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From Challenging Behaviors to Caring Classroom Caomitres: Reimagining the Teacher’s
Role in Classroom Management

Emily Marie Makowski
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College of Education

This dissertation project addresses the lack ¢éar set of classroom-management strategies in
research literature, specifically regarding eaHydhood teachers’ immediate or “in-the-
moment” responses to children's challenging behavi case study of three teachers was used
to draw out five themes, each of which contributesnplications for professional development
supports: 1) A teacher’s belief about children’srahgrowth can influence his/her responses to
challenging behavior; 2) A teacher’s knowledge isfiter students and of his/her relationships
with them can influence behavioral situations; 3eAcher modeling caring and kind responses
to behavior can help build classroom communityA4g@acher modeling discussion, deliberation,
and listening during and in response to challendelgavior can help build classroom
community; 5) Flexible student mobility and placereptions can support children with
challenging behaviors. These themes exemplifydhehters’ pedagogical approaches to children
exhibiting challenging behaviors. By studying teadher’s role in the classroom, alternative
strategies to classroom management and discipfin€i@ate caring classroom communities

wherein all children, regardless of their behaviaye a sense of belongingness.






CHAPTER 1: INTRODUCTION

“Very few teachers, | think, make a connection leetwtheir own rejection of children and the
children’s rejection of each othei(V. Paley, personal letter, October, 2011).

Early in my ten year teaching career, there wagyanamed Tommy in my first grade
classroom. He seemed unhappy and his actions eétalated into physical aggression—
yelling, kicking, and pushing over chairs. He hastaring role in the principal’s office. His
small, 4x4 card on the very public, classroom barashart was always on “red,” or even
worse, “white” (a “white” card denoted a phone d¢aime and a trip up to the principal). The
class members’ dropped jaws and gasps always fetldwm as he walked over to the chart on
the wall to change his card from whatever colevas on to “white.” Tommy was constantly
banished, both literally and symbolically, from ditite classroom of seventeen students. Trying
to balance Tommy'’s disruptions and classroom legrregularly exhausted me. His behavior
also influenced his academic progress and his pafselationships with other students. Over
the course of the school year he did not learn toosead, and he made virtually no improvement
in other subjects. He wanted friends and tried éxerthem, but was always rejected. No one
ever wanted to play with him, even though he tteegin in play daily. Classmates continually
told him he could not play with them or they woulth away when they saw him coming.
Reflecting back, Tommy was certainly not an acagptember of my classroom community.
Although he tried over and over to gain a sendsetiinging, including demonstrating disruptive
behaviors, all of his efforts were futile.

Before the school year began, Tommy’s previoushelawarned me that he would be my
student. In the conversation that followed, it meaclear that she did not like him and wanted

me to be ready. Over the course of his first grgee in my classroom, | found that stories about



Tommy’s misbehaviors, aggressive outbursts on ldagypound, unpopularity and alienation
from teachers and students alike, were common.

One day | was at the front of the classroom tearhimath lesson when Tommy
suddenly started to distract the entire group wisiuptive behaviors—yelling, poking his desk
neighbor, and teetering and falling out of his chiagot upset. | was frustrated. | scolded him in
front of the entire class. My booming voice wasifiand unkind. “Tommy! Stop! You need to
sit still. Be quiet. You are taking away from thest of the class’s learning. Change your card to
‘white.”” Then, | noticed that Tommy not only hung his head siumped his entire body over
his desk, but Alex, sitting two desks away from hiooked sad and shocked. Alex started to cry.
| had scared him. In that moment of clarity, | knewy actions toward Tommy had an incredible
impact not only on Tommy, but on the rest of mysslas well. My immediate outward response,
which looked quite a bit like dislike for Tommy,®hlied the entire class that he was not accepted
by me, his classroom teacher. Looking back, | zedlithat almost all of my responses to any of
Tommy’s challenging behaviors looked like they thdt day during the math lesson. Often |
was calmer but he still “got in trouble.”

Because | had only a few years of teaching undebeaityl thought that having a well-run
classroom meant | needed to have firm disciplinem&mntain order. My classroom management
was built on rewards and punishments, as weréalhtanagement styles of the teachers in my
school. On my behavior chart it was always the skisiewhose cards were on “red.” My
behavior modification strategies for Tommy were @er—point out unacceptable behaviors
(sometimes harshly), change his card, and senddihe office. | secretly felt relief when he
left my classroom because afterward there were or@ misruptions. | now realize that my

behaviors and responses toward Tommy contributedciele of rejection from not only me, but



in turn, from his peers. | now realize that my ¢psne and classroom management strategies for
Tommy did not contribute to his social and emotigrawth, or the social and emotional growth
of the rest of the class. The rest of the classlea®ing from me that a child with challenging
behaviors was not an accepted member of our contynuni

After the year Tommy was in my class | heard framdubsequent teachers that his
schooling was unsuccessful. The stories they shaeee not news to me. They indicated that
Tommy always struggled to learn, was difficult éa¢h, was often in trouble, and continued to
be rejected by his peers. | now know that |, afgtioteachers, could have more effectively
responded to Tommy’s disruptions in ways that wdwdde promoted peer acceptance, helped
him to learn, and allowed him to be a member ofdassroom and school community—a
member that felt he belonged. | understand thaetaee numerous reasons that some children
are less liked than others; however my experielezeme to wonder if the reactions of Tommy’s
teachers to his challenging behaviors helped tpgteate his peer rejection and long-term
learning difficulties. In my responses to his dive, challenging behaviors, | think | may have
failed him; in the responses of his subsequentizado his disruptive, challenging, behaviors, |
think the school may have failed him.

Tommy’s story is not uncommon in elementary schodfger having taught kindergarten
and first grade for ten years, | began to rumiadkeut Tommy and others who had similar
stories. The following reflective questions contihy ran through my mind during these years
and laid the groundwork for this project: What altgive approaches to discipline, other than
“traditional” authoritative methodologies, could ingplemented for children like Tommy? How
could my every day, in-the-moment responses tadnls challenging behaviors have

influenced their sense of belonging and acceptanttee classroom?



From my experience and observations early childredassrooms are places where
children, like Tommy, may exhibit challenging, dfilt behaviors and be accepted or rejected
by peers. But they are also places where childramlhow to become members of a community
where, ideally, the aim is to enhance studentdatand moral growth (Evertson & Weinstein,
2006). Peer interactions, specifically acceptaace significant in this environment (Boutte,
2008; Paley; 1992). As a result, much energy has Bpent researching the reasons for
aggressive, challenging behaviors, which oftenltésypoor peer relations, in order to develop
ways to respond to it. Responses include creaticlgsive strategies for rejected, aggressive
children, designing social curriculum, and cultimgtsupport for the individual vulnerable child.
And yet a critical component that is significantiyder-researched and under-analyzed that |
address in this paper is the teacher’s role. Aemthper, | define the teacher’s role as his or her
immediate responses and behaviorthe-momenof a child’s challenging behavior or heated
social conflict. The purpose of this dissertatisa explore the classroom teacher’s everyday
behaviors in response to some of the most difficlassroom moments.

Everyday Responses

Early childhood classrooms are sites where chgilhgnbehaviors occur daily. Numerous
social conflicts and misbehaviors occur regulanlyhiese classrooms, and teachers are faced
with the challenge of responding accordingly. Faaraple, what does a teacher do and say
immediately after a child throws dirt in anotheildis face on the playground? Does the teacher
yell? Does the child committing the offense gebaudtically put in a time-out? Does the teacher
facilitate the child’s understanding of the cortfmd/or responsive action? A teacher’s reactions
to these “everyday” social conflicts contributeatbat | contend Dewey meant by

“learning...rooted in everyday experiences” (1916hese everyday responses are the focus of



this dissertation project. | examine every day pedgs, like those of educator and author
Vivian Paley (1990/1992), for creating an acceptilagsroom community using discipline and
management strategies such as discussions andatierdologies for promoting community
and belonging and encouraging a child’s emotiondlraoral development. This work will be of
most interest for researchers and educators ofgyohidren, but is also informative to other
professionals such as policy makers, social skillsticulum developers, and creators of
professional development strategies for teachetgancipals in learning communities.

This dissertation emerges from the absence afi-@lepth examination in the classroom
management, peer rejection, and community liteeadfithe teachers’ behaviors at the
immediate site of a child’s challenging/aggressiuts. There is a lack of detail in the research
literature and a lack of teacher tools and suppuitts a focus on alternative, accepting
methodologies, as well as a call for a set of gesciples and skills for classroom management
approaches that are alternative to traditional @ggres (Evertson & Weinstein, 2006). This
dissertation’s aim is to contribute a clear settoditegies with practical professional development
tools, based on data and evidence from exemplaché&rs using alternative methods (not time-
outs, expulsions, humiliation, behavior charts,)efor classroom management and discipline.

Locating the Problem

What can be learned from how teachers and studespend to children who are
struggling with their behaviors in the classroormeaunity? “Rawls (1971) has theorized that
the moral development of a society may be apprtgyigauged by the way in which it treats its
most vulnerable members” (Peck, Gallucci, & Sté&i(f)2, p. 218). As young children engage in
school and social communities they begin to corstheir social worlds as well as their sense

of self through their moral and emotional developmn this social world of early childhood



classrooms, social orders empower children to dcmape and reject other peers (Ladd, Price &
Hart, 1988; Ladd, Price & Hart, 1990; Paley, 1998rriere, 2010). In early childhood
classroomshelongingnessimply means that students are valued for who #neyand accepted

in the classroom community. Osterman (2000) sugdbst the desire for belongingness is a
basic motivational need with significant implicat®for human growth and development
(Connell & Wellborn, 1991; Deci et al., 1991; Ryd®895). Not being accepted into the
community and being rejected by peers threatermnargl sense of belongingness (Baumeister
& Leary, 1995). On the other hand, “The experienickelonging is associated with more
positive attitudes toward self and others” (OsternZ900, p. 169). When children feel
acceptance in the school community they have moséipe relationships toward others
(Baumeister & Leary; 1995, Osterman, 2000/2002spRet and concern is demonstrated toward
their peers and teachers, as well as to “their ichate friendship groups, and [they] demonstrate
more altruistic or prosocial behavior” (Battistiehal., 1995; Solomon et al., 1996; Watson,
Battistich, & Solomon, 1997; Wentzel, 1997) (in @stan, p. 169).

Vivian Paley argued that play and social inteawiare perhaps the most important
vehicles for learning. Paley’s career as a kinde¢egateacher allowed her to recognize that there
was a caste system and that “certain childrenhaie the right to limit the social experiences of
their classmates” (1992, p. 3) by not allowing aericlassroom members to engage in activities.
If a child is not accepted or allowed to particgpat play or community activities, that child’s
access to his/her social and emotional developméimited (1992). In efforts to diminish a
child’s rejection and promote acceptance, Pale9@11®92) reimagined both discipline and
classroom management for her students as she thosepunish her students. Instead, she

favored deliberative dialogue with her studentadbonly understand their perspectives, but also



for her students to understand one another’s petigps. By facilitating these discussions during
a disruptive, challenging behavioral or social tichfPaley sought to identify her students’
viewpoints by observing and/or listening to themndrticulate sadness” (p. 87), rather than
imposing her perspective of how the conflict neetteble resolved. She relinquished the “time-
out” chair as a form of punishment because ittaited “humiliation to the child” (V. Paley,
informal interview, October 30, 2011) and, she deteed, allowed no room for useful dialogue.
Paley carries a deep belief that the most sigmifigaterpersonal sin would be to shame or
embarrass a person publicly, including childrensHelief transcended to her teachings and to
her positive view of children (V. Paley, informateérview, October 30, 2011). Watson and
Battistich (2006) also reminded us that childresgess an innate capacity for empathy and
social connection and “[p]erhaps the most importamimonality of approaches to classroom
management centered on community building is aipesdevelopmental view of children” (p.
258). These two different ideas, children havirggpacity for empathy and the necessity for
educators to view children in a positive light, aoginected. This connection is important for this
project because | hypothesize that by viewing agating children positively, children will, in
turn, exhibit empathy for their peers.

Educators and researchers are beginning to uaddrghat punitive punishments such as
“time-outs,” suspensions, expulsions, and publmifiation in the form of reprimands, simply
do not work to change a child’s behavior (Fenningéhahon, 2006; Stevens, 2013). Kohn
(1996) urges teachers to abandon traditional diseigystems that privilege adult control over
student behavior for an alternative practice oficating “an engaging curriculuanda caring
community” (p. 118). Weinstein (1999) describedtshithe discipline and classroom

management paradigm (as cited in Freiberg & LaRoR106, p. 774):



(a) from management as a “bag of tricks” to managems decision making that
necessitates ongoing professional developmentyeés@é knowledge, practice, and
introspection; (b) from an emphasis on obediencecampliance to procedures that
advance self-direction; (c) from an emphasis oastib the social-emotional
relationships that include trust and caring; andr@mn management that is teacher-
directed work (and sometimes busy work) to an actudent-centered learning
environment.

The emphasis of this dissertation project centarhe convergence of the discipline and
classroom management paradigm shift with an apprtieat focuses on teachers’ immediate,
everyday responses to challenging behaviors to drdawalternative methodologies for
promoting acceptance in the community. My work dslibn the pedagogical vision of social
educators (Battistich, Solomon,Watson, & Schap8718outte, 2008; Paley, 1990/1992;
Shaftel, 1967; Watson & Battistich, 2006) and sdekdescribe innovative pedagogies for
building acceptance and a sense of belonging fataasroom community members.
Particularly, these pedagogies include alternatgponses from the classroom teacher that
challenge the traditional authoritative disciplmethods, such as those implemented in my
classroom on Tommy. Similarly, documented accepimgroaches to discipline urge teachers to
abandon traditional forms of discipline as classragnanagement approaches (Kohn, 1996) for
more socially just forms in early childhood edueatiAt the heart of these approaches lie
considerations for professional development anchtelasupport for developing an emergent
inclusive environment.

In order to understand teachers’ non-traditiomalggogical methods and strategies for 1)
promoting an accepting community where each chasldsense of belonging and 2) possibly

reducing aggressive behaviors that can influeneeeaptance and peer rejection, | posed the

following questions to guide my dissertation projec



¢ In specific innovative classrooms, what are eahydhood teachers’ everyday, in-the-
moment responses (pedagogies and immediate intemshto children’s
challenging/aggressive behaviors? How do childrespond to these methods?

e What supports or inhibits the teachers to respgeti&gogies and immediate
interventions) to challenging/aggressive behaviaraays that can promote an
accepting classroom community where all childremeha sense of belonging?

¢ What can be learned from teachers’ everyday resgofa building curricula,
professional development for teachers and otheernas that support inclusive, caring
classroom communities?

This dissertation project includes a qualitatigse study designed to describe and
unpack three teachers’ innovative, nontraditiore@ggogical approaches to
challenging/aggressive behaviors, and classroonagenent where a child’s moral
development, peer acceptance, and belonging imancmity is not only fostered, but is a
primary goal. The dissertation uses the analysisahers’ work to create a set of clear ideas
and sample professional development supports fty elaildhood educators to build accepting
classroom communities by their responses to chgilgrbehaviors.

The following is a brief description of each chapin Chapter 2, | present a review of
literature that is relevant to this dissertationjgct, including the teacher’s role, classroom
management, school communities, implications fadobn who are not accepted, and beginning
to reimagine a teacher’s role. Chapter 3 providdstailed description of my methodology and
approaches for conducting the case study whichigedvthe themes outlined in Chapter 4.

Chapter 5 develops a set of clear ideas for saprplessional development supports that were
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created from the data collected in the three ab@sss. In Chapter 6, | discuss implications for

practice and provide the limitations of this work.
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CHAPTER 2: INFORMING LITERATURES

The informing literatures provide a means to ex@laurrent research on the teacher’s
role in the classroom and the relationship betwesfner role and the classroom community,
classroom management, school community, implicatfon children who are not accepted
community members and how those children are ctlyrenpported. Then, | shift to literatures
that contribute to reimagining the teacher’s ralgich include caring theory, attachment theory,
and discourse.

The Teacher’s Role

There is little question in either educationar#ture or in practice that a teacher’s
influence can be powerful—either positively (Lad€gilings & Tate, 1995; Noddings,
1992/1996), or negatively (Midobuche, 199B¢achers, by nature, hold immense power and
authority, especially for young children (Laupa919Weber, 1999). The teacher’s influence is
critical because the power afforded to them bydehit is great. Children view teachers as the
ultimate authorities in schools and they yield thaore power than parents when it comes to
school rules and practices (Laupa, 1991; Weber9)199

My studies have led me to try to understand threpdexities of the teacher’s role and its
influence on the classroom community, classroomagament strategies, and peer
rejection/acceptance. This is an interconnected;gart problem. First, there is the challenging
student behavior that requires an immediate intgioe by the teacher to both understand and
possibly reduce the aggressive behavior. Thenetisehe relationship that immediate
intervention has on a child’s rejection/acceptandde classroom community. How a teacher
immediately intervenes may have a substantial itnpa@ach child in the classroom

community.
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Teacher Beliefs and Their Role

Teachers maintain beliefs about how to teach dml@nd what their classroom
community should look like. Alexander, Schallerdatare (1991) distinguish that beliefs are a
category of knowledge that “encompasses all thpgraon knows or believes to be true, whether
or not it is verified as true in some sort of oliye or external way” (p. 137YWhatteachers
believe about children plays a significant rolénowthey respond and behave in the classroom.
Watson and Battistich (2006) write about how bsli@bout children can impede a community:

“Give them an inch and they’ll take a yard.” “Dosmile until Christmas.” Statements

like these reveal the untrusting, individualistiew of children imbedded in American

popular culture and much educational practicesh®eliefs undermine the development
of community. Many teachers believe that childaes individually responsible for their
own behavior and need to be tightly controlled ertrnally motivated to learn and
behave well. The controlling stance and inevitgdaeer struggles that follow from such
beliefs about children will deny students the oeable support and autonomy they need

to function successfully. Neither teacher nor studvill feel themselves to be part of a

relational community. (pp. 272-273)

The assumption, then, is that it is a teachergarsibility to maintain control over his/her
students. And yet, “Although no one would dispiie need for classroom order and
organization as an essential component of effetéiaehing, the emphasis on teacher control
obscures the role that effective classroom manageoas have in contributing to students’
moral and social development” (Nucci, p. 711). @dssrooms are places that influence a child’s
morality and social values (Jackson, Boostrom, &s¢a, 1993). Children’s moral development
entails progressive transformations in their cotsepjustice and human welfare. For children,

the core of morality is the capacity to engage arahreciprocity, human rights and fairness

(Turiel, 2002).
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Relationship between a Teacher's Response and Clessm Community

In early childhood, a child may throw sand in amotbhild’s face at the sand table. For
this type of challenging behavior, it is necesdarya teacher to intervene immediately in order
to promote classroom management. Anything is aoresp—silence, ignoring, punishing,
sending the child out of the classroom, scoldirgbeérating. These responses have an impact on
the individual child as well as on the classroommowinity, and it is crucial to explore the
relationship between classroom management intaorenénd the child’s acceptance/rejection
within the classroom. The following framing staternbelow shows the possible flow of a

teacher’s response.

Teacher’s immediate in-the-moment response’s @akduce immediate challenging behavior
®» that response may impact a child’s acceptandesitiassroom community.

