow? How long can you do it? 
2.' Usually one cay at: a time is long enough. 

3. When he is successful with the plan for one day, reinforce and continue 
for another day. 

A. Assume success — do not threaten or hold the plan over the student's 
head in a blackmail sense. 

5. Let him know that if the inappropriate behavior should continue, there 
will be another conference and something else will happen (detentions, 
call home, etc.) 

Get the results of the plan in writing. Have the student record what he did 
ana what he plans to do in order to stop the inappropriate behavior. Have 
him sign it. You sign it. 
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COMMUNICATING'WITH PARENTS 

TYPES OF COMMUNICATION; 

1. Through child 
2. Written letter, note, progress report, detention form 
3. Other: phone call, in-person conference 

REASONS FOR COMMUNICATING: 

1. To tell positive things 
2. To prevent problems 
3. To clarify situations which may be subject to misunderstanding 
4. To answer questions which may seem insignificant to you but which may be 

very significant to the student or parent 
5. To keep parents and teachers informed 

6. To relay to the student that you care enough to deal with his individual 

problems 
7. TO BUILD TWO-WAY BRIDGES 

WHEN COMMUNICATING WITH PARENTS: -

1. Try to beat them to it! It's easier to prevent than to solve a problem. 
2. Remember that you are a professional - knowledgeably capable and interested 

in what happens to the child. 
3. Remember that being a parent is an emotional relationship. It's hard to be 

obj ective. 
4. Be factual, objective and truthful. 
5. Show concern. It is hard for anyone to attack genuine concern. 

6. Remember that parents have a right to know what is happening with their 

child. 
7. Always return phone calls as promptly as possible. 
8. If you have made an honest mistake with a student, admit it honestly. This 

will generally disarm hostility. Anyone - even a teacher - can be wrong. 
9. Keep cool and in control if you feel attacked. Stick with the facts and 

base your actions on what is best for the student. 



PASS TO OFFICE 

DATE 104. 

PERIOD 

TIME 

remainder of the period. 

I will confer with him/her (when) 

is being sent to the office to sit for the 

I am sending an assignment for him/her to work on. 

I have given him/her a Student Plan Sheet to complete while waiting 

before the conference is held. 

TEACHER SIGNATURE. 
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PARENT NOTIFICATION OF STUDENT BEHAVIOR 

Your soil/daughter, » has been having 

a behavior problem at school. Since we know that you share our concern in 

the situation, this is to let you know what has been happening. The enclosed 

information will provide you with the specifics. If you have questions con-

cerning this situation, please call 242-2158. 

We would also appreciate your letting us know that you received this informa-

tion by signing below and sending it back by your child or by calling us. 

DATE 

PARENT S SIGNATURE 
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RECORD OF CORPORAL PUNISHMENT 

DATE — TEACHER_ 

STUDENT 

Nature of offense (If classroom problem, attach Behavior Logs which have been 

accumulated on this student.) 

Who administered paddling: 

Number of licks: 

Witness: 

STUDENT SIGNATURE TEACHER SIGNATURE 

PRINCIPAL SIGNATURE 
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APPENDIX B 

ADDITIONAL QUESTIONS FOR SUBJECTS IN EXPERIMENTAL SCHOOL 

If consistency exists in the different way teachers 
handle discipline, how much of this is attributable 
to the positive approach to discipline? 
A. 100% 
B. 75% 
C. 50% 
D. 25% 
E. None 

2. Assuming the students' attitudes are positive on their 
survey, how much of this attitude is due to the way 
students are treated according to the school's philosophy? 
A. 100% 
B. 75% 
C. 50% 
D. 25% 
E. None 

3. Do you think that students are handled fairly in matters 
of discipline? 
A. All of the time 
B. Most of the time 
C. About half of the time 
D. Few times 
E. None 

4. How would you describe the discipline in your school? 
A. Excellent 
B. Good 
C. Fair 
D. Poor 
E. Terrible 

5. Considering the way students are treated by teachers, 
counselors, and administrators, do you think they really 
care about kids? 
A. Always 
B. Most of the time 
C. Sometimes 
D. Not very often 
E. None of the time 

6. This school with students. 
A. is too hard 
B. is strong but fair 
C. is too easy 
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