There is minimal research addressing how the teactesponse and behaviors may
influence the environment in which the child isheit accepted or rejected by his/her peers. Yet,
Asher and Coie (1990) hypothesize that there may fledationship between a teacher’s response

and behaviors toward a disruptive child and thddehacceptance by his peers in the classroom

community. They state:

Children are apt to dislike those who have huetrttor have interrupted their activities.
In addition to this direct effect on peers, aggi@s and disruption may lead to peer
rejection because of their impact on adults. Beeaaretakers, such as teachers, have
the responsibility for maintaining order and sgéim the safety of their charge, they are
likely to resent the behaviors of overly aggressind disruptive children and to spend
more time and effort restraining and punishingséhehildren than others. Teachers may
have an indirect influence on the rejection ofraggive and disruptive children by
calling attention to their misbehavior (p. 245).

Additionally, Osterman’s (2002) work on school coomities sheds light on the

importance of the teacher’s response for develogisgnse of community. She suggests that the
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“quality of interaction between students and teeshas an important influence on the
development of positive relationships among stusfgipt 178). Osterman recognizes a teacher’s

role in a child’s acceptance and rejection in tlassroom community. She writes:

Teachers play a major role in determining whesttedents feel cared for and a welcome
part of the school community. Not all studentsybeer, experience teacher support.
Research consistently establishes that studergs/eedifferential treatment from
teachers on the basis of characteristics suchcas gender, class, ability, and
appearance, and that differentiation begins earlye school career and increases as
student’s progress through school (p. 178).

Osterman also recognizes that no studies estataisality. She writes about the related

research literature:

...embedded in most is an assumption that teacliep@er acceptance are predictably
contingent on student behavior. Either becauseanfequate social training or impulse
control, students are unable to develop satisfactationships with adults or peers. In
fact, behavior does play an important part in @@eeptance (Coie, 1990; Taylor, 1989);
but, in light of other research and theory, ongld@¢@asily interpret the correlation data in
a different way: that student behavior is a pridiile response to teacher and peer
acceptance. (p. 179)

Furthering the analysis of the problem, BiermdB@®04) review of peer rejection
literature begins with the emergence of the teashesponses. She writes, “Despite their
professional training and experience, teachers@ranmune to entrapment in coercive cycles
of interaction with problem students that can tuath the continuation of problem behaviors and
the escalation of negative peer interactions” §f). She recognizes that teachers can be “worn
down” by disruptive, off-task behaviors of peere@pd children, making it difficult for teachers
to “maintain a positive attitude toward childrenavtonstantly disrupt their classrooms.” Thus,
“they begin to resort to more frequent and morenae criticism and punishment as a method of

gaining control over the children’s behavior” () 3Those that have begun to research this
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issue clearly suggest that aggressive, “inapprtgfiand/or challenging behaviors often directly

influence a teacher’s classroom management stygeisa of discipline.

Looking at classroom management as an educagna@avor that requires teachers to
examine and “engage in...critical analysis of [hig|lpeactice” is pertinent. When considering
classroom management and approaches to childrarchatlenging, aggressive behaviors that
can result in problems like peer rejection, itngortant to recognize the relationship and
interactions between the child’s characteristia$ e teacher’s behavior (Pianta, 2006, p. 694).

In a summary of the relationship between child esadher, Pianta (2006) writes:

An interesting line of recent research with coasidble implications for classroom
management has focused on teachers as sociasajemformation and the role that
their interactions with a given student serveas®es of information about child-teacher
relationships for other students in the classrédoghes, Cavell, & Willson, 2001).

Although there are no studies that establish atloerrelation between a teacher’s
response to challenging behaviors and a childectejn by his/her peers, hypotheses can be
made about a teacher’s interactions that do nov slaoe and empathy toward the child
struggling with challenging behaviors. Studies egpdly demonstrate that teachers direct more
of their attention to children with behavior profle and peer-rejected children often are teacher
targets for corrective responses and feedback (Br&pGood, 1974; Dodge, Coie, & Brakke,
1982; Goodenow, 1992).

Classroom Management

“Classroom management” is a term used regularbduncation. This over-arching
concept includes “the set of behaviors and stragegiachers use to guide student behavior in the
classroom” (Evertson & Emmer, 1982, p. 2). Misbabisy classroom disruptions, and social

conflicts are inarguably challenging for some teashTherefore, traditionally, classroom
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management has been referred to as way of aduiteoiong students with punitive measures
(i.e. “time-outs,” suspensions, expulsions, et8cholars are re-envisioning the concept of
classroom management. Evertson & Weinstein (2G66gxample, draw on educational
theorists to “define classroom management as ttenadeachers take to create an environment
that supports and facilitates both academic angilsemotional learning. In other words,
classroom management has two distinct purposaest inly seeks to establish and sustain an
orderly environment so students can engage in mgariacademic learning, it also aims to
enhance students’ social and moral growth. Frosyghrspectivehowa teacher achieves order

is as important awhethera teacher achieves it” (p. 4).

Evertson and Weinstein hypothesize that the ldektention to research on classroom
management is because the term itself is oftenrataal as a way of “controlling students”
(McCaslin & Good, 1992). Professors of educatiomehi@nded to view classroom management
as teachers having a “bag of tricks” (Brophy, 19883 some authors note that there is simply a
“lack of national standards to prepare teachetBararea of classroom management” (Evertson
& Weinstein, 2006, p. 4). Unfortunately, thereiid consensus as to what classroom
management strategies need to be taught or empHasipre-service and in-service classes
(Evertson & Weinstein, 2006). Evertson & Weinsteamclude that teacher preparation,
trainings, and professional development simplyraxtebased on “a comprehensive, coherent
study of the basic principles and skills of classnomanagement” (p. 4).

There are classroom management supports for edséatthe form of handbooks,
guides, curricula, and policies for whom the audesis the classroom teacher (Evertson &
Emmer, 1982). These materials tend to focus onvgrative” strategies and information for

avoiding mismanagement or for setting up an effeatiassroom. However, based on the
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possible connections between a teacher’s respastna child’s acceptance, there is a need for
research-based approaches to classroom manageimenetthere is a set of methods for pre- and
in-service teachers that address a teacher’s inateedisponse at the challenging site.
Classroom management literature calls for moraginee alternatives to traditional
disciplinary consequences. However, these traditiapproaches asgill widely used for most
“unacceptable” behaviors and, even more troublimgre is no evidence to determine if these
methods are successful at reducing or eliminatreglpmatic behaviors (Fenning & Bohahon,
2006). Data also suggests that these methods/pnesedhay actually exacerbate unwanted
behaviors and peer rejection (Mayer, 1995; Biern2&34). Nucci (2006) conceptualizes
classroom management as not simply adult contret student behavior, but as a phenomenon
with larger stakes. He writes:
All classrooms, no matter how they are run, comgtisocial environments that impact
students’ construction of morality and social wslu. The issue, then, is not whether
classroom management affects social developmantather how classroom
management may contribute positively to studant®’al and social growth. Viewing
classroom management as an educational activjtyres teachers to engage in the same
kind of critical analysis of practice as woulddieected to the teaching of subject matter.
This includes not only an awareness of availapteas or strategies for how to handle

classroom situations, but also a compendium owkedge about the “subject matter” of
social and moral development and how it relates gosen set of practices.

Researchers, then, must explore and clearly docusuecessful classroom management
approaches that promote acceptance and foster arataocial growth. Educators must then
engage in critical analyses of their own practié&ssearch shows broad implications for
restructuring an approach to classroom managemtantded to contribute to a child’s moral and

social growth. For example:

1) Classroom management practices should engage studexctive reflection to
promote social knowledge construction.

2) Classroom management strategies need to attehd tiotmain of the social issues
being addressed.
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3) Classroom management needs to be coordinatedheitstidents’ levels of
development (Nucci 2006, p.714).

What needs to be in place for this restructuringappen? What does classroom
management that contributes to a child’s moralsowilal growth look like? As educators we
need to reimagine the teacher’s role and behawbese these outcomes are the focus.

School Communities

There are different approaches and ways to debnanunity but the concept of
belongingness is common to most descriptions (Sofoet al, 1996). Furman (1998) explains
that until members feel a sense of belonging, frusthers, and safety, a community is not
established. The focus of my dissertation projgatiserving and establishing caring classroom
and school communities where educators lead thrthegemotional experiences of caring and
being cared for (Basstistich et al., 1997, Noddiri§92/1996; Watson & Ecken, 2003). In this
kind of community, caring relationships are therfdation of the community and form the
groundwork for classroom management (Watson & Btatti, 2006). This approach to
classroom management centers on the teacher, amgitimunity, building a positive view of
children. For example, DeVries and Zan (1994) st&tenoral classroom begins with the
teacher’s attitude of respect for children, forthaterests, feelings, values and ideas” (p. 58).
With this positive view of children, “it is naturtd abandon a controlling autocratic approach to
community and to think of teaching and classroomagament as working with, rather than
controlling, children” (Watson & Battistich, 2006, 258).

Implications for Children who are not Accepted Comnunity Members
It is important to address peer rejection in eahydhood not only because many

children with challenging behaviors are often regd¢but also because the evolution in research
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on this topic is shifting. Whereas the primary feaid the research used to center on changing
the challenging child, it is now looking at othgmamics in the classroom such as causes,
outcomes, and interventions. Understanding researt¢he outcomes and causes of peer
rejection, the relationship between peer rejectiot the classroom teacher, and developed
interventions is a starting point to move us towanaktical approaches to promote peer
acceptance and building a community where each elxpperiences a sense of belonging.

This phenomenon has also caught the attentiodwfators, parents, and psychologists
for the past two decades. The peer rejection titleeashows us what is at stake for children who
experience prolonged and stable rejection, andiggsvinsight into the complexity of the
phenomenon. First, in the short term, rejecteddohil experience loneliness (Asher, Hymel &
Renshaw, 1984), an inability to focus, and poodeaoac performance (Ladd et al, 1990; Ladd
& Price, 1988). Second, peer rejection may senpimspact later social and emotional
development of those experiencing it (Coie & Dodif#90; Bagwell, Schmidt, Newcomb, &
Bukowski, 2001; Hartup, 1989; Ladd, 1990; ParkerbiR, Price, & DeRosier, 1995). Mueller &
Silverman determined “that childhood peer relatibage been identified as one of the most
powerful predictors of concurrent and future mehtdlth problems, including the development
of psychiatric disorders” (1989, p. 529).

Although there is agreement about the possibleoouts associated with stable and
prolonged peer rejection, there are complexitias itifluence agreement on the underlying
causes of these problems, as well as the mostigéqaractices, interventions, and pedagogical
approaches to reduce them (Bierman, 2004; FurmBolgbins, 1985). The reasons for peer
rejection are multifaceted thereby making the “peatd difficult to diagnose. Research on this

problem crosses disciplines. For example, the prab$ studied in fields such as education,
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developmental psychology, and social psychologyo#s perspectives, scholars have identified
numerous factors contributing to child rejectioor Fhany rejected children their social
behaviors and temperaments play a key role astémelyto irritate, annoy, and disturb their peers
and fail to engage in friendly and enjoyable wa&BKman, 2004; Coie, Dodge, & Kupersmidt,
1990; Dodge, 1989). Often a label is attachedrigexted child exhibiting uncooperative,
challenging behaviors, which may further contribtaté¢he complexity of a child’s rejection.
These can include labels associated with a leadisabpility (Mishna, 2003), social withdrawal
or anti-social behavior (Furman, Rahe, & Hartup/9)9 autism or ADHD (Barkley, 1996), or an
emotional/behavioral disability (Gresham, Cook,Wde& Kern, 2004).

In response to the abundance of research idergityi@ underlying causes and/or reasons
for the individual child’s peer rejection, reseathhave developed interventions for educators
to implement with the individual rejected child.dd) the assumption about effective
interventions is that they must address the unalglsitbehavior(s) that are contributing to peer
and teacher dislike in an effort to norm the chalslwell as to promote positive social skills and

behaviors to hopefully encourage positive peerarse (Bierman, Miller, & Stabb, 1987).

Aggressive behavior in peer rejected children An overarching, well documented
factor across the breadth of research is the pcesainaggressive behaviors in the rejected child.
This is significant because children with varyingndmics of aggressive behaviors are more
likely to experience peer rejection (Asher & CoiQ90; Bierman, 2004; Ladd, 1990).

Research shows that “students who are both aggeemsd rejected by peers are among
themostaggressive and least liked in school settings’h(-& Morse, 1996, p. 347). Again, the
response to minimizing these aggressive behaviassbeen interventions which focus on the

individual child (Bierman, 2004; Bierman, Miller, &abb, 1987).
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From my experience in early childhood educatibtwe, interventions are typically “time-
outs” in or out of the classroom, detaining thelctlliuring recess, sending the child to visit the
principal’s office, or sending the child home. Aildls aggressive, “inappropriate,” challenging
behaviors had a direct impact on my response ahdv@'s toward children, regardless of the
interventions that were designed to provide supjponny role as the teacher.

Teacher supports for aggressive/challenging behavioThere are limited supports for a
clear set of responses and approaches for immbdidealing with everyday challenging
behaviors in pre- and in- service teaching programgrofessional development opportunities.
Long and Morse (1996) provide useful strategiethair book designed for working with at-risk
youth, Conflict in the ClassroomThey outline approaches to promote responsibleestud
behavior and effective classroom discipline. Th@fvpoint is advocated by Glasser’'s “10 steps
to good discipline” (1977). The following are sugtgzl strategies for teachers to reduce
“undesirable behaviors” (Long & Morse, 1996, p. R77

1) The skill of planned ignoring.

2) The skill of stating expectations.

3) The skill of signaling.

4) The skill of restructuring the situation.

5) The skill of conferencing.

6) The skill of warning.

7) The skill of enforcements of consequences.

8) The skill of life space interventior(For a more extensive summary, see Long &

Morse, 1996)
However, the focus of these teacher strategies iddaling with the individual student. It is
important to also emphasize curricula has not geel in on the relationship between the

teacher’s response to the individual child withraggive behaviors and the possible influence on

the classroom community (thus the potential for pegction).
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Beginning to Reimagine a Teacher’s Role: Alternatig Teacher Practices
The nature of the connection between kindnesseawhing rests in the fact that both kindly acts
and pedagogical acts require the actor to idenwifth the concerns of the other. In serving the
needs of the student, the good teacher attemsetdhings from the student’s perspective.
~Stephen Rowlan&indness

Research is shifting to better understand the trastiudent relationship and to reimagine
classroom management approaches that promote aadahoral development (Evertson &
Weinstein, 2006). In an effort to understand thestauction of a classroom community,
researchers have found that trust and care are t@siponents to prosocial behaviors in the
classroom (Battistich, Solomom, Watson, & Schap9,7). Nucci (2006) reminds us that, “for
some educators the establishment of a caring enwieat and an overall ‘ethic of care’ is the

most essential component of moral education (Nag]ia002)” (p. 716).

Caring Theory, Trust, and Teacher-Student Relationkips

Noddings’ (2002) work regarding ethical and momalridations of teaching, schooling,
and education argues that care is a basic humah theeefore, caring should be a foundation
for ethical decision-making (p. 11). Fundamentatlyi/dren learn t@are-about(caring for
others in the public realm which is the foundationsocial justice) by first beingared-for
(face-to-face encounters where one person direatlys for another) (p. 22). Therefore,
Noddings argues that educators have to show inllediavior what it means to care.

Literature on care and moral and emotional growithirtbutes to establishing pedagogies
and approaches for mediating a child’s challen@pelgaviors that influence the development of
an accepting community. Elementary children thpbrean emotional closeness and warm
relationship with their teacher view the schooliemmvment more positively (Murray &
Greenberg, 2000). For Noddings (2002), the notigimrid an ethic of care in the classroom

environment is to establish a relationship betwiberstudent and teacher based on trust
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(Watson, 2003). After all, “A trusting environmeatnot only emotionally warm, but also one in
which children are treated fairly by teachers aratqrted from exploitation and harm by
classmates” (Nucci, p. 117). Therefore, in consingcan overall sense of classroom community
that establishes prosocial conduct, trust is acliasnponent (Battistich, Solomon, Watson, &
Schaps, 1997).
Attachments and Positive Interaction with Childrenwith Aggressive Behaviors
When a child sees and feels that he or she camnefhys/her primary caregiver for the
fulfillment of his/her needs, the child is emotitipaecure (Bowlby, 1982). He or she has a
sense of attachment. He or she can adapt morg &asiéw social situations (Elicker, Englund,
& Sroufe, 1992). Furthermore, Elicker et al. “fouthét children with secure attachment
relationships showed higher levels of empathy thdrtheir peers with insecure attachments”
(1992). The desire to form secure attachmentstiimded to infants, toddlers, and children; it
continues to motivate social behavior throughohtisman’s life span. Research has documented
associations between insecure attachments andsaggrdehavior problems (Elicker, et al,
1992). Drawn from research by Furman, Rahe, antup41979), children who had avoidant,
insecure, withdrawn, and anxious behaviors, and felhmegatively about themselves, would
benefit from interventions providing them with “datence-boosting, assertiveness-training”
experiences. Osterman (2002) reminds us:
The need for belongingness is so powerful that lgeepl develop social attachments
very easily and strive to maintain relationshipd aocial bonds even under difficult
circumstances...The primary condition necessaryhf@idevelopment of relationships is
frequent and affectively positive interaction. dhatically, then, students’ sense of
community should be directly related to the avality of opportunities for frequent and
supportive interactions. In schools, students ldgva sense of community through their

interaction with adults and with peers; and scltaowl classroom policies and practices
affect the quality and frequency of these inteoast. (p. 175)
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When a classroom becomes a safe and nurturing, gliddren can form attachments
and learn regardless of home or other externaligistances.
Discourse/Dialogue in the Classroom

Vivian Paley’s stories and Dewey’s (1938) philosieghdentify social interactions as a
basis for learning. Paley (1992) facilitated cosagions with her kindergartners about rejection
and documented them in her bod&u Can’t Say You Can’t Plaghe instilled the rule that
children could not tell another child that they ev@ot allowed to play. She spoke with her
students as a class daily and encouraged thenate gteir feelings with each other. She told her
students, “We’'re talking about it [the social prl], getting opinions, thinking about it,
wondering how it will work” (p. 56). Her emphasisagvon listening to her students, deliberating,
and then considering all sides to deal with isaidairness as a means to develop ways to
promote acceptance. Paley’s discourse and mom@algisns are a model for creating a space for
decision making and seeing another’s viewpointK@ar2003). These discussions are places
where diverse discourse can exist because “pedpbecame from numerous private worlds and
social positions are brought together on commonrmpla. These are mutual, collective
concerns, not mine or our but ours” (Parker, p. Th)s type of “talk” generates the
development of ideas. It “helps students to devalbetter appreciation of others and to
experience themselves as part of a supportive camtyniExplaining their rationale for
emphasizing collaborative discussion as a strat@gyhance prosocial behaviors...” (p. 176).
When children are guided and encouraged to paateim discourse in their classrooms, it “is a
critical indicator of the extent to which schoofes§ membership” (Gamoran & Nystrand, 1992,
p. 40). Furthermore, “Deliberation is a discussiowhich several viewpoints are set alongside

one another so that, as Bridges (1979) statesowuarview of things is challenged by those of
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others’ (p. 50)” (in Parker, 2010, p. 2820). Theemntion of deliberative discourse then is to make
a collaborative decision about what to do. Whatast fair and effective? Deliberations
encourage discussants to think together, but nevdigtussion is aimed déciding This type of
discursive engagement educates young people itiltkeal arts of speaking and listening to
other members of the democratic public—people witlom they may have little in common

and whom they may not like but with whom, nonetbg]ehey are politically joined” (Parker, p.
2820).

Active listening is a type of listening that recqgdrbeing heard and also hearing from
others. In a deliberative conversation, discounstudes listening to and building on one
another’s comments, hearing all sides equally,sp@@dking one at a time (Parker, 2010).
Deliberation is often referred to as a part ofghkool curriculum and as an instructional method
for discussion during a guided, teacher directedda. | would add to that notion and assert that
if there are deliberative components in a teact®r&yday response to disruptive and
challenging behaviors or social conflict, that @sge promotes acceptance in the classroom
community as the members develop an understanditingiochild’s point of view.

Researchers are beginning to examine new appro&eltssroom management that
encourage students to develop self-direction aogisand moral growth through an active
student-centered learning environment. Acceptinthoudlogies that develop a more holistic
approach for promoting acceptance in a classroanmuamity where all children, even the
children exhibiting challenging/aggressive behasjitiave a sense of belongingness.

In summary, Figure 1 below illustrates the litaras drawn upon in this review to
provide a context for this dissertation projecteThangle picture shows all the factors that play

a part in a teacher’s response to a child havicigadlenging behavior and the possible effect it



has on the vulnerable child and the other childinghe classroom and the classroom

community.
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CHAPTER 3: METHOD

This work would not be possible without knowledgengd in my own practice. Various
literatures provided me with the information toestla framework, guide my inquiries and
observations and collect data, but without my tearyearly childhood teaching experience |
would not have been able to conduct this resed@slan educator highly attuned to classroom
dynamics | was able to continually observe thatesghildren were not accepted as valued
members of the classroom community. | repeatediiced that an aggressive, disruptive,
behaviorally challenged student was often not idetliby his/her peers. Another noticeable
phenomenon was that this child responded to taawitidiscipline and classroom management
strategies (behavior charts/time-outs) with inceglaasggression and this aggression led to further
isolation and rejection in the classroom commufriiyn both the classroom teacher and other
children. It was a painful cycle for that child. Asher and Coie suggest, if a child enters a
classroom and exhibits aggressive behavior witlohtger peers, he or she is more likely to
experience peer rejection (199My experiences and exposure to relevant peer rejeled me
to become deeply interested in how teachers apprdatren’s disruptive, challenging
behaviors in the classroom.

Project Rationale

Scholars have called for proactive alternativesaditional disciplinary consequences
due to the lack of evidence proving that such cguseces reduce challenging behaviors
(Bierman, 2004; Fenning & Bohahon, 2006; Mayer,3)98dditionally, these scholars see a
need to provide educators with basic, coherentppi@s and skills of classroom management
(Evertson & Weinstein, 2006). This study descrilbe®vative pedagogies and strategies of three

early childhood classroom teachers working to aostclassroom communities that promote
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belonging. In investigating early childhood teacheiternative approaches to classroom
management | examined their everyday pedagogiggonses, and immediate interventions to
challenging and aggressive behaviors. Then, based@, | created a sample set of professional
development supports for teachers. This projecetbee advances ideas about how teachers can
manage children’s aggressive behaviors beforeldaa/to a disconnected classroom community
where children may experience peer rejection.

Project Design

This project is a basic, descriptive qualitatiese study (Merriam, 2009). Since attention
was on the classroom teacher’s behaviors, respomsgpedagogies, | employed qualitative
case study strategies to compose rich, “thick” dpsons (Geertz, 1973) of accepting
methodologies and practices that promoted commimuitging. Case study design allowed me
to conduct an intensive, in-depth (Merriam, 2009e8& Huberman, 1994) examination of
three different teachers’ pedagogies for classrommagement and their non-traditional
responses to challenging behaviors.

Merriam (2009) captures the essence of my qualdagsearch intentions best when she
explains “qualitative researcheaase interested in understanding the meaning pebale
constructedthat is, how they make sense of their world amdetkperiences they have in the
world” (p. 13). With this case study design, | ledkfor themes that emerged and the meaning
negotiated and practiced relative to each set ofiextual factors (Miles & Huberman, 1994).
Although this was not a traditional ethnographiadst | employed ethnographic methods
(Wolcott, 2005) of research, such as interviews @vgkrvations, to construct a narrative
gualitative record detailing and describing thregchers’ non-traditional methodologies and

pedagogies.These in-depth descriptions uncovered importamglms (Lincoln & Guba, 1985)
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about the relationship between a teacher’s resgars® approaches to a child’s challenging
behaviors and the development of an acceptingro@asscommunity. | triangulated my data
collection to promote validity and reliability féinis project. According to Merriam (2009)
triangulation encompasses “multiple sources of dathdata collection methods to confirm
emerging findings” (p. 229). Thus, | conducted andlyzed observations, interviews and
documents.
Research Questions

Research questions developed for this project deseyned to get at the complex
relationship between a teacher’s response to cluatlg behaviors, her classroom management
strategies, and the influence of those responsistaastegies on the classroom community and
children’s sense of belonging in that community.viZay of reminder, the following research
guestions provided the basis for inquiry:

¢ In specific innovative classrooms, what are eahydhood teachers’ everyday, in-the-
moment responses (pedagogies and immediate intemshto children’s
challenging/aggressive behaviors? How do childrespond to these methods?

e What supports or inhibits the teachers to respgeti&gogies and immediate
interventions) to challenging/aggressive behaviar@ays that can promote an
accepting classroom community where all childremeha sense of belonging?

¢ What can be learned from teachers’ everyday resgofa building curricula,
professional development for teachers and otheernas that support inclusive, caring

classroom communities?
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Project Participants and Settings

All participants were identified prior to data legtion and made aware of the scope and
nature of the project. In order to develop an “infation-rich” (Patton, 2002, p. 230) platform
for teachers implementing non-traditional classronanagement pedagogies that promote
acceptance, | used purposeful, theory-based sagnfiites & Huberman, 1994; Patton, 2002)
to identify three teachers that met the followimigeria for selection: (1) experience of at least 5
years as an early childhood teacher (preschooligirgrade 3); (2) philosophical views, like
those of Vivian Paley, where the teacher stateeffant or primary goal to build an accepting
classroom community; and (3) evidence of non-trawi#l pedagogies for classroom
management and discipline (i.e. no “time-out” chamegative behavior charts, or banishment to
the principal’s office).

Through informal conversations with colleaguesanechildhood education | was able
to identify three early childhood teachers thdedilthe above criteria. After an original pilot
study of one teacher, | was able to shadow theirengatwo teachers in a school community
that employed a non-traditional model for childweith challenging behaviors. Although the
teachers at the second site received trainingdar o deal with challenging behaviors of
children who have experienced trauma (both physicdlemotional), the school has been known
for their different perspective on children strugglwith these behaviors. | will address the
school community in detail in Chapter 4. Identitiesall participants are protected by the use of
pseudonyms.

First, | collected data in Isabella’s classroommfra previous, related study (see below).

For organizational purposes, | will first providestsetting and data collection from the pilot
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study, then | will provide the setting and datdextion of the second school site, followed by
my data analysis.
Pilot study: Isabella

| immersed myself in Isabella’s kindergarten claesn of seventeen students over a
period of four weeks. The small classroom was umiguhat it was in a lab school located on a
major university campus. It served as a comprekierisarning environment for children from
infancy through kindergarten. The school’s basingiple emphasized inclusive community
with a strong focus on membership, relationshipd, @gevelopment. The school served both
children with disabilities and children who werevdi®ping typically. The school was
exceptionally family centered—parents, siblings] éamily members were in the hallways and
classrooms every day. Isabella’s students wergesixs old with a diverse range in abilities.

Data was collected from three interviews with Iskband four weeks of observations
over a two-month period of whole class instructimansition times, recess, and in-class play.
Artifacts about the school philosophy and the redebeing done at this educational center were
collected.

Interviews. Prior to entering the classroom to observe | cotetlian initial, semi-
structured interview with Isabella that lasted apgmately an hour in length. Guiding this
interview were detailed protocols that | developednderstand her pedagogical strategies
regarding challenging behaviors, building classrammmunity, building peer acceptance, and
teaching methods for understanding issues of fagjastice and equality. Isabella easily shared
her thought processes and gave numerous examphes ekperiences with these topics. Two

follow-up interviews were conducted after collegtimbservational dat® more deeply
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understand the occurrences that were observeds particular interested in Isabella’s thinking
and her responses to the data-collection obsenstio

Observations.During the data collection period, | observed viiitiie participation. As
outlined by Merriam (2009), my role was “observeiparticipant.” Handwritten field notes in
the form of running narratives were gathered dusegsions of in-class play time (lasting
approximately an hour) and instructional periodsufing on social education (lasting
approximately an hour). | recorded ten observataring the school day. An attempt was made
to document what occurred during social conflibet tarose during this designated time. | was
looking specifically for social conflicts or miskeiors and the teacher’s response to them and |
was able to observe Isabella’s response to a sommdlict and its impact on her students.

Documents.Multiple artifacts were collected to analyze. Thasguded social skills
curricula used in the classroom, instructional male and school philosophy and mission
statements.

Based on insights and observations taken fromsthall pilot study, Isabella’s responses
suggested that there was a connection betweendssraom management strategies and
alternative approaches to addressing social cosfiicd challenging behaviors, which seemed to
create an accepting community. | thus sought oatdther teachers to continue this work.
Additional Case Study: Lucy and Frances

The choice to observe two teachers at one schaolarge school district in Washington
was due to the diverse setting and the schoolismealtreputation for their alternative
approaches to discipline. The site was a reguareal education Title 1 elementary school.
Ninety percent of the students were on free andaedl lunch. The school had over six hundred

students. There was little involvement by parentsughout the school day. This site was
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important because it showcased the accepting apipeedo challenging behaviors that took
place in this diverse setting.

Each teacher in the school, as part of a largelystureform discipline policies, had
received training specifically for dealing with dants who had experienced varying traumas (a
parent in jail, abuse, drug or alcohol addictedepts), homeless) and therefore, were more
likely to present challenging behaviors. The eletagnschool site had two teachers who shared
some of the same philosophical views and methodkdagf social educators like Vivian Paley.
Therefore through their daily use of non-traditiotlassroom management strategies they
actively sought to build an inclusive classroom ommity that emphasized and promoted
acceptance as a priority. | made a theory-basedidedo select the two teachers for further
study (Patton, 2002).

Observations.| formally and informally observed (Wolcott, 2006 focal early
childhood teachers’ classrooms over four weekxpdoee how their responses, pedagogies, and
immediate interventions to challenging behavioflianced the acceptance of children. |
observed the entire seven hour school day, fous dayeek for four weeks splitting my time
evenly between the two teachers. Therefore, a tbt@bproximately one hundred and twelve
school hours were observed. In this learning emvrent, | was able to gain an understanding of
the students, overall classroom space, and thadggagnstructional style. | paid particular
attention to moments of disruption, conflict, améienging behaviors to understand how the
teacher responded to her students. During chaligrnaghaviors | observed the entire interaction
between the teacher and student/students and fbonsthe discourse/verbal language used as
well as the nonverbal language, such as teachesitigning and physical proximity, etc. | wrote

detailed field notes in the form of running nawatrecords (Merriam, 2009).
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Interviews. Interviews are one of the most common and importgthods in qualitative
studies (Merriam, 2009). | conducted semi-structued open-ended interviews (Patton, 2002)
with Lucy and Frances to understand their perspestnd viewpoints about building an
accepting classroom community, as well as their@gghes to classroom management and their
everyday pedagogies for addressing challengingéasggre behaviors. Initial semi-structured
interviews (30-45 minutes) were conducted on tret flay at the school site to build rapport, to
learn about their background and experiences,agdih an understanding of the issues
pertaining to my research questions. For instaln@gked questions such as:

1. What strategies do you use to help build peer daoep? Can you give me an example?

2. Given the context of your ideas about building camity in your classroom, what do
you do when there are misbehaviors/challenging\wels? Can you give me an
example?

3. How do you think your response to a challengingavelr influences the classroom
community?

4. What supports do you have for dealing with misbé&raichallenging behaviors,
specifically from children that are not accepte8@g Appendix A for the full initial
semi-structured interview guides.)

| also engaged the teachers in numerous infornralezsations each day when there were
instances where | needed to better understand ivelpgened during my observations. Those
informal conversations were recorded in my fieltesgournals.

One 60-minute, semi-structured follow-up interviersas conducted with each teacher to
gain any insights to further my understanding eifrtipedagogies. All interviews were

transcribed by the researcher.



35

Documents.Multiple artifacts were collected to analyze. Thasguded social skills
curriculum used in the classroom, instructionalemnats, and school philosophy and mission
statements.

Data Analysis

| brought to my analysis of this project ideas regay the components of a caring
classroom community. These included envisioningstidom management and discipline toward
the positive development of social and moral growatid caring theory. My aim was to generate
themes about teachers’ discourse and responskgdren’s challenging behaviors and social
disruptions to determine how those influence tlassioom community. Those themes were then
used to guide the creation of tools for teachefgasional development.

| first began my analysis of data by reading thifotrgnscribed interviews, field notes,
and short narrative vignettes of classroom eventget a general sense of the teachers’ practices
and their students’ responses. Next, | develoded af descriptive codes based on my initial
notes of what seemed relevant and important im#te sets. Subsequent steps taken for this
analysis included (1) initial coding and open cgdaf all relevant data (transcribed interviews
and field notesyluring which I noticed instances of the teachetalking,” “close proximity,”
“listening,” “affirming,” and “care” within the @ssroom discourse as well as before, during,
and after a challenging behavior or social disampt(2) a development of categories which were
influenced by my classroom knowledge and literegune caring theory, classroom management,
peer rejection, and deliberation; (3) and focusating about teacher beliefs (their role,
demeanor and behavior function), discourse (dediimer and positive affirmations), care-for and

care-of (between both teacher and students), aadicg attachments.
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Using transcribed interviews, field notes, andfactidata, | was able to construct themes
and short vignettes about three teacher’s respdaghsir respective student’s behaviors. The
data types informed one another in this analysis ekample, when Isabella spoke in an
interview about remaining calm and modeling hencedss when misbehavior happened, my
observational data verified this. This was congtwath all three teachers. Throughout this
study, | used a systematic approach to ensureityaicdminimize my biases, such as using a
detailed observation protocol, having all classrdeathers read field notes, running records,
and transcriptions to assure accuracy. They vdrthat they were accurate, and did not alter
them. Also, as a final step | emailed them a cdphis project to check validity of my
descriptions and findings.

In summary, this case study report is intendedawdut themes taken from three
teachers who used innovative strategies for chgilhgnbehaviors. The next chapter outlines the

themes which, later, contributed to a set of idlas sample professional development tools.
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CHAPTER 4: FINDINGS

This chapter presents themes based on data gath@medlassroom instruction and
activities, teacher interviews, and formal and infal observations of the school and classroom
communities. The deeper | delve into this resedte@hmore | realize that the thrust of my
argument centers on individual children—childreroveltruggle, for various reasons, with
challenging behaviors. However, | find it is notatlthe child does but how the classroom
teacher responds toward that child with accepteltpliors and beliefs that ultimately influences
the child’s membership in the classroom commurBigiman, 2004; Osterman, 2002). Children
not only learn from modeling; they learn from thexperiences and social processes (Vygotsky,
1978). Children in the classroom learn from theacher’s behaviors and responses to vulnerable
children with challenging behaviors.

My findings concentrate on how three teachersileay, in-the-moment responses to
challenging behaviors, for the purpose of classrommagement and discipline, can influence
and build a classroom community where all childneme a sense of belongingness. It is
important to note that these findings and the kireafithese claims are specific to these three
teachers, their school and classroom communitiestee children they taught. Before
presenting my findings on the teachers’ resporigistail some key contextual-environmental
observations concerning Isabella, Lucy, and Frdratassrooms, as they are important to paint a

clear picture of classroom community.

Classroom Context
On my first day in Lucy'’s first grade classroommdticed the windows had bars on the
outside, and there was a patched bullet hole innéow. Lucy candidly said: “Yeah, every

year we have a lock down because someone thatdstiblé on campus, is on campus.” For the
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weeks | followed both Lucy and Frances throughbatdchool day, Lucy’s class was
nevertheless warm and inviting. She described rermas “academically low, but very caring.”
Frances’ classroom was very unique, as she hasldeddassroom of fourty-four third graders,
which she team taught. Both classrooms had numetulgsen who received special services or
interventions. However, no child in the school ywa#ed out for these services; instead, the
specialists (ELL teacher, Speech Pathologist, Catompal Therapist) came into the classrooms.
Frances had two students who were homeless andliddren received a backpack full of
maintainable food every Friday, so they could Hawel over the weekend. In short, these
children were presented with outside personal ehg#ts; however, the school is a public,
general education school and these teachers weegaleducation classrooms. Isabella’s
classroom was also unique because it was a lalobefith a higher population of children with
various disabilities. However, the techniques anatagies these teachers used could be useful in
any general-education classroom.

In-the-Moment Response Findings

On a daily basis, the teachers in this study destnated, in their choices to in-the-
moment responses, that constructed social envirotsfieontributed positively to students’
moral and social growth” (Evertson & Weinstein, 80p. 12). Through their actions and
strategic responses to a particular social cordlicifficult student behavior, they revealed the
possibility of creating an inclusive classroom coamity where every student was valued.
Furthermore, through these responses they taugintstiudents how to value, interact and listen
to each other. It is important to note that theseifigs are by no means cause and effect; they
explore under what conditions (i.e. philosophiedviors and responses) acceptance as a

unique member of a classroom community may be ptedadhemes presented in this chapter
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are: 1) A teacher’s belief about children can ieflae their responses to challenging behavior; 2)
A teacher’s knowledge of their students and refestgps with them can influence behavioral
situations; 3) Modeling caring and kind responsesethavior can help build classroom
community; 4) Modeling discussion, deliberation distening during challenging behavior can
help build classroom community; 5) Flexible studexatbility and placement options can support
children with challenging behaviors.

In these highly diverse classrooms, numerous ehgithg behaviors and disruptions
happened daily, which included but were not limitedsocial conflicts between students during
class time, social conflicts between students duiriee time, disruptions during whole and small
group instruction, and disruptions during transitperiods. Oftentimes when children exhibited
or engaged in disruptive behavior inside the ctawm®y, the disruption was engaged by both the
teacher and students. Within this study, this typeisruption is referred to as an “event.” For
example, if a child threw sand in another childisd (event), how did the teacher respond? An
event may also be less intrusive or less aggressivexample, a child who pushes another
student in order to edge her way to the head olirilee

In the paragraphs that follow, after a brief idotion to a particular theme, | present a
vignette as a way to invite you into the teachel@ssrooms. These short vignettes reflect
insights gained as to how each of the three teagiracticed innovative reactions and responses
to classroom “events,” demonstrating their commiitrie creating a caring community in which
everychild is accepted and felt a sense of belongirggngsen | provide further evidence of each
theme using the teachers’ own words (derived frot@view data). These examples, drawn from

all three teachers, indicate a consistency reggithe teachers’ in-the-moment behaviors and



40

language. In the next chapter, | present thesedber® components to guide a teacher
professional development seminar.
Teacher’s Beliefs Guide their Responses to Challeimgy Behaviors
A teacher’s belief about children can influencarthesponses to challenging behavior.
Each teacher shared with me their beliefs and pbgbies aboutowandwhythey responded to
a particular event. This data was used to anahgie ¢veryday, in-the-moment responses to an

event.

Prior to reacting to a students’ challenging bétrathese teachers spoke about their
underlying, philosophy of (1) how their responsdtience children’s moral growth and
development (2) remaining calm (voice, body langyayerall demeanor) during behavioral
events and (3) understanding that all behaviorg laaunction. These beliefs were expressed

during formal and informal interviews, as well agidg casual conversations.

Belief that Responses Influence Children’s Moral Gowth

One of the challenges faced by each of the teaetas <o not allow their own
frustrations and their own affect to be triggergdubdesirable behaviors from students (Asher
and Coie, 1990). For Isabella, Lucy and Francdgfeeabout how to respond to difficult
classroom social conflicts or behaviors was guioled priority to let their students develop into
“kind, and caring human beings” (Lucy). Likewiskey were committed to their students’ moral
growth—that is, accepting and valuing each othegarrgless of a student’s less desirable
behavior. A short moment in Lucy’s classroom dentraed this.

Vignette. As the first graders were gathering on the ruguay’s classroom,
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Maddie was trying very hard to get to the frontla# rug by the Smartboard because she wanted
to be picked to begin the morning calendar routing¢he process, she pushed other students who
were in her way, raising and flailing her hand. Ewally, she climbed over another student,
unintentionally hurting her. Teacher Lucy spokardgland with a gentle tone to Maddie.

Teacher Lucy: “I know you are excited about shagfor calendar, but | don't like it
when you push that hard. | need you to watch yodiylbecause you just hurt your buddy.
Getting to the rug is not as important as our figeh

Maddie immediately responded by hugging her friendhe rug and patting her
shoulder.

Maddie: “Sorry.”

Her friend responded by smiling and leaning hexdtewards Maddie. Teacher Lucy
casually glanced over to me.

Teacher Lucy: “You get what you give.”

Lucy made a strategic choice to handle this exaryseemingly-small undesirable
behavior with a response that showed the valubeo$tudent being toppled over. During the
time | spent in Lucy’s classroom, she often sayou‘get what you give,” and smiled when her
students responded in respectful ways to one andthiang events. Her students were learning
from her behaviors how to value one another.

Teacher responsesEach teachers’ reasoning behind their calm regsoasd choice of
words surfaced in the data during both interviems @bservationsn which | asked the
following questions: 1) What are your primary gdalsyour students? 2) How do you

accomplish those goals during challenging beha®?i8yHow do you set up a community? The
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following statements illustrated the teachers’dfsliabout their role as a teacher and how those
beliefs guided their responses with the aim ouiaficing their students’ moral growth:
| just think about education and education is aalnendeavor. These classes are places
we can really teach kids how to be and, you krtwaw to behave and interact with each
other and how to appreciate each other. That ysivitcus so my much on this “stuff”
because | feel like it makes a huge differenceids and that when they leave my
classroom, you know, they carry it with them. Thesnember how it felt. (Isabella)
My primary goal really is to make sure that theg learning, but | care more about the
people that they turn into after they leave mantivhat they are learning content wise
during the day. My main goal is to make them kamd caring human beings first of all

and then when that is happening, to teach therfirstggrade content that they need to
know. (Lucy)

In an informal conversation following the above myevhere Maddie pushed her way through
other students, Lucy said:

Everything is gray, not black and white unlesg/taee physically hurting each other with

aggressive punches and stuff like that. It alleshe}s on the situation and the kid. | want

them to see how what they do can effect anothesiope (Lucy)
Isabella talked about her belief about the impardior students to feel like members of a
community, no matter what behaviors they are dispta

So, my first goal in kindergarten is that all bétkids in my class feel included and part

of our community and that we are working togetioegichieve goals as a class. So it is

really important to me. (Isabella)

Oftentimes, these responses are less than a nandtso brief, yet effective, that only a
few words demonstrated the teacher’s belief beindeted to her students. An event in Frances’
classroom showed this.

Vignette. In Frances’ third-grade classroom, the entire gnvas playing a spelling

game in a circle. After three boys were not paytigntion and acting silly, Teacher Frances

calmly walked over to them, put her arm around ofvthe boys’ shoulders.
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Teacher FrancesI’'m concerned. I'm concerned about showing respeall our
classmates when we are playing a game together.”

Then she simply walked away. The game immediatehtinued, and Frances showed
her enthusiasm when all fourty-four students wetevaly engaged.

Teacher Frances (to the entire group): “I likd Itke it! Active listening! Active
listening! This is what serious students look likais is how we show each other respect.”

In that brief moment, Frances responded to the bayphasizing respect as the reason
for participating and paying attention to theirsdmates’ answers during the game. In her
response, she was explicit in showing how behawiansshow respect to one another. Respect
and concern were demonstrated towards the boygharefore, in turn, the boys were able to
demonstrate more altruistic or pro-social behatowrards the group (Battistich et al., 1995;
Solomon et al., 1996; Watson, Battistich, & Solomb®97; Wentzel, 1997). It would suggest
that even within their responses to an event, éhtgé core belief about the development of
his/her students’ moral character helps guide arsfesponse to students’ behaviors.

Remaining Calm

Remaining calm poses challenges for teachersimitbment of a difficult event. The
ability to separate emotion and approach behawyiahianneling frustration into an
understanding of the student’s perspective hapakential to diffuse behavior when “all engines

are firing” (Frances).

Vignette. In every event, all three teachers offered calmngasentences such as: “Look
at his face. How do you think that makes his hisgat? | think his heart is hurting. Let’s try and
help it.” (Frances), “Does everyone make mistakidsxt is why we practice and practice.”

(Lucy), and “How can we help Evan feel good?” (lsl&). Furthermore, these sentences often
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included an opportunity to add a moment of learrabgut or reflection on moral and emotional
growth by pointing out how a child’s behavior wédfeeting another class member, how a
student might be feeling, or how the classroom camtyg might contribute to a child’s

struggling.

Teacher responsestach teacher expressed during their interviewis indosophies
about their calm demeanors and responses. Bothd ingtal and exit interview illustrated her
reasoning behind modeling kind, calm behaviordfarfirst graders—she wanted them to

develop those same kinds of responses to each other

| really firmly believe that whatever you put datthe kids they give back. So | try to be
the person | want them to be during the day. S@tewer | say or model, they do back.

So | try and show and be a kind, calm, rational@an being that | would want them to

be. (Lucy: Initial interview)

| really do, | really care more about the peopleytturn out to be then if they are at
academic grade level. If they are giving it 10@cpat and being kind and considerate
human beings along the way, that is really alirecabout. (Lucy: EXxit interview)

In Isabella’s exit interview, | reminded her of sewf her responses to her students and how she
was able to remain calm and facilitate a senseua and love for all her students. Her response
and her pedagogies both exemplified her core bielie€lping students develop a sense of
belongingness in a community by valuing and cafomgne another:
| think to myself, this is the year when we carrkvon these things and | don’t know, we
can get that sense of community and sixth sensespbnsibility into kids and help them
build that framework for themselves and it isiWays perfect and it is constantly
something you are working at and trying to geutn, but that by listening to them and

being responsive to them and what they feel aimi tyou are able to tailor that to each
kid and what each kid needs and how they canheerdeds of each other. (Isabella)

Osterman (2000) reminds us, “The experience ofrfgehg is associated with more positive

attitudes toward self and others” (p. 169). Isahdlucy and Frances’ calm words and
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demeanors subtly show all their students that #@nieymembers of the community, regardless of

their challenging behaviors.

All Behaviors Have a Function

To reiterate, a salient theme was that teachesie-momentesponses were never
angry or upset reactions. No teacher was frightéyaghruly behavior. Instead these events
became opportunities for each teacher to model cadponsiveness as well as to understand
their students in order to draw out possible trigder the behavior or the reason behind the
behavior.

Vignette. Two boys from Frances’ classroom came in fronesscflushed red in the
face, and immediately started to talk simultangpabbut their conflict on the playground.
Teacher Frances bent down in order to face botheoboys at eye level.

Teacher Frances (calmly): “Wow, | can see you laoghvery upset. Let’s try and figure
this out before we head into class so it doesstught the rest of your day.”

Both boys were still upset and speaking in loudes, barely catching a breath while
trying to talk over each other. Teacher Francetedes hand on both of their shoulders.

Teacher Frances (calmly and her body was in thme gaosition): “Alright, you two are
visibly upset and we will get to the bottom of tHsit let’s just get a sip of water, sit at thelbac
table and wait until we can come up with a solution

Both boys headed into the classroom with Teachemndes in the middle, her arms
around each one of their shoulders. They grabbeernaad took a moment to calm down.

Teacher Frances sat down with them to discussahiict.
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In this moment, Frances never lost her patiendespoke with the boys calmly, even as
they themselves struggled to remain calm. Her pyrgaal was to calm them down so she could
help them through their conflict.

Teacher Responsedhe following statements illustrate trends in tla¢adthat suggest
these teachers understand, prior to an eventatblaidld’'s challenging behavior often has nothing
to do with the teacher or even with classroom aernges. Lucy said with a smile, “I just don’t
take it personally.” She also shared, at numerousstduring informal conversations, the
school’s belief that “there is no such thing asad bhild; all kids are good”:

A natural response [to a challenging, sometimesesgg/e behavior] would be to

get frustrated and heated and let your frustragetrthe best of you. | sometimes find

myself laughing because when they get frustratdéws nothing to do with me or a

situation. They have an underlying volcano andsémond someone takes a crayon or sits

in their chair, they erupt. | constantly tell mifge not have a reaction, but to be
empathetic or sympathetic. (Lucy)

Lucy continued to reflect about what works and wdwsn’t work when responding to a child’s
explosive behavior and how she came to realizeré@ating with anger or frustration toward a

child is simply counterproductive:

You learn from trial and error. Even with adultsh&h someone is in that heated
moment, you know, you can't fight fire with firéhere’s no putting the fire out when

you use fire. It's being calm but also knowing Kmds and what works. What can you do
in the moment to calm them to have a rationaleversation to find out what is really
happening with them. To really find out what isrgpon. So | guess, I've had plenty of
trial and error and all the kids that are explgdimside and have explosive behaviors, you
just can’t put that fire out with fire. It just w& work. (Lucy)

To further illustrate her strategy, Lucy observieatther calm and quiet responses were very
consistent. She informally remarked to me duringhniastruction, “I'll say things twenty
different ways before losing patience.” Her bedbbut staying calm and striving to understand

the behavior’s function was expressed in an inésvvi
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All you can do is love them in the moment. Whesytkescalate and get into that moment,
you can't escalate and create this high stressenarBecause it is not going to do
anything but make your sanity go right down whiern . . . and it also just doesn’t even
work. The best thing you can do for them is bthat moment what they can’t be for
themselves. No matter what that is. To fill in taps for what they can’t be for
themselves. Helping them with something or talkimghem about what is going on in a
fight or what is going on at home, | try and bércand rational. | want them to see that
in that situation so they can be that way to atha&nd you know what, they do. It's

funny because | can have a kid losing it and ¢s¢ of these little guys are trying to help
him or her. (Lucy)

Lucy demonstrated that her behavior during an ewvdlnienced the rest of the children in the
classroom and their treatment of the student digpyga challenging behavior. (This was also
demonstrated in the above vignette involving Magttie little girl who pushed her way to the

front of the rug, in which Lucy remained calm).

Further evidence suggested that Isabella’s calmedaor during events served to flush
out the function or reason behind the behavior. Stungly stated in an interview, “It is my
job™

| believe that all behavior has an underlying tiore | try to not take things personally

and | try to see that kids are behaving as a ndetificommunicating. | think knowing

that helps me stay calm, take myself out of it gudre out the best way to handle the
situation. | also really like to model for thenawihg calm when things go awry or when
they get really upset... | stay calm and say, “Obwwet’s think about this, let’s talk
about what happened.” Then they are more likelyadhat again in the future and think
about it from that perspective. So, | guess thasethings—modeling that calm
approach and then understanding that deeper r@dspthat behavior is happening and
trying to use that as a clue to help solve iheathan me being reactive to it. (Isabella)
Watson and Battistich remind us that, “It is thadeer’s responsibility to try and ferret out the
causes of student’s failing to behave well andravigde students with additional support or to
adjust the environment to better meet the studeafsabilities” (p. 259). Similarly, Isabella’s

belief that “all behavior or misbehavior has anenying function,” allowed her to figure out

what those behaviors mean for each instance arehfidr child. She stated:
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So I try to think of that when something comeslugs really my job to find that out and
then help them figure out the best way to dedh witDoes that make sense? So, for each
kid it can be different, depending on what itislavhere they are coming from. (Isabella)

Taking responsibility for understanding the funotif the behavior was Isabella’s way of
knowing her children. This leads to the next kegntle derived from the data set—knowing your
students and creating attachments. Knowing yowlestis implies that a “one-fit” model of

classroom management and discipline does not vaoré&very student.

Knowing Kids and Creating Attachment Relationships

A teacher’s knowledge of their students and retetigps with them can influence
behavioral situations. Knowing the students who enafi a school community is complex and
was a priority for the teachers in this study. #swhrough knowing their students’ home lives,
values, abilities, behavior triggers, and individinéerests that these teachers were able to tailor
their instruction and responses to their studentbvidual needs, especially during challenging
behaviors.

Each teacher made efforts to know her studentddsien order to build relationships in
almost every interaction, thus facilitating thenf@tion of trusting attachment. This is important
considering that Watson and Eckon state, “the tjealof the adult-child relationship leading to
positive child outcomes are the same whether thé edregiver is a parent or a teacher. From
the perspective of attachment theory, buildingtings supportive, collaborative relationships
with children should be at the heart of our appha@acdiscipline and teaching” (2003, p. 280).
Children need to feel physically and emotionallfesa a classroom community.

Vignette. For Frances, because of the high level of powantythe number of homeless
children in her classroom, she made sure childrieassc needs were met even prior to teaching.

Her knowledge of the struggles contingent uponstgents’ home lives allowed her to provide



49

for their needs, thus creating attachments whehebgtudents developed trust for her. Although
it may seem simplistic, these small attachmentsatl her students to trust her during social
conflicts and challenging behaviors. This evidesitewed in both interview and observational
data. During math instruction, Jacob B. (a chilthvéutism who came down from another

classroom for math instruction) walked in late ifi@acher Frances’ class during the math block.
Teacher Frances (to Jacob B.): “Better late theuen”
Jacob sat down. He looked sluggish. He was noicpgaating and sliding out of his chair.
Teacher Frances: “Jacob B., you alright?”
She leaned down to his eye level and rested et bia his back.
Jacob B.: “Just tired.”

Teacher Frances brought over a few jellybeangahthem in front of Jacob B.’s
notebook. Teacher Frances determined and workdédJatob B. to develop a reinforcement

system.
Teacher Frances: “Well, we've got to get you woker¥
She then helped him get his coat off.
Teacher Frances: “Let’s continue to wake you up.”

She then gave him a gentle hug and shoulder shigkemiled a huge smile. No one

made a fuss or responded when Jacob B. got jeigbea
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A few minutes later, when Jacob B. was off-taskimgTeacher Frances simply and
gently asked, “Hey buddy, what are you doing? Gainget back to your work?” He obliged and
was given one jelly bean. In Frances’ exit interyishe told me how Jacob B. was mesmerized
by the jellybean jar on her desk, and thereforeksiasv immediately that the jelly beans would
be a positive reinforcement for him. Having varynegvard systems or strategies for each
student was a norm, and that norm was emphasizbe twassroom. This norm may defy
traditional beliefs, but what these children wesarhing was that these reinforcement systems
were fair because of their varying abilities, aneytwere necessary for each individual child to
be successful. Also, when Jacob B. got up fronmtdbte during math instruction, Jay, another
boy from another table, quietly walked over to land gently guided him back to his table.
Frances said, “Oh, thanks Jay.” Because of thergtateling about children’s different needs in
this community, | often saw the children helping@mother without being asked by their

teacher.

Teacher ResponsedBecause these teachers strove to know each indivothild’s
needs, they treated each child differently basethose needs. That is the meaning behind “fair
is not the same.” They also took this a step furlyemaking sure the rest of the class

understood that philosophy. The following intervisegments illustrate this point:

See, you have to know, absolutely have to know &aisi individual [needs]. It is super
important to us that fair does not mean the s&uoeany kid. For anyone. From the first
day we tell them that | promise you that | wonédt anyone else the same. | need to treat
each one of you totally different. I'm not goir@dive Ryan this, because that is not what
Ryan needs. He may actually be offended if | give one jellybean. Our treatment of
these kids will be totally different because tkisvhat a kid needs. These guys know,
theyknow Sometimes people think it is not fair, but thegk at these kids over there
across the table, they look at D in the cornertaeg go “Oh. Is he okay?” They know it

is not typical and they know D needs what D ne@éésnces)
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Isabella also shared the philosophy that “fairassame.” Her interview data illustrates

this theme:

Well, for example, one of my kids might be on ketio system and they might get a
Skittle for sitting up big, or having a quiet body raising their hand. So, kids may say,
“Well, that’s not fair, he gets a Skittle and Indo” And it is true, | mean for a five year
old, how is that fair? But, what we talk abouthat this is what he is working on and you
are working on something different, so you migbit get a Skittle for this, but you might
get a different sort of reinforcement or a higrefiSomething for what you’re doing and
we can talk about that for something that is yelaird for you. But, it is fair, because it is
hard for him and it is not hard for you. We cahagoal for yourself and we can try to
come up with a plan for you and what is fair fouyWe use the word fair a lot. What's
fair and what is not fair. Globally and at theivél and my kids actually get that. They
are like, “of course he gets a Skittle for sittuqg yeah | get it.” They know that there
might be a kid who is putting toys on his head&ncing around and they are like,
“Yeah, he’s sitting still. That is awesome friervthu get a Skittle.” Ya know. They

figure it out (Isabella).

Frances’ philosophy that “fair does not mean tae’ also factored into her in-the-
moment response to explosive behavior. In the el@bwlow, her immediate, in-the-moment
response showed her knowledge of what each chddete For each child, the approach and

technique was something different:

Two students who were very explosive, their fiygt reaction would be to throw
something, hit somebody. Very visual meltdowns. kkvery open about stuff. We
don’t hide from stuff. Like David. He has autisAnd so, his first reaction is to go to that
corner and cry. That tends to be his emotiongdarse. They knowgur kids knowthey
have an understanding. They may not know exadtly, Wwut they have an understanding.
So, when David would throw something, they knovg imot about them. We make sure
and we are very clear about that. We say thirkgs tDavid doesn’t do that because he
doesn’t like you. This is what happens to DaviddAve need to adjust.”.They also need
to know that we are going to keep them safe aativle are also going to keep David
safe. Then we use different techniques for himaWéchniques we can learn from his
counselor, etc. He’s not a kid you can take oth®side and wrap up and rub his back
and console. He is very volatile, so we know whitttwork with him. He’s not Jacob B.

I can rub his back, put his hand on my hand. Hisig is to make sure that the rest of the
group understands that this is not something thested. (Frances)
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When | asked Frances, “Where did you learn howetd @ith challenging behaviors?” she

shared her philosophy about knowing children:

Watching people who make kids who aren’t typicalligcessful, be successful. My
philosophy is first you've got to listen. You hatgeknowtheir story. Everybody has got a
story and you have toearthat story and | know that just sounds like inwiele

cultural competence (and everyone is like I'm wdtly competent), but, even though we
are in the same zip code in the same districtyekid has a different story. | just try and
look at, um, to approach every kid differently.wjoist have to do that. There can’t be a
this-is-how-it-is . . . You can’t have this “yoart buy this and it works for everybody”
because there isn’'t a canned system that workan¢Es)

Also, Frances’ philosophy that, “They also nee#iriow that we are going to keep them safe and
that we are going to keep David safe,” showed ¢isé of the class that David was a cared-for
community member.

The following evidence is also insightful, asllbas us to see how Frances created
attachments by also providing basic human neetlertstudents:

One little guy sits at my desk every morning. | sk if he was at childcare
Saturday because that tells me that they, uhahnidnhis sister, were fed over the
weekend. (Frances)

We keep a few sets of coats for the kids because £ome in and don’t have the proper
attire when it is like fifteen degrees. (Frances)

Whoa, your hands are so dry. Go to my desk andgarse lotion. That will help you.
(Frances)

Isabella expressed the need for children to utaleighat each student has different
needs and her philosophy regarding children’s gisons shows her awareness that her response

will influence the rest of the children in her dat her exit interview she said:

Everyone seems to know and understand that eveligamorking on different things,
everyone is at a different place. Like Evan iskimmy on sitting still, so no one minds
[when he is rolling on the rug during Circle Tiniteis not a big deal. Why point out
something that someone is working on? Ya know®lild make it worse if | point out
what kids are struggling with and working on. tisha)



53

Isabella’s knowledge of her students and how thatedge influences her responses not only
targeted what works best for that child, it alsovgéd the rest of the class an understanding for
that child’s struggles. Based on data presentedyuid seem that the notion of treating children
differently based on their individual needs allaws classroom community an opportunity to

understand and accept differences.

Care and Kindness

A teacher modeling caring and kind responses taviehcan help build classroom
community. In the literature on classroom commesitepproaches to classroom management
stress the importance of developing caring relatigrs. Then, the foundation of classroom
management rests on communities that focus eXplant a child’s social and moral
development throughout the day by using an ethmaoé (Noddings, 1992/2000). In these
environments, children thrive on forming attachnsemhere caring relationships construct the
basis of community (Bowlby, 1973; Watson & Battibti 2006). Freiburg also describes
authentic caring as “listening, reflecting, trugt@nd respecting the learner” (1996, p. 83).

Vignette. In Isabella’s kindergarten classroom, the follogwngnette involving AJ,
observed in the classroom during “Choice Timelistrates Isabella’s caring approach to
challenging behaviors. This event began with a gr@iuive boys playing outside.

A conflict erupted between Matt and AJ. They wkdoking a ball into a goalie cage.
Without warning, Matt became visibly upset and @sthe goalie cage into AJ, his friend. AJ
shouted loudly and began sobbing while grabbingWwisllen, bloody lip. Isabella, standing in
the doorway, walked over to the boys, remained chbnt down to AJ’s face and began a gentle
conversations.

Teacher Isabella: “Come with me.”
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She motioned for Matt to come with her as wellr bedy language and facial
expression were calm. Hanging his head, Matt walkighl his teacher and his friend to the sink
area. Isabella asked Matt to have a seat at the ¢ldse by while she retrieved an icepack for
AJ’s lip. The entire time AJ was sobbing loudly. tilaas sitting at the table with art supplies
and, while he waited, he began to make AJ a caechdked me how to spell, “Sorry AJ.” When
Isabella returned with AJ, holding a small icepaakhis lip, she asked Matt to look at AJ’s lip.

Teacher Isabella (calmly): “Let’skabout what happened. Remember how we talk
about being safe and careful with our bodies?”

She turned to Matt, squatting down so hee faas at the boys’ eye level.

Teacher Isabella (to Matt, Pointing at AJ’s lifHjiow does this make you feel?”

Matt: “Sad. So sad.”

AJ is just standing still whimpering a little. AJalked over to Matt.

AJ: “It's okay. | forgive you.”

AJ then hugged Matt, and Matt gave AJ the cardraad it to him. Both boys smiled.

Teacher Isabella: “We can solve small problemsthying calm and talking about them.

Matt, why did you get so upset?”

Matt: “I just, | just wanted the ball.”

Teacher Isabella: “Matt, is that a big problenadittle problem?”

Matt: “Small.”

Teacher Isabella: “What else could you have délibat do we do with our books?”

Matt: “We take turns. | could have taken turns.”
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Teacher Isabella: “I think that would work andrthgur friend wouldn’t have gotten

hurt.”

Both boys hugged and walked out arm-in-arm tootltside area again. After a few

minutes they started to play again. There wereunithér conflicts during the rest of the game.

In this event between AJ and Matt, Isabella’she-lmoment response demonstrated key
elements of showing care, while also demonstratiegorevious themes (remaining calm,
getting to the function of the behavior, knowing, &ft.) discussed in this chapter. She guided
her students to not only take on another childispective (showing her care for the hurt child),
but also helped them to see how their actions caakie another child feel. Moreover, she
guided Matt to be self-reflective and to understang he reacted by hurting his friend—before
discussing a better solution using discourse amgtipns. By asking Matt, “why did you get so
upset?’Isabella not only helped her students to understamdtheir actions impact another
child, she also tried to instruct the child caudimg event to understand why he or she had gotten
upset and consequently to try to find a bettertgmiuto the problem. Her display of care for both
of the boys, showed their value in the community.

Teacher Responseslhe data collected shows that in every instancergvh teacher
responded to an event or engaged in discourseheitbtudents, she maintained care and
kindness. This was observed in teachers’ actiamseyand body language. Following
Noddings’ patterns of care-theory, teachers repgateodeled “care-for” their students, which
allowed all the students to begin to “care-about2 another. This theme is illustrated in both
my interview and observational data. For exampleylstated:

All you can do is love them in the momelRbr some of these kids, nine times out of ten
all they need is a hug or affirm that they areihga hard time to reel them back in. | call
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it giving them lovies. | know it sounds so simget that is all they need. All they need.
What can | do to help you? (Lucy)

Lucy illustrated this further in an interview bysdussing a student, Isaiah, whom she had last

year and her knowledge of what he needed. Thieatuthd developed a clear attachment to

Lucy. Therefore, adding to her knowledge of Isaateeds, she also was able to show him care:
His dad was dying. And his dad was in the hosgiainuch last year and his mom
worked long, long hours. Sooo, lots going on viitm. For example last week, he was in
the hallway and | heard this scream and | kneWt rigvay it was Isaiah. He was just
melting down. My immediate reaction was to justgdim and within one minute of me
holding him and hugging him, he calmed down. H& peeded that from me because |
have a relationship with him. He just neededé¢Hosies. His classroom teacher will
have him come down to read a book with me as angW he intentionality with him at

school is to allow him to be able to do that arsddecond grade teacher knows that and
we work together on it. (Lucy)

This collective, caring culture was evident in thitee of these classrooms and the result was a
group of students who cared about each other. Eaguit who entered the classroom showed a
level of care. As Isabella reflected about herstiasm in our first interview:
It is important to me that all of the adults i ttlassroom genuinely care about and
value all the kids in my classroom and | thinkttkids see that . . .it is like through

osmosis or something, they know. Also that we eaach other as teachers in the
classroom and are respectful to each other. (Ilsdbe

In my observational data, | coded teachers’ caréheir students by observing their
proximity to the students as they talked and listeto them, instances where they explicitly
showed a student how another student was respqrafidgshowing an overall appreciation for
each child. For example, as previously shown, Feaatways moved her body right to a
student’s eye level. She often had her arm arolewh tor on their shoulder, especially if they

were in duress.
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Discourse During Challenging Moments

Modeling discussion, deliberation and listeningily and in response to challenging
behavior can help build classroom community. Tooeinage pro-social behaviors, adults can
communicate “pro-social norms and values by praxgjdipportunities for children to work
collaboratively with one another, and participatgroup problem solving and decision making”
(Osterman, 2002, p. 182).

Vivian Paley, an author and skilled teacher whedusnovative strategies for
challenging behaviors, understood that ways ofrigliand listening to children during a social
conflict had a powerful impact not just on the dhgin involved but on the entire classroom
community. As a result, her pedagogical approashdged from immediate punishment to the
discourse surrounding the misbehavior or sociaflimbnin her bookThe Boy Who Would be a
Helicopter(1990), she reflects, “How could ‘locking up’ a lchieven in a centrally located chair
(time-out chair), be a substitute for reason asdalirse? My chair offered silence, anger and no
way out” (p. 86). Much like Paley’s discourse withildren, which demonstrated the workings
of a caring community, these teachers not onlgtist to children in order to understand their
perspectives, they also facilitated discussionshich their students were engaged in decision-
making based on how they were treated and howféigyhereby ensuring equity and fairness

for all.

Deliberation for Problem Solving

In both interviews and observations the data gledrbwed that all three teachers
shared a norm of “stopping and talking about it'ewtan event occurred (Isabella). In each
observation, teachers facilitated discourse arahagroblem or behavior and guided her

students to the best solution. These solutions stesieed solutions that affected all the



58

individuals involved. Often the content of the dission would be revisited later in their
teachings. For example, in Lucy’s classroom, af preeurring conflict over sharing toys
occurred during her afternoon in class Choice Tinuey brought all the children to the front
rug, and they talked about different solutions tkatild work for everyone.

Vignette. In the following vignette, previous themes fromstbhapter are present;
however, the use of discourse and deliberationigeat and reveals the possibility of a caring
classroom community where a boy is accepted, réggadf his disruptive, challenging
behaviors.

During free choice-time (in and outdoor play ie tlassroom) AJ, looking for Teacher
Isabella, ran inside the classroom from bowlingswmlg in the open play area with a group of
four boys; he was visibly upset. He walked up tacher Isabella, trying to explain the problem
through sobs and tears. Teacher Isabella put imet twva his shoulder. After a few minutes and a
few deep breaths, he was able to articulate thek fWas not playing fair while bowling,”
having taken the bowling ball away and yelled at.nTeacher Isabella was silent as AJ gave his
explanation. She listened patiently while he ttiedind his words. Then, she put her arm around
AJ, guided him outside while her voice remainedtigeand caring.

Teacher Isabella: “I am super proud of you fongsyour words to find me and ask for
help. Remember, we can solve problems by remarahg and talking about it.”

After praising and affirming his pro-social beharg, the two walked outside and
approached the group where Nick was playing. A& Naticed them, he started walking toward
his teacher and his friend, hanging his head.

Teacher Isabella: “Let’s figure this out and tabbout it. What happened? Let'’s talk about

working hard to be good friends.”
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Nick: “He took the ball. I told him ‘No!”

Teacher Isabella (speaking very gently and witle t@a Nick): “Nick, look at how upset
he is. Look at his face. When you scream and say how do you think that makes your friend
feel?”

Nick: (Pause) “Not good. Sad.”

Teacher Isabella: “We try to make our friends testter.”

Nick goes over to AJ and puts his arm around hosilster.

Teacher Isabella: “Can we decide on a way to plagre everyone feels like it is fair?

AJ: “I have a problem; | want to steal the ball.”

Nick: “You can’t STEAL the ball.”

Teacher Isabella: “What should we do?” (Long patisethis a big problem or a little
problem?”

The class was working on a social-skills curriculiimat intentionally addressed “big”
and “little” problems and the appropriate respornsesach.

Nick: “We can take turns. We can steal the baéirla

Teacher Isabella: “Will that work?”

AJ: “Sure.”

Both boys ran off to corner of the outside plageato bowl.

Teacher Isabell@Cheering and clapping when another boy rolls tiiednd the pins fall
down): “Yeah! We try and make our friends feel bgtt

Nick (Excitedly): “That was goooooood.” (Chantiafier lots of pins fell down) “Go AJ,
go. Go AJ, go.”

Teacher Isabella: “AJ, how does that make youvdwn your friend chants for you?!”
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AJ: “Good!”

Teacher Isabella: “Nick, how does that feel chegefor your friend?”

Nick: “So good!”

All four boys cheered as the next boy started twlbtGo, go it's your birthday, it's your

birthday. Go Jin, Go Jin. Go Jin, it's your birtlyda

In the brief description of AJ’s event, the usealisicourse can be seen. When AJ sought
Isabella out and was very upset, she activelyriEieo him without interrupting, then she
praised him for using his words to explain his peai (implying communication is a better
solution than aggression), and she explicitly refathhim that “we can solve problems by
remaining calm and talking about it.” Deliberatiyethe did not initiate a solution for AJ, she
wanted to hear all sides equally, have the boys &lkaides equally, and listen well enough to
respond and build off of one another’s ideas ireotd decide what would be a fair solution.
Genuine questions in an inquiring manner includééhat happened?” “What should we do?”
“Can we decide on a way to play that makes everyesldike it is fair?” “Will that work?”
Isabella actively listened to each child’s respaiesguide him toward a fair solution. AJ and
Nick each expressed their give-and-take for howrdltes of the game should go and then came
to a mutual decision to take turns and steal tiiddiar. The point is that these were the boys’
decisions, not Isabella’s. Her discourse was ntftaiiative or prescriptive, it was deliberative
and empathetic.

Isabella had worked with her students since tae of the school year on developing
an inclusive classroom where no topic was off inahd where children’s words were valued.
She continually worked with AJ to teach him thatrbsnaining calm, he could effectively solve

a problem. In tandem, she built a strong rappadtth wnd attachment to AJ, whereby he felt
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comfortable letting Isabella help him resolve pesbs$, rather than responding with dissident
behavior that could have elicited rejection frora peers. IsabellenewAJ’s needs.

Teacher Responsedlo further illustrate this theme, the followingoexpts, taken from
interviews, illustrate teachers’ beliefs in the mnjance of not being reactive (traditional
response) and in using discourse to find out whglaavior is happening (non-traditional
response). Addressing in-the-momdigicourse, these teachers explain how deliberatitig
their students to come up with the best solutioa social conflict enables the students to take on
another child’'s perspective. Even when the classiveading to another activity, the teachers
stopped and discussed the conflict with their sttgleTeachers recognized the significance of
how facilitating discourse around problems teatche<hildren to talk about what the problem is
and how it can be solved, while keeping the gréwe() and each other (“our friends”) in mind.
In these events, rather than authoritatively tglbtudents what to do, teachers discussed the
conflict as a group. The following interview excerjlustrate their general approaches:

Things don’t always work out as planned and saliiggs happen and you have to be

sort of touch-and-go and my policy is that the engpen you are with kids and the more

you talk about things as they happen, the bettgoo are. You know? You may not
always know the right things to say to answerrthaestions and that's okay too.

Sometimes | say to them, “well | don’t know, letfsnk about this together, what could
you have said when he did this?” (Isabella)

Isabella, Lucy and Frances reflected about sooiaflicts that happened and explained their

discourse strategies for their respective in-theaiat response:

Um, but it does happen. And they are grabbingamnething back and forth and | walk
over to see them and get them to stop. | ask\gedapending on the situation and get
them to freeze, or stop and then at that pointhivik of some solutions together.
(Isabella)

And then you come out and you talk to kids abbat solution. Just giving kid . . . um,
when our engines are all high and, or they argyreanting something in a conflict, if
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you stop and think about it, and evaluate, thathetter way or solution to the problem.
And then when we come up with a solution we thigkt fair, is it safe? And how will
people feel after that solution. We talk about tteaa way to problem solve, and
especially when the teacher is there to probleressith you. If we decide that it is safe
and fair and how people will feel and if they fekhy, then that is a good solution. We
use that, and if it not safe, we will talk abonbther solution, if it is not fair, we talk
about, well you know, how would so-and-so feehwitis solution? How would you feel
if the tables were turned? That sort of thingalfksia)

It doesn’t matter what is happening or what wesagposed to be doing. We are going to
solve the problem first and find ways to work tysrout. I'll spend the time doing that,
then get to the content. They won'’t even be abkbink about the content if they are all
upset. (Lucy)

We talk about things very openly. Like we had éWwho used to hit all the time. So we
talk as a group about your body being a templeyanddon’t allow anyone to do that and
you get help if you need to. And these talks aith the kid who is struggling with

hitting in the group. (Frances)

Rather than pushing through their daily schedulesse teachers spent time to talk about
social issues and behaviors. This leads into angikee of this theme: difficult topics are talked
about. For example, in Lucy’s classroom, a fewdreth came down with lice. Having lice could
allow for numerous social stigmas as well as nggatactions from other children. However,
Lucy talked about it in a very caring, open way.a®sult, the children showed empathy
towards the few students who had it, rather thamdiivg or ostracizing them. The following

excerpt, taken from Isabella’s interview, illusegthis further:

| want my kids to know that they can talk to meuatball sorts of things. That no topic is
off limits. That we need to have boundaries andespectful of each other, but that you
know, they can ask me questions about race, geabliéity. Those things that | think
sometimes people react to and are like “Oh, wetdalk about that.” | don’t want them

to get that. | want them to know we can talk alibirtgs respectfully and kids can really
do that. For them it is a lot of talking about hasuld you feel if that happened to you or
how do you think so-and-so feels? Sometimes tagysemething that makes someone
else cry and you can see it on their face. Theyilee, “Oh my gosh, | made this kid cry.

| know what it is like to cry. | must have reahyrt their feelings.” Ya know, they learn
from those experiences with each other. (Isabella)
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We talk a lot about what kids are working on soarevery open about... we have a lot
of kids with disabilities. So we are very open @behat so and so is working on learning
how to talk. You're working on learning how to ced&Vhat can you do to help them?
What can they do to help you? How can you supgexh other? So, | really want them,
my primary goal for them is that they leave theessfoom knowing that there are things
to appreciate about everybody, not only do thegpteach other’s differences but they
appreciate them and they see the value in eaeh.dthat is the primary goal. (Isabella)

These teachers confronted difficult topics thasarm their classrooms; no topic was ever off
limits. They did not shy away from talking with thetudents about issues such as race,
discrimination, hate, and oppression: issues, wlacbording to Boutte, come up at a very early
age (2008). To reiterate, “Teachers play a majler irodetermining whether students feel cared
for and a welcome part of the school community”té@san, 2002, p. 178). This would suggest
that the ways in which teachers talks to their siiisl about any topic gives children a feeling of
acceptance in the school community. When this hagpbey have more positive relationships

towards others (Baumeister & Leary; 1995).

A teacher’s reaction and discourse regarding ehglhg behaviors in the classroom is
significant because a teacher’s authoritative sta&un shape the way children in a classroom act
toward each other. These in-the-moment responsestiedent’s behavior can alter the space in
which children connect with one another. Teasnectingspace, which is shown above through
discourse, is one in which a child may begin teetak another child’s perspective, as well as
one in which children may collectively begin to waleach other as classroom and school
community members.

It Takes a Village: Flexible Student Mobility Can Support Children

Flexible student mobility and placement options sapport children with challenging

behaviors. A finding in Lucy and Frances’ schoolswhscovering a school community norm

where the faculty members knew the students, régge@f classroom assignment, and cared for
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them in supportive ways. Teachers in these schioatk established that flexibility with the
placement and transitions of students could supg@tienging behaviors. While walking in the
halls at this school, students from all differetdassrooms would stop and hug other teachers,

even if the teacher was not their homeroom teachecy illustrated this best in an interview:

The school community in relation to the kids igesty consistent calm environment with
a lot of continuity between classrooms. So kigsvffrom classroom to classroom. From
teacher to teacher without boundaries during e (Lucy: Initial interview)

Therefore, a child may move to another classroocalee of a relationship or attachment he/she
has to a teacher. No children were ever pulledfauspecial services. The following vignette

illustrates the norm of sharing students.

Vignette. The first day | observed Teacher Lucy’'s classrobrnmmediately noticed
Isaiah. He had showed explosive behaviors in thievaag and on that day he came down to
Teacher Lucy’s classroom with a red face; he hauh lvésibly crying. Lucy quietly walked over
to him and asked him to sit at her back desk. Hepkd his head and cried in his arms. The rest
of the class didn’'t even seem to notice. Teacheylgave him a few minutes to collect himself

and then pulled up a chair next to him and gaveaimg.

Teacher Lucy: “What's up? How are you feeling &oev can | help?”

Isaiah: “I just want to go home. I'm done with soh”

Teacher Lucy: “Mr. D wants you to be in math amdsh your work; can you do that for

me and then we can have some time to read thismafir?”

Isaiah wiped his tears and thought for a moment.

Isaiah: “Yeah.”
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Teacher Lucy: “Okay, what can you do next timeobeigetting so upset?”

Isaiah: “I don’t know.”

Teacher Lucy: “I'll talk with Mr. D, but | need yoto show that you aren’t going to get
angry over learning math and when you show that,gan come down during free time and read

with me. How does that sound? We will figure thig.b

Isaiah went back to his classroom and finishedwusk, returning to Teacher Lucy’s
classroom later in the day to read a book theriénahad brought him because she thought he

might enjoy it.

Teacher Responsedn Lucy’s initial interview, when asked about eagive behaviors

and the norm to share students, she explainedyhasmic further:

The first responder here is the classroom teathen, my response would be to see how
we can branch out. Like get someone who has watkedtly with that student and
knows that student. Is there an intervention teeZl®r, um, a specialist who has seen
them grow over time or the previous year’s teacherhelp them. A kiddo can just get
calm when someone that has a relationship withm tisethere to help. Or even another
student. Like if a kid is having a bad day. (Lucy)

Therefore, the community norm is that another tegaithough he/she may not be the student’s
home-room teacher, will help when a child is sttugg This is based on the child’s need to
receive comfort and care from a teacher with wherste has an attachment, just as Lucy was
able to reach “out” to help Isaiah. Lucy explairteis further:

Like with Isaiah, he will come down to see meaefik frustrated or exploding. He has

an explosive temper. There are no consistentdrggdie gets very angry. He is not

malicious, but is he gets to a place he will laghverbally and physically to teachers and

other kids. It could just come out of nowhere.iUydu can calm him out of it, he is
angry and then starts to cry and becomes emotiinaty)
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Another example illustrates the community knowatighe students. As Lucy and |
walked through the office, the librarian gave harrfbooks that she thought Isaiah might like to
read when he would go to Lucy’s classroom for aarelor “a break.” There was a
connectedness and fluidity among children and &r&cht this school site. Other teachers knew

what was going on with other students.

Frances showed similar “sharing” of kids throughber school day. She explained the

school-community’s philosophy about this norm inirterview:

We started sharing kids, like when | came on aadalked about that shift . . . We
needed to start looking at the student that ngedsnost, the most needy kid. And, so,
we started looking at that we are all better wiverdo not teach alone. There is safety in
numbers and when we share kids, they are all k& @l of our responsibilities.
(Frances)

She went on to say:

If the resource room teacher has some magic dasshe can sprinkle on and she knows
what works for this kid or that kid, then we nébdm. We need to know those things.
We need those skills. So if she can do sometimiriga classroom with a kid with a
serious need, imagine what she can do with an&titlen the classroom that doesn’t
have the label and is just as low. We need thHat Was a philosophy shift we did here.
We don’t do pull outs. (Frances)

Like with D. She helped us see how he neededue saccess in the moment. Did you
see her? He needs to be successful in the mokiverre going to make D successful in
the moment because he needs that because sixihdoesday he needs to be successful
in the moment. He may not pass the big test, butdd success and he knew what it
looked like to be a student and he has stratégisave himself in the moment. That is
what regular life is. (Frances)

For Lucy and Frances’ school community, there wer@ull-outs for children receiving
special services. That means, instead, that aagvigrition teacher who provided any services to
students would come into the classroom communitychild was ever pulled out to a separate

space or classroom. The school belief, continusadudised, was that “no kid is a bad kid.” There
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was a belief that all children are good and th@stbhommunity’s behaviors should mirror this
belief. When teachers were discussing studentsheridparents, there was no blame or eye-
rolling about the lack of involvement. There wasumalerstanding that when their students come
to school, it was the school community’s job toyide for them and to make them feel safe.
During my time in Lucy and Frances’ school, | dmt witness anyone speaking poorly about
any child. For example, even if Isaiah was strugglfor whatever reason, teachers (Lucy, the
librarian, and Mr. D) never spoke negative wordsudhbisaiah. They accepted him as a child who

was “having a hard time.”

Each morning in Frances’ room, children from poexs years and other children from
different classes would come down to help eithanEes or other children in her classroom. The
second morning | was observing, Francis said, amid me, “Luckily | have personal
assistants.” She then asked two older studems &mother classroom to help one of her
students send an important message to her old#érdbré-rances said to Lisa, “l want you to get
that message to him so you won't be thinking alitcait day, and you can concentrate on your
work in here.” She knew Lisa would be worried. &t helping other students from different
classrooms and moving fluidly between classrooms avaorm.

Additionally, both Lucy and Frances felt there vedgvel of constant care and support,
among the staff, for each other in regard to caiangheir students. Lucy reflected in her exit
interview:

Most people on the outside looking in say “How gan teach there? The kids are so
rough.” Don’t you want to get out of there? Butd’been in buildings where the kids

were magnificent, but there was tension and odn#lithin the staff and among teachers.
Here, the kids are rough and hard, but the sugpatjust having someone there that says
let me try and do what you can’t do or let medoynething to take the weight off you or
let me just pat you on the back. The support foenstaff and adults far outweighs what
struggles and difficulties you have with the ki¢lsucy)
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When asked how this community became this way, l9aog

| don’t have any idea. This is my third year hé@3at I've heard that it has always be
this way. The adults that are here make it far eésibe here. | love it here. Maybe
don’t have another choice because if the kids @afeasd, who else do we have? So
support each other. Likesurvival thing. And | guess we'lll feel like weare making a
difference. (Lucy)

The community’s shared beliefs about children beibig to freely go to any adult f
care or help resulted from this community’s normd beliefs about children. This current nc
was reinforced through aduttild interactions in which the challenging behavior wasusiéid
by care given to the child by an adult where aachttnent had been established, as in the ce
Isaiah’s attachment to Lucy.

The Possibilities

In summarywhen the previous themes are presela classroom, the possibility of .
inclusive caring community can be seen. Figurel@vbés a compass depicting these th

teachers as they navigated their responses teeolyallg classroom behavic
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Sometimes a teacher’s aim was to have an undesieidllenging behavior stop
immediately and the result was to have a child eahbf the classroom, or scolded publicly.
These three teachers’ classroom environments shosvdte possibilities of creating spaces
where inclusion, acceptance, friendship, and dewveént of their moral growth flourished.

For example, in Isabella’s classroom, | wantedrtovk about AJ: whether or not his
challenging behaviors had changed since the bewirofithe school year. She happily
responded, “there has been a huge shift in himeHuge at the beginning of the year, he was
really aggressive and defiant, he didn’t particgpatany of the classroom activities throughout
the day. | mean none. He now participates in ehergt” She also shared that he has numerous
friends and is well-liked member of the community.

It can be quite powerful for a classroom commutotyitness teachers exhibiting these
behaviors. Although these teachers were dealing evie child’s challenging behavior during
respective events, their responses toward that shibwed the rest of the children that no matter
what, that child was a valued community memberséheachers were thus setting up social
norms for the other children. These students, dbgss of where they live, their academic
achievement, or their social or ethnic backgrouvete caring, thoughtful, concerned young
people who longed for relationships, respect, asense of belongingness in their school
communities. For example, we saw that Francesoresgs to Jacob B’s disruptions allowed the
other children to quickly take care of him or tdghleim, without being asked by Frances. While

Frances reflected about her students, she emdiiszadl:

Boy oh boy, they sure are caregivers and theyctake of each other. They all have
different trauma and stuff. They have lots of @asi hidden trauma, but they sure do care
for each other. We are full mainstream so it igaimg to see how they take care of each
other. Their core feeling inside is | want to tie tight thing. Academically the lowest,
but internally they have a good internal compass.
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It is possible that Frances’ forty-four studentse¢caimply because Francis cares. | would
attribute this dynamic to her using the themesis ¢hapter and ultimately, using accepting
pedagogies during challenging behaviors.

More importantly, a teacher’s response also hapttential to affect how the children
felt about themselves. Based on the extensivatilez and research on school community, it
would seem that if a student does not sense hisfipartance and value in a school community,
he/she cannot rely on members of that communitgdet particular needs, whether it be from a
teacher or from students. The essence of a comyngnithere all its members feel a sense of

belonging (Furman, 1998).
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CHAPTER 5: IMPLICATIONS FOR PROFESSIONAL DEVELOPMEN T SUPPORTS

Nothing within a school has more impact upon stigleanterms of skills development,
self-confidence, or classroom behavior than thes@eal and professional growth of
their teachers. When teachers examine, questafiect on their ideas and develop new
practices that lead towards their ideals, studeartsalive. When teachers stop growing,
so do their students. (Barth, 1981, p. 145)

Classroom management, especially when it involgepanding to challenging
behaviors, can be particularly difficult for teachéecause of a teacher’s deep beliefs and
norms, time constraints throughout the teaching dasricular and assessment pressures, and a
lack of training. The demands on teachers todaybeaoverwhelming. “Behavior” and
“classroom management” are terms used regulatlyarieaching profession. Teachers, at some
point in their careers, will serve students witlaltdnging behaviors; therefore, having effective
classroom management skills is important. Implemgrevidenced-based classroom behavioral
management practices improves student results (&iemy Fairbanks, Briesch, Myers, & Sugai,
2008). From a “behavioral perspective, effectivacteer instruction should be designed to
promote socially significant behavior changes” (feg Heron, & Heward, 2007). For example,
using praise as a teaching strategy has been exdrand “research indicates that delivering
contingent praise leads to an increase in botheswad(e.g. correct responses, work
productivity, and academic performance) and sdeig. on-task behavior, compliance)
behavior” (Simonsen, Myers & DelLuca, 2010, p. 308hile professional development
opportunities on classroom management are limitete are seminars available. For example,
The Classroom Organization and Management ProgCfdP) is a research-based
professional development program. This programa goto help teachers with their craft

through creating and managing effective and sué@dsarning communities in their classroom.
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COMP seminars were designed to advance learninigie classrooms that focus on
four premises for classroom management. As outlaretheir website, the premises are: 1)
Effective classroom management is proactive, rattree; 2) In effective classrooms,
management and instruction are interwoven; 3) Siiso@re active participants in the learning
environment and; 4) Teachers working together gyatically help one another. This program
has shown effectiveness in improving student a@ments and student behavior. The seminars
and modules, designed for the start of the scheat,youtline a variety of methods which
include: organizing the classroom, planning andhewy rules and procedures, developing
student accountability, maintaining good studeimayeor, planning and organizing instruction,
conducting instruction and maintaining momentund getting off to a good start (detailed

modules can be found atvw.comp.org. In response to conflicts which inevitably arise

classrooms, COMP’s creators, Evertson & Harris §)9&cognized that “even in the most
efficiently organized learning communities,” conts are inevitable and need to be addressed.
They provide examples which “illustrate three siggs teachers in learning-centered
classrooms use for handling conflict: teaching stigl how to participate in handling the
conflict, leading discussions among students tolvesconflict, and holding private discussions
with individual students” (Evertson & Harris, 1999,5). They continue by stating, “These
strategies are for students to “play a greaterirospporting the academic, moral, and social
norms of the classroom” (p.6).

In my review of the programs addressing classraanagement, the literature does not
look specifically at a teacher’s in-the-momesggponse to misbehavior with a development of

specific strategies for those teacher responsethédsurrent research suggests, aggression is a
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typical behavior that elicits peer rejection and tbllowing activities can engage teachers in

thoughtful ways to respond.

Therefore, professional development opportunitiesyhich teachers may engage one
another in critical discussions about how to effety deal with challenging behaviors can offer
support (Nucci, 2006). Research shows us thattivadi methods (such as “time-outs,”
suspensions, expulsions, and/or public humiliaiiothe form of reprimands) simply do not
work for behavior modifications and instead ofte@ate harmful effects for vulnerable children.
(Fenning & Bohahon, 2006; Stevens, 2013). Althotighteachers featured in this work received
specialized training in either Special Educati@allella), or as participants in specific
professional development seminars on the effeatditdhood trauma on behavior (Lucy and
Frances), their beliefs, strategies and practiaescontribute to how teacher’s respond in all

general education classrooms.

In an effort to move from the individual teacharsthe-moment findings presented in
the last chapter to practical applications of tis&iategies, the professional development tools
presented in this chapter strive to instruct amndifate productive discussions about responding
to challenging behaviors in ways that engendenaesef belongingness in the classroom. These
tools respond to the themes derived from threehteratphilosophies and practices collected and
presented in Chapter 4. They therefore comprigedomponents: 1) A teacher’s belief about
children can influence his/her responses to chagittenbehavior; 2) A teacher’s knowledge of
his/her students and of his/her relationships thi#gm can influence behavioral situations; 3)
Modeling kind and caring responses to challengilgglvior can help build classroom

community; 4) Modeling discussion, deliberation dstening during and in response to
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challenging behavior can help build classroom comityy 5) Flexible student mobility an
placement options can effectively support childngtth challenging behavior:

These components were at the heart of each ofaeerooms in Chagr 4, each o
which created a caring, accepting community throengryday responses to the challeng
behaviors of vulnerable students. The goal, trefgriteachers to be able to incorporate tt
components into their everyday responses and pes These components function a
compass for choosing how to respond to a challgniggiavior. The task, then, lies in putt
them into action, which is what thesampleprofessional development tools serve to
Sometimes a teacher may incorporate of these components or all five, depending or
behavioral situation. As a way of reminder, thegdan below illustrates these component
teachers may navigate their way through thinkingualand responding -the-moment tc

challenging behaviors.

These professiondevelopmer supportsncorporate classroom vignet, each inspired

by the three teachénmmethods fo respondingo students’ most difficult behavi—methods
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that differ from traditional classroom managememthdologies. They aim to help teachers
create classrooms wherein social conflicts orlehging behaviors are engaged in ways that
help students see themselves as valued membdrs cbtnmunity, no matter how severe their

behavior.

The sample supports were created by using thecdieted from the three teachers’
classrooms as well as my own professional expegiand knowledge as a teacher, district math
leader, and nationally board-certified teacherjtmoss through which | have provided numerous
professional development seminars. Their intendelieace is teachers, principals, and any
educators who work with student populations whéialenging behaviors interfere with

children’s academic growth and overall schoolingezience.

Professional development for teachers, princj@ald school staff is an essential
component for any kind of school reform (Ball & @&oh 1998; Wilson & Berne, 1999; Dana &
Yendol-Hoppey, 2008). Research on professionalldpuweent has guided and influenced the
development of these tools.

In the sections below, the components createtbatsed with the aim at addressing —
1) teacher beliefs and 2) teacher reflection octpal strategies for in-the-moment responses.
The components are designed to help guide teaathecision-making during and in response to
a challenging behavior, vignettes as a meansawdhese components to be seen in context,
and examples of activities and tools to help naedarough the complexity of dealing with
challenging behaviors in the classroom. It is mgénthat this combination will help teachers to
envision what is possible, reflect on their currgtinategies, and fine-tune their own practice.
Developing an entire curriculum for teachers isdrelthe breadth and scope of this paper;

therefore, the following tools are a sampling oivitbe themes previously presented can
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contribute effective supports for teachers. Eadigssional development component is
organized into three pieces: 1) Content 2) Pro@silActivity and 3) Outcome. The rationale for
the design of these components is based on reseatlating what effective professional
development opportunities contain to result in ange in practice and a transfer to teachers’
professional knowledge. Therefore, for there t@ethecation reform, “teachers would need the
opportunities to reconsider their current pract@ed to examine others, as well as to learn more
about the subjects they teach” (Ball & Cohen, 1$9%R). A teacher survey on opportunities to
learn revealed that direct classroom experienceahleadost valuable impact for teacher learning
(Wilson & Berne, 1999).

Therefore, the following tools created are meariid facilitated in a number of ways: by
incorporating participants reading and discussiggettes about classroom experiences; by
exploring the components through activities; byrstgaand discussing teachers’ own
experiences with students; by having teachers wase studies drawn from their own
experiences; by analyzing practices already ingoddheir school; and by reading pieces of
related research (Schifter, 1998). These particigagxperiences are aligned with the belief that
for professional development to be meaningful amakficial to teachers it has to include these
elements (Abdal-Haqgq in Wilson & Berne, 1998):

1. Includes training, practice, and feedback; oppatiemfor individual reflection and
group inquiry into practice; and coaching or otfu#low-up procedures.

Is school based and embedded in teacher work.

Is collaborative, providing opportunities for teachito interact with peers.
Focuses on student learning, which should, in garte assessment of its
effectiveness.

Encourages and supports school-based and teadtmsnies.

Is rooted in the knowledge base for teaching.

Incorporates constructivist approaches to teacaintylearning.

Recognizes teachers as professionals and aduielsar
Provides adequate time and follow-up support.

Pwn

©oNoO
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10.1s accessible and inclusive.
The use of protocols taken from The National StHeeform Faculty are used as a
means to facilitate rich discussions for particigans they address the components in the

research literature on effective teacher profesgidavelopment.

PD Introduction: Beliefs about Challenging Behavios and the Classroom Community

Content: What Does Empirical Research Already Say?

Brief Summary. Early childhood classrooms are sites where chgittgnbehaviors occur
daily. What do teachers do in the immediate moroétite behavior? For example, how does a
teacher respond when a child throws sand in anattikel's face? How a teacher responds to the
challenging behavior positively or negatively atfethe space of and influences membership in
the classroom community. The desire for belongisgne a basic motivational need with
significant implications for human growth and deyhent (Osterman, 2000; Connell &
Wellborn, 1991; Deci et al., 1991; Ryan, 1995). Neing accepted into the community threatens
a general sense of belongingness (Baumeister & #885). Teachers typically receive little
pre- or in-service training in classroom managemantuding how to respond to challenging
behaviors (Begeny & Martens, 2006; Markow, Moess&dtorowitz, 2006; Wei, Darling-
Hammond, & Adomson, 2010). Educators and reseascalreterstand that punitive punishments
such as “time-outs,” suspensions, expulsions, amdigghumiliation in the form of reprimands,
simply do not work to change a child’s behaviorrikieg & Bohahon, 2006; Stevens, 2013). |
believe how teachers talk and respond to theirestigd challenging behaviors in the classroom

plays a critical role in determining how studemarh to treat one another.
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Process/Activities

Activity 1. This is a means to prompt conversation about hotdesd with and feel about
challenging behaviors. These questions will guid@enty-minute discussion/brainstorming

session that focuses on how teachers typicallyorespo challenging behaviors:

Everyday Response to Challenging Behaviors

Early childhood classrooms are sites where chalhgnigehaviors occur daily. For example,
what does a teacher do and say immediately afteiléathrows dirt in another child’s face

on the playground?
Please spend twenty minutes to discuss.

Facilitator records responses visually for the grousee.

Activity 2. The following activity’s aim is to target a teaclseown understandings,
philosophies, and beliefs about how challengingaledrs should be addressed in the classroom.
First, the facilitator will hand out the followirgheet of quotations, taken from early childhood
author and educator Vivian’'s Paley’s books. As kscussed in previous chapters, Paley’s

disciplinary methodologies are often referencedibse they are innovative and non-traditional:

Excerpts and quotes taken from Vivian Paley’s Stogs

The following is an exchange with Trish, Paley'sdsnt teacher, about labeling children and
Jason’s disruptions:

“Speaking of judgments, how come you let Jasorriape all the stories today?”

“I didn’t let him. I simply couldn’t prevent him from doing ith€ children saw that.
They know I'm not willing to get nasty just to pwmy power.”

“But what if other children start doing the samet 6 thing?” Gail asks. “| worry about
that.”
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“They don’t. The one child whbasto disrupt, does it. The rest watch. And espegiall
they watch the teacher to see if that unsettleld chisafe from harm. That's all they
want to know.”

Trish and Gail look doubtful. “Okay. You two wiligure these things out for yourselves
when you have your own classrooms. But for me,dadmehavior in the story room
was annoying but in no way harmful. Had | moveavith force—separating him from
the group, punishing him in some waykatwould be harmful to the group. For then
would have admitted to a lack of faith in the powéreason and good will to solve
problems, not necessarily on the spot, but evegtlal

“Sometimes it's not the kind of problem that cansbésed by good will,” Trish says.

“Such as?”
“Well, wouldn’t some people call what Jason doesrggveration’?”
“l can’t tell you what someone who uses that labelld say about Jason,” | reply.

“Look, Trish, I'll admit I've little faith in yourlists of so-called learning disabilities. But,
in any case, none of these labels apply in my cass . . .”

“...aside from all else we try to accomplish, we hameawesome responsibility. We must
become aware of the essential loneliness of eatth €ur classrooms, at all levels, must look
more like happy families and secure homes, the kirvéhich all family members can tell thei
private stories, knowing they will be listened t@hnaffection and respect.” (taken frohime
Boy Who Would be a Helicopter)

“The teachers defined us as obedient or naughgyofaslow, popular or invisible, according to
their preferences, and we accepted the roles we green... Those of us who became teachers
adopted the conventional wisdom that teacher krimess and fashioned our classrooms in the
manner of those who went before us.” (taken fiimte Teachgr

Protocol. To support the above excerpts and to facilitate discussions about teacher’s

own beliefs regarding challenging behaviors, thievang protocol may be used:
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Three Levels of Text Protocol

Adapted by the Southern Maine Partnership from Camilla Greene's Ride of 3 Protocol, 11/20/03,

Purpose
To despen uncerstanding of a test and explore implications for participants’ work,

Facilitation
Stick to the time limits. Each round tabes up to 5 minutes per person in a group. Emphasize the need to

watch air time during the brief “group response” segment. Do 1 — 3 rounds, Can be used as a prelude to a
Text-based Discussion or by iself,

Roles
Facilitatos/timekeeper (who also participates); participants

Process
1. Sit ina circle and identify a facilitatortimekeeper

2. If participants have not done so ahead of ime, have them read the text and identify passapes {and a
couple of back-ups) that they feel may have impartant implications for their work.

3. A Roundd consists of:
* Cine person using up to 3 minutes to;
LEVEL 1: Read aloud the passage shedhe has selected

LEVEL 2: Say what shevhe thinks about the passage (interpretation, connection o past experiences, ete.)
LEWEL 3: Say what shethe sees as the implications for hisher work.
* The group responding ifor a TOTAL of up to 2 minutes) to what has been said,

4. After all rounds have been completed, debrief the process.

Protocols ane most powerful and effective when used within an ongoing professional lkeamng commumity such as a Cntical Friends Group®™ and facilitated

by a skilled coach. To leam more about professional leaming communities and seminars for new or experienced coaches, please visit the Mational School
oo Faculty webhsibe at v nsrfharmony.oog,
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Outcome

To give a teacher the opportunity to be reflectine for the facilitator to understand the
participants’ beliefs about how they respond tdlehging behaviors, the following questions

can be posed.

Reflective Questions

1. What are my own beliefs and norms for how | resptonchallenging behaviors?

2. How can my responses influence the rest of my sitisda the class?

3. How do responses influences the classroom comnfunity

4. In the next few weeks, where do | see opportunibegflect on my responses to difficult
behaviors?

5. What challenges have | encountered when | try toaga disruptive, challenging and

undesirable student behaviors?

Targeted Component: A Teacher’s Beliefs Can Influece Their Response

Content: What Can We Learn From Teachers’ Beliefs?

Brief Summary. Before | begin with practical strategies for in-i@ment responses to
challenging behaviors, an important reflection lvg teachers practicing alternative pedagogies
was the need to understand their own personalfealie norms. A teacher’s belief about
children can influence their responses to diffid@havioral situations. This includes their own
philosophies aboutowandwhythey respond to a particular behavior. Approatbetassroom
management that center on the community and thiat dyositive view of children allow for a

natural response to abandon a “controlling autacegproach to community and to think of
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teaching and classroom management as working raither than controlling, children” (Watson
& Battistich, 2006, p. 258). DeVries and Zan (198%te, “A moral classroom begins with the

teacher’s attitude of respect for children, forntheterests, feelings, values and ideas.”

A key strategy for responding to a challengingahedr for the featured teachers was to
remain calm and to understand that the behavienafin’'t about you. They strived to
understand the function (reason, triggers, and nlyidg factors) behind a behavior. It is helpful
for teachers to know that the challenging behagi@ften not about them, but a child’s internal
volcano. Furthermore, when a teacher remains dakrnstudent sees that behavior allows for the
possibility to diffuse the behavior. Let’s lookthese teacher’s philosophies through the

activities below.

Process/Activities

Activity 1. This instructional activity’s purpose is for teach® engage in a
conversation after reading teachers’ philosopHias task was designed to highlight explicit
reasons behind a teacher’s response to a childlteaging behavior. The facilitator will hand
out the following vignette and quotes taken fromssfoom teachers who practiced alternative

pedagogies.

Remaining Calm During a Challenging Behavior

Two boys from Frances’ classroom camieam recess, flushed red in the face, and

immediately started to talk simultaneously aboeirtbonflict on the playground. Teacher
Frances bent down in order to face both of the labese level.

Teacher Frances (calmly): “Wow, | can see you laoghvery upset. Let’s try and
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figure this out before we head into class so itstidalisrupt the rest of your day.”

Both boys were still upset and speaking in loudes, barely catching a breath
while trying to talk over each other. Teacher Femniested a hand on both of their
shoulders.

Teacher Frances (calmly and her body was in the gaosition): “Alright, you two
are visibly upset and we will get to the bottonttos$, but let’s just get a sip of water, sit at
the back table and wait until we can come up wislolation.”

Both boys headed into the classroom with Teachamndes in the middle, her arms
around each one of their shoulders. They grabbéernaad took a moment to calm down.
Teacher Frances sat down with them to discussahiic.

In this moment, Frances never lost her patiendespoke with the boys calmly, even
as they themselves struggled to remain calm. Hergoy goal was to calm them down so
she could help them through their conflict.

“A natural response [to a challenging, sometimeagegsive behavior] would be to get

frustrated and heated and let your frustratiortlyebest of you. | sometimes find myself
laughing because when they get frustrated, it b#simy to do with me or a situation. The)
have an underlying volcano and the second somexdues & crayon or sits in their chair,

they erupt. | constantly tell myself to not haveeaction, but to be empathetic or
sympathetic.” (Lucy)

“You learn from trial and error. Even with aduMghen someone is in that heated moment,
you know, you can't fight fire with fire. There’orputting the fire out when you use fire.
It's being calm but also knowing the kids and wivatks. What can you do in the moment
to calm them to have a rational conversation td 6at what is really happening with them.
To really find out what is going on. So | guessglhad plenty of trial and error and all the
kids that are exploding inside and have explosateabiors, you just can’t put that fire out
with fire. It just won’t work.” (Lucy)

Protocol. To support the above excerpts and to facilitate discussions about teacher’s

own behaviors during a student’s challenging bedrayithe following protocol may be used:
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Four “A”s Text Protocol
Adapted from Judith Gray, Seattle, WA 2005

1. The group reads the text silently, highlighting it and writing notes in the margin on post-it notes in
answer to the following four questions (you can also add your own "A%s
* What Assumptions does the author of the text hold?
= What do you Agree with in the text?
* What do you want to Argue with in the text?
= What parts of the text do you want [ Aspine 1o?

2, In a round, have each person identify one assumption in the text, citing the text (with page numbers, if
appropriate) as evidencos.

3. Either continue in rounds or facilitate a conversation in which the group talks abeout the text in light of
each of the remaining “A"s, taking them one at a time — what do people want to argue with, agree with,
ancl aspire o in the text? Try 1o move seamlessly from one “A* to the nest, giving each “A" enough time
fow full exploration.

4. End the session with an open discussion framed around a question such as: What does this mean for
aur work with students?

5. Debrief the text experience,

Protocols are most powerful and effective when used within an ongoing professioral leaming community such as a Crtical Friends Group™ and facilitaied
by a skilled coach. To leam more about professional leaming communities and seminars for new o experienced coaches, please visit the Rational School
Reform Faculty wehsibe at wes nsrfhamony.oog,
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Activity 2. Having teachers reflect on a particular studerttiiaa presented challenges
and their own experience with that student candweepful (Schifter, 1998). The facilitator will
hand out the Challenging Behavior Pyramid sheeg. gdual of this activity is for teachers to

reflect on and filter out why a student may be oegjing or having the challenging behavior.

Event Pyramid: Think of a challenging behavior nnreraction with a student you had recently
that felt like a struggle.

Fill in the pyramid

Describe the event — what was tH
trigger? What was happening
when the challenging behavior

began?

e

What could be the underlying issues? What is
the behavior really about?

What issues did this event touch for you? Forther person?
Who else can help?
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Outcome

To give a teacher the opportunity to be reflectine for the facilitator to understand the
participants’ beliefs about how they respond tdlehging behaviors, the following questions

worksheet will be handed out for the participananswer.

Where do | encounter events over and over thatrrsmam to be resolved?

Where do | sometimes react quickly and stronglyclwimay not match the event?

Are there interactions or experiences that terfthfgpen with certain students but not others?

Which conversations or interactions do | work hrdvoid having to deal with?

Who else in the school can help?

Targeted Component: Knowledge and Relationships Camfluence Situations
Content

Brief Summary. Knowledge of your students is a simple, yet indsgdimportant
concept. How that knowledge influences a teaclresponse helps the teacher target what works
best for that child, it also shows the rest ofdless an understanding for that child’s

struggles/needs.
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Process/Activity

Activity 1. This instructional activity’s purpose is for teach& engage in a
conversation after reading a case study. Thisuwaskdesigned to highlight explicit reasons
behind a teacher’s reward system for one partiailatent. How can that be a fair concept? The
facilitator will hand out the following vignette drguotes taken from classroom teachers who

practiced the philosophy “fair does not mean thaesa

A Teacher’s Case: Fair Does Not Mean the Same

For Frances, because of the high levpbuerty and the number of homeless children in
her classroom, she made sure children’s basic need@smet even prior to teaching. Her
knowledge of the struggles contingent upon heresitgl home lives allowed her to provide for
their needs, thus creating attachments wherebgthdents developed trust for her. Although i
may seem simplistic, these small attachments atldveg students to trust her. During math
instruction, Jacob B. (a child with autism who cathogvn from another classroom for math

instruction) walked in late into Teacher Francedass during the math block.

Teacher Frances (to Jacob B.): “Better late thaeme

Jacob sat down. He looked sluggish. He was noicgaating and sliding out of his chair

Teacher Frances: “Jacob B., you alright?”

She leaned down to his eye level and rested et bia his back.

Jacob B.: “Just tired.”

Teacher Frances brought over a few jellypbeangahthem in front of Jacob B.’s
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notebook. Teacher Frances determined and workddJatob B. to develop a reinforcement

system.

Teacher Frances: “Well, we’'ve got to get you woker?

She then helped him get his coat off.

Teacher Frances: “Let’s continue to wake you up.”

She then gave him a gentle hug and shoulder shikemiled a huge smile. No one made

a fuss or responded when Jacob B. got jellybeans.

A few minutes later, when Jacob B. was off-taskiagTeacher Frances simply and
gently asked, “Hey buddy, what are you doing? Gainget back to your work?” He obliged an
was given one jelly bean. In Frances’ exit intewishe told me how Jacob B. was mesmerize
by the jellybean jar on her desk, and thereforeksigsv immediately that the jelly beans would
be a positive reinforcement for him. Having varynegvard systems or strategies for each stug
was a norm, and that norm was emphasized to tesrolam. This norm may defy traditional
beliefs, but what these children were learning thas these reinforcement systems were fair
because of their varying abilities, and they wezeassary for each individual child to be
successful. Also, when Jacob B. got up from hitetdlaring math instruction, Jay, another boy
from another table, quietly walked over to him geahtly guided him back to his table. France
said, “Oh, thanks Jay.” Because of the understgnaloout children’s different needs in this

community, the children helping one another withoeing asked by their teacher.

Frances often said “fair is not the same.” She @isk this a step further by making sur
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the rest of the class understood that philosophg.said:

“See, you have to know, absolutely have to knowhdads’ individual [needs]. It is super

important to us that fair does not mean the sameafy kid. For anyone. From the first day w:
tell them that | promise you that | won't treat ang else the same. | need to treat each one O
you totally different. I'm not going to give Ryahis, because that is not what Ryan needs. He
may actually be offended if | give him one jellype®ur treatment of these kids will be totally
different because this is what a kid needs. Thage gnow, theknow Sometimes people think
it is not fair, but they look at these kids ovesr across the table, they look at D in the corne
and they go “Oh. Is he okay?” They know it is ngdital and they know D needs what D need

“Well, for example, one of my kids might be on &éa system and they might get a Skittle for
sitting up big, or having a quiet body, or raisthgir hand. So, kids may say, “Well, that’s not
fair, he gets a Skittle and | don’t.” And it is &u mean for a five year old, how is that fairz,Bu
what we talk about is that this is what he is wogkon and you are working on something
different, so you might not get a Skittle for tHisit you might get a different sort of
reinforcement or a high five. Something for whatiye doing and we can talk about that for
something that is really hard for you. But, itasrf because it is hard for him and it is not hard
you. We can set a goal for yourself and we camdtigome up with a plan for you and what is f
for you. We use the word fair a lot. What's faidamhat is not fair. Globally and at their level
and my kids actually get that. They are like, “oficse he gets a Skittle for sitting up, yeah | g¢
it.” They know that there might be a kid who istng toys on his head or dancing around and
they are like, “Yeah, he’s sitting still. That iw@some friend. You get a Skittle.” Ya know. The
figure it out.”

D
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Protocol

To support the above excerpts and to facilitate discussions about teacher’s own
beliefs regarding the idea that “fair does not mis@nsame,” they use the prior protocol titled

The Four “A’s.

Outcome

Participants spend thirty minutes to write aboeirtbwn experience with a vulnerable
child and a possible behavior system for that db@ded on need. The following questions will

help guide this writing.
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Targeted Component: Modeling Discussions and Delibbations
Content

Brief Summary. Teachers might already have some experiencegtdéiol) discussions
during challenging behaviors or during social ciotélto come up with a solution that is agreed
upon by the entire group. To encourage pro-so@hhbiors, adults can communicate pro-social
norms and values by providing opportunities foldran to “work collaboratively with one
another, and participate in group problem solvingd decision making” (Osterman, 2002).
Discussing a problem in an open, accepting waysaa example for showing that a student’s
ideas are valued and they are a valued membeeaammunity. Teachers being able to learn to
listen to children in order to understand theirspectives, and then facilitate discussions

engaging their students in decision-making, ensegegty and fairness for all.

Process/Activity

Activity 1. Two cases:

It can be quite powerful for a classroom communihen students in conflict share their
feelings and ideas about the reasoning behindah#ict as well as coming up with a solution to
decide what is best for everyone involved. A stiadeeking to understand what the conflict is
about and the possible outcomes, while contributirg common solution is valued for his/her
ideas. Let’s drop in on two teachers’ classroonme fRcilitator passes out the two very different,

short case studies, followed by a protocol.

Tommy’s Case
There was a boy named Tommy in my first gradesctasn. He seemed unhappy

and his actions often escalated into physical aggpa—yelling, kicking, and pushing over
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chairs. He had a starring role in the principaffice. His small, 4x4 card on the very publ
classroom behavior chart was always on “red” onewverse, “white” (a “white” card
denoted a phone call home and a trip up to theijpah). The class members’ dropped jaw
and gasps always followed him as he walked ovérdahart on the wall to change his cq
from whatever color it was on to “white.” Tommy wesnstantly banished, both literally
and symbolically, from our little classroom of sateen students. Trying to balance
Tommy’s disruptions and classroom learning regulardhausted me. His behavior also
influenced his academic progress and his persefationships with other students. Over {
course of the school year he did not learn hove#aly and he made virtually no
improvement in other subjects. He wanted friendbtard to make them, but was always
rejected. No one ever wanted to play with him, eN@ugh he tried to join in play daily.
Classmates continually told him he could not plaghwhem or they would run away when
they saw him coming. Reflecting back, Tommy wasasely not an accepted member of 1
classroom community. Although he tried over andr@gain to gain a sense of belonging
including demonstrating disruptive behaviors, élhis efforts were futile.

Before the school year began, Tommy’s previoushiglaswarned me that he would
be my student. In the conversation that followebtecame clear that she did not like him
and wanted me to be ready. Over the course ofretggfade year in my classroom, | foun
that stories about Tommy’s misbehaviors, aggressiNkursts on the playground,
unpopularity and alienation from teachers and sitglalike, were common.

One day | was at the front of the classroom tearhimath lesson when Tommy
suddenly started to distract the entire group @isinuptive behaviors—yelling, poking his

desk neighbor, and teetering and falling out ofdhair. | got upset. | was frustrated. |
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scolded him in front of the entire class. My boogwoice was firm and unkind.ommy!
Stop! You need to sit still. Be quiet. You arertgldway from the rest of the class’s
learning. Change your card to “white.Then, | noticed that Tommy not only hung his he
and slumped his entire body over his desk, but Adaiing two desks away from him,
looked sad and shocked. Alex started to cry. I$eed him. In that moment of clarity, |
knew my actions toward Tommy had an incredible ichp@t only on Tommy, but on the
rest of my class as well. My immediate outward oexse, which looked quite a bit like
dislike for Tommy, showed the entire class thatas not accepted by me, his classroon]
teacher. Looking back, | realized that almost &lhg responses to any of Tommy'’s
challenging behaviors looked like they did that daying the math lesson. Often | was
calmer but he still “got in trouble.”

Because | had only a few years of teaching undebeftyl thought that having a
well-run classroom meant | needed to have firmigis® to maintain order. My classroom
management was built on rewards and punishmentge@sall the management styles of
the teachers in my school. On my behavior chavag always the same kids whose cards
were on “red.” My behavior modification strategfes Tommy were simple—point out
unacceptable behaviors (sometimes harshly), chaisgeard, and send him to the office. |
secretly felt relief when he left my classroom hesmaafterward there were no more
disruptions. | now realize that my behaviors arspomses toward Tommy contributed to :
cycle of rejection from not only me, but in turmprin his peers. | now realize that my
discipline and classroom management strategiebdiomrmy did not contribute to his social
and emotional growth, or the social and emotiomaigh of the rest of the class. The rest

the class was learning from me that a child withllemging behaviors was not an accepte
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member of our community.

After the year Tommy was in my class | heard framdubsequent teachers that h
schooling was unsuccessful. The stories they shaeed not news to me. They indicated
that Tommy always struggled to learn, was diffi¢alteach, was often in trouble, and
continued to be rejected by his peers. | now knwat L, and other teachers, could have m
effectively responded to Tommy’s disruptions in walyat would have promoted peer
acceptance, helped him to learn, and allowed hibetstue member of our classroom and
school community—a member that felt he belongeshderstand that there are numerous
reasons that some children are less liked thansgthewever my experiences led me to
wonder if the reactions of Tommy’s teachers todhigllenging behaviors helped to
perpetuate his peer rejection and long-term legrdifficulties. In my poor responses to h
disruptive, challenging behaviors, | think | mayw&dailed him.

After that year, | knew there had to be a bettey arad | never sent a child to the

office again. | no longer used any form of a pubkhavior chart to discipline students.

ore

2]
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AJ’s Case

During free choice-time (in and outdoor play ie tlassroom) AJ, looking for
Isabella, ran inside the classroom from bowlingsmlg in the open play area with a group of
4 boys, visibly upset. He walked up to Isabellanigyto explain the problem through sobs
and tears. Isabella put her hand on his shouldégr A few minutes and deep breaths, he
was able to articulate that Nick “was not playiag while bowling,” and took the bowling
ball away and yelled at him. Isabella was silerAagjave his explanation. She listened
patiently while he tried to find his words. Thehegput her arm around AJ, guided him
outside while telling him in a gentle, caring vqitkeam super proud of you for using your
words to find me and ask for help. Remember, wescdve problems by remaining calm
and talking about it.” She praised him by affirmimg prosocial behaviors. The two walked
outside and approached the group where Nick wasnglaAs Nick noticed them, he started
walking toward his teacher and his friend, handirsghead.

Isabella: Let’s figure this out and talk aboutithat happened? Let’s talk about working
hard to be good friends.

Nick: He took the ball. | told him “No!”

Isabella (speaking very gently and with care tokiNidlick, look at how upset he is. Look at
his face. When you scream and say “no,” how dotiimk that makes your friend feel?

Nick: (Pause) Not good. Sad.

Isabella: We try to make our friends feel better.

Nick goes over to AJ and puts his arm around hosikter.

Isabella: Can we decide on a way to play whereyewver feels like it is fair?
AJ: | have a problem, | want to steal the ball.

Nick: You can’t STEAL the ball.
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Isabella: What should we do? (Long pause) Is thigygroblem or a little problem(The
class was working on a social skills curriculumttirgentionally addressed “big” and
“little” problems and the appropriate responsesdach.)

Nick: We can take turns. We can steal the balllate

Isabella: Will that work?

AJ: Sure (Both boys run off to corner of the ougspday area to bowl.)

Isabella: (Cheering when another boy rolls the &adl the pins fall down). Yeah! We try
and make our friends feel better!!!

Nick: (Excitedly) That was goooooood. (After lotispins fell down) Go AJ, go. Go AJ, go.
(Chanting)

Isabella: AJ, how does that make you feel when yoemd chants for you?!
AJ: Good!

Isabella: Nick, how does that feel cheering forryiend?

Nick: SO good!!!!

All 4 boys are cheering as the next boy startsowlb“Go, go it's your birthday, it's your
birthday. Go Jin, Go Jin. Go Jin, it's your birthgd

Protocol

The facilitator will pass out the following protowith discussion questions to unpack
the critical difference in the two vignettes (trexgonal story piece of this protocol is

representative by the two vignettes):
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A Change in Practice

Developed by Gene Thompson-Grove.

The purpose of this protocol 1s to provide a structure for analyzing the process participants have used to
make changes in their practice, and for linking that process to Inquiry. This protocol highlights the changes
educators constantly make in thelr practice, and gives them a way to think maore systematically about

the questions and data they use to inform those changes. Key 1o this protocol is the discussion in step 4,
when the group talks in such a way that they broaden the presenter’s thinking about how sthe generally
approaches making changes in his or her practice.

Roles

& A facilitator (who also paricipates) should be assigned for each round. The facilitator’s role is o keep
the conversation moving through each phase and to facilitate the final conversation, The facilitator
should also keep time,

* The presenter shares his or her writing about a change s/he has made in his or her practice, This
becomes the text for professional leaming within the group.

= Groups of three seem to work well for this process, as it allows every group member to present, and the
comversation bullds and deepens. I, however, a presenter prefers to hear multiple perspectives, a group
of four or five could be wsed.

Time
Appraximately 75 minutes for triads,

Process

1. Writing (10 minutes)
Each member of the group writes about a change he has made in his practice, with as much detail as
he can muster (see prompts, below). This writing should tell only what happened, like a snapshot. The
writing should be erisp and succinet, but it should be clear that the group’s discussion will be about
what happened, not about the gquality of the writing.

Describe a significant change you have made in your practice:

» What were you teaching/doing?

* What change did you make?

= Why did vou think you should make a change? How did you know you should be doing something
differently? Was there a question that led to the change!

# How did you decide what to do? Was there data or evidence of some sort that made you think you
should make a change?

* Henw did you know whether the change was successiuliwas working?

* Whao else played a role?

= Mow, what are you wondering about?

Protocols ane most powerful and effective when used within an ongoing professional lkeamng commumity such as a Cntical Friends Group®™ and facilitated
by a skilled coach. To leam more about professional leaming communities and seminars for new or experienced coaches, please visit the Mational School
Ruednem Faculty websibe at weasnsrharmony.omg,
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Outcome

To give a teacher the opportunity to be reflectibeut their own discourse with students
and for the facilitator to understand the partioiggapossible change in thinking about how to

talk to students during a conflict, the followirgflective questions are posed:

Reflective Questions

How do I talk to children when we are presentedhwaitchallenging behavior?

What are my students learning from how | talk ten?

In the next few weeks, where do | see opportunibegflect on the ways | talk to my
students?

What challenges may | encounter when | try to mardigruptive, challenging and
undesirable student behaviors?

What kinds of questions can | ask to help undedstaconflict or challenging behavior?

In summary, this chapter presented sample prafeaksdevelopment tools for teachers to
learn about strategies for dealing with challendieaviors in accepting ways—ways that help

promote a caring community.
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CHAPTER 6: DISCUSSION

What | Found

The purpose of this study was to develop a workiagnework and a set of clear ideas
concerning classroom management—patrticularly inmglvesponses to challenging or
disruptive behavior (events)—for use in the creatbsupportive professional-development
tools. This framework was derived from a two-paéthod: 1) interviews with three teachers
(Isabella, Lucy, and Frances), in which they disedstheir philosophies regarding response to
events, and 2) close observations of these ted@amstudents’ experiences inside the
classroom community. My findings were descriptingnature and offer the teachers’ perceptions
of their approaches to dealing with students’ @raling behaviors. The findings were
categorized into five themes, which, taken togetbenstitute a sample set of professional
development supports: 1) A teacher’s belief abbiten’s can influence his/her responses to
challenging behavior; 2) A teacher’s knowledge isftrer students and relationships with them
can influence behavioral situations; 3) A teachedeling caring and kind responses to behavior
can help build classroom community; 4) A teachedeting discussion, deliberation, and
listening during and in response to challengingavedr can help build classroom community; 5)
Flexible student mobility and placement options sapport children with challenging

behaviors.

These themes exemplify the teachers’ pedagogogabaches to children exhibiting
challenging behaviors. These approaches resultdetidevelopment of caring classroom
communities wherein students who displayed behaylat generally would result in rejection,
were accepted. Children like AJ, Jacob B., Isaaald, David, despite their disruptive and

difficult behaviors, were ultimately accepted bexmof the ways their teachers responded. These
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classroom stories suggested the possibility tlthild who struggles with challenging
behaviors—behaviors that often get a child banidhed the classroom to the principal’s office
or publicly embarrassed—can be accepted nevertheédibough these teachers each dealt with
instances where one child’s or a few children’dleinging behavior events, their responses
toward that child showed the rest of the childregardless of circumstance, every child was
valued. In other words, these teachers were (ed)ksiing social norms for the other children.
For example, simply because Jacob B. became &fetasily, he was never portrayed or treated
as if her was a “bad kid” by the teacher, and tloeeg he was never seen as a “bad kid” to the
rest of his classmates. Moreover, he was accepidaed-for by the entire classroom

community.

| believe these teachers’ beliefs, discourse, asgdanses to children exemplified the
workings of a caring community for a variety of seas. First, Isabella, Lucy, and Frances
listened to the children in order to fully understaheir perspectives. Secondly, they facilitated
discussions in which their students were engageeadamsion-making. Third, the decision-making
was based on how the children felt and felt theyevireeated. Studying teachers who employ
responses like those of Isabella, Lucy, and Frareaesfurther empirical data on the classroom
teacher’s role in imagining alternative stratedesclassroom management. Perhaps the most
meaningful work in this regard focuses on how tlassroom teacher’s everyday behaviors
function to construct an accepting environmentuliothe implementation of alternative
strategies for classroom management.
Implications for Practice

The implications from this work show us that beeaaka teacher’'s power and its

influence on children, either positively (LadsorlBgs & Tate, 1995; Noddings, 1992/1996), or
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negatively (Midobuche, 1999), they can create ctesas where children feel a sense of
belonging (a fundamental need) by providing an mment where “the need for relatedness
involves the need to feel securely connected terstim the environment and to experience
oneself as worthy of love and respect” (Osterm@f22p. 168). Early education classrooms are
where children first learn to consider others’ iieg$ and perspectives and are therefore a
potentially formative space for moral and emotiagrawth. In this space, social conflicts and
disruptive and challenging behaviors and eventp&@plaily. And yet the teachers in this study
responded to these events in ways that demonsttagdntention to create an accepting, caring
community wherein all students felt like memberse3e responses are often undercut by
societal norms, such as how children ought to belaad how teachers ought to discipline, as
well as by the increasing demands placed on teschiech as constant curricular strains and
assessment. However, on a daily basis a teachén@agportunity to effectively (or not so
effectively) mediate the consequences of classmdignuptions. How teachers respond can
impact a student’s acceptance or rejection by athatents. Effective mediation not only helps
to reduce the likelihood of peer rejection, it @so help lay the groundwork for a child’s moral

development.

A teacher’s response can also affect how childeehdbout themselves. Based on the
extensive literature and research on school commyunhiwould seem that if a student does not
sense his/her importance and value in a school aontyn he/she cannot rely on members of
that community, whether it be a teacher or studeéotsheet certain needs. The essence of a
community is that all its members feel a senseetdriging (Furman, 1998). If a child feels as if

he or she does not belong, there is not a community
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One final note—abandoning the “that-is-how-it-#sid/or “one-size-fits-all” punitive
approaches to school discipline takes tremendouiage. It means that educators must reject
beliefs, upheld for generations, about traditignatishments for stopping unwanted behavior.
Once teachers, principals and school staff stdig\oeg that all children are good, they can
begin to create a space wherein all children fafe 80 experience their emotions and behaviors

and will be accepted.

Rationale for Professional Development Supports Prosed

As presented in the Chapter 2, there is a cathfdear set of ideas regarding classroom
management and discipline methodologigss dissertation project is just the beginninghait
discussion. Creating professional development dppiies that promote a discussion about
how teachers handle aggressive and difficult beirasia challenging task. However, Dana and
Yendol-Hoppey (2008) remind us that, “Whatever ysitwation, remember that starting small is
better than not starting at all” (p. 17).

The professional development tools outlined ing&a5 present components that were
derived from three exemplary teachers. This diaert's purpose was to take those themes and
develop a set of ideas regarding a teacher’s inrtbment responses that can be communicated
to teachers.

Changing a teacher’s beliefs is very difficult.f2aand Yendol-Hoppey (2008) remind us
that, “Translating new strategies, approaches paadgogy from theory to practice within
individual classrooms is rarely a simple task &adhers, and it is natural for dilemmas to
emerge when implementing as innovation” (p. 3).iAgkeachers to address and reflect on
traditional methodologies for dealing with challerggbehaviors can often prove difficult

because the topic embodies teachers’ beliefs amavies toward children, which can be a
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sensitive topic. Blaustein & Kinniburgh (2010) ravéhat a caregiver (teacher) may have
feelings of ineffectiveness, guilt, shame, andfagea toward a child, which may factor into their
approaches to discipline. These feelings theredts@ impact the sensitive nature of talking
openly about how teachers deal with challengingbieins. Thus, it is necessary to address this
topic in a trusting, safe environment, like mod#lprofessional development can provide.
Limitations

The purpose of “qualitative research is to studygs in their natural settings, attempting
to make sense of, or interpret, phenomena in tefrttee meanings people bring to them”
(Denzin & Lincoln, 2005, p. 3). With this in mindattempted to make connections between a
classroom teacher’s responses to challenging axptige behaviors (events) and the formation
of a community in which all children were true mesrd As this is a descriptive study to gather
innovative pedagogies, | do not make any claimsiatie causality of a teacher’s response or
peer rejection. The following are the limitatiomslaassumptions to this small study.

Part of this study took place in a lab school wHeabella’s training is in special
education in an inclusive setting. Also, Lucy amdri€es had been trained in how to work with
children who have experienced intense emotionahiess. This is a descriptive study which
contributed to teacher supports and therefore génation beyond the study, without further
replication, would be inappropriate.

In Isabella’s case, the study was conducted totvea@nd of the school year, by which
point Isabella had laid extensive groundwork foiirastusive classroom. My data set revealed
many of her strategies; however, observations occtediwover an entire school year would add

depth and breadth to a similar study.
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Additionally, qualitative research defines the egsber’s role as being the primary
“‘instrument” for conducting, analyzing and repogtiimdings of a study (Merriam, 2009).
However, being the primary instrument, my biasesassumptions influenced my thinking. In
Chapter 3, | outlined my systematic proceduresd Imy biases.

In my ten-year, early-childhood teaching careenritinually observed the phenomenon
and problem of peer rejection, and those expergemapacted my thinking and understanding
about this topic (Wolcott, 2005). | repeatedly netl that an aggressive or misbehaving child
was likely a child who experienced rejection. Regdachildren often responded with increased
aggression, and this aggression led to further pgection, leading to a painful cycle for the
rejected child. My experiences and exposure to/aglepeer rejection led me to become deeply
interested in how teachers approach children’s emabiors in the classroom. | found that a
teacher’'s immediate reaction to a student’'s misbehaould alter the space in which children
connect with one another.

Therefore, my “stance” on children’s acceptancassiooms as community, and
inclusion/exclusion is this—I believe that a foarsrelationships and “belonging” should be at
the center of school reform and improvements. j@ned by other scholars in this effort
(Mitchell, 1990, Furman, 1998).

Finally, as previously mentioned, to change ahlieds norms and beliefs is difficult. The
purpose of this work is to challenge how teachatseducators think of themselves and their
role in creating acceptance, which may in turn dgeatheir behavior. The assumption is that a
child’s challenging behaviors are not about thelteg they are about the meaning of the
behaviors. Moreover, this work is not only abouddurcing working models; it is about knowing

the outcomes for peer rejected children and theecion between peer rejection and classroom
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management. It means we are talking about shiétttitydes and perspectives—shifting
normative beliefs that have been historically carded. This shift, however, is necessary

because much is at stake.
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APPENDIX A

Teacher Interview Protocol

The following interview questions guided the int@ms Theory-based classroom teachers:

Building Rapport and Understanding Pedagogical Aaghes (30 minutes)

| truly appreciate you taking time out of your bsshedule to be interviewed by me. As you
know, | am conducting a study to understand mooepiing methods for classroom
management and discipline. | am here to learn fy@m. Your identity will be kept completely
confidential, and if at any point you feel uncortdibie in answering any questions, feel free to
let me know, and we can move on to the next orierteBee begin, do you have any questions?

Could you describe your current role and your respulities?

Can you please tell me how long you have taughatwhades and what locations?

Tell me a little about the school community here at ?

What are you primary goals as a teacher of Kindezg#irst grade?

How do you set up your classroom to accomplishelgmals?

Can you talk to me about the strategies you uselpkids build a sense of community

in your classroom?

What strategies do you use to help build peer danep? Can you give me an example?

Given the context of your ideas about building camity in your classroom, what do

you do when there are misbehaviors/challenging\nets? Can you give me an

example?

9. How do you think your response to a challengingavedr influences the classroom
community?

10. Given the context of your ideas about building camity in your classroom, what do
you do when a child is rejected by his/her peetsldrthey can’'t play?

11.How do you go about helping a child who is typigatjected become accepted and
included by his peers?

12.What supports do you have for dealing with misb&raichallenging, specifically
children that are not accepted?

13.Where did you learn these strategies for dealirig misbehaviors/challenging
behaviors?

14.What do you do immediately during an aggressiveabien? For example, when a child
throws sand at another child angrily?

15.1n what ways does the school deal with misbehatagggessive behaviors?

16.What support you in dealing with challenging/aggres behaviors?

17.Can you talk to me about a situation you have hatie past with a child who has had
difficulties being accepted/included, what are ythaughts of that child’s experience of
school?

18.What methods, curriculum, or strategies do you enmy@nt so your students deal/learn

about rejection/acceptance?

ok wnE

o~
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19.How do you talk to your class about community?

20.How do you ensure all students feel a sense ohpeig to the community?

21.How, if at all, do your students socially reflecidatackle issues of peer rejection during
play?

22.How, if at all, do you facilitate this?

Is there anything | didn’t think to ask you abdutge topics of peer rejection/acceptance and
community building that you think is important foe to understand?
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APPENDIX B

Classroom Observation Guide

| collected field notes during observations of a tundergarten/first grade classroom where the
teacher employed accepting practices for commumitlgling and responding to challenging
behaviors. Particular attention was paid to featreaspects of the teacher’s
behaviors/interactions that could be connected whiht was discussed in the teacher’s
interview. Also, particular attention was made toments with challenging behaviors. Field
notes were recorded during observation, with agamuthe following information:

Classroom Environment

Is the learning atmosphere a welcoming one?

Wall postings

Arrangement of furniture and materials—draw picture
Student seating

Small group and whole class work areas

Display and posting of student work

Teacher’'s Overall Behaviors

How is the teacher building an accepting classroom?

Language and tone of language used by the teacher

Student responses and nature of student responses

Teacher talk

Student talk

How time is structured during the time block — atiés, lessons, student-student
interactions, etc.

Teacher and Children Interactions during ChallerggiBehaviors

Tone inflection during the conversation — particlylan times when there is a
challenging behavior.
Nature of the interaction
o What are children’s interactions and conversataunng unstructured
play?
o What does the teacher do during aggressive/chatigrighaviors or
problems during play?
0 What are the teacher’s interactions with the chitdduring a
conflict/misbehavior during play or classroom instron?
o Which children are accepted/rejected



108

REFERENCES

Alexander, P., Schaller, D., & Hare, V. (1991).Comgto terms. How researchers in learning in
literacy talk about knowledg&eview of Educational Research, 815-343.

Asher, S. R., & Coie, J. D. (Eds.). (199Bger rejection in childhood: Origins, consequences,
and interventiorNew York: Cambridge University Press.

Asher, S. R., Hymel, & Renshaw, P. D. (1984). Loreds in childrenChild Development,
55 (1984), pp. 1456-1464.

Bagwell, C. L., Schmidt, M. E., Newcomb, A. F., &Bowski, W. M. (2001). Friendship and
peer rejection as predictors of adult adjustmiety Directions for Child and Adolescent
Development, 48pring), pp. 25-49.

Ball, D. L. & Cohen, D. K. (1999). Developing prae, developing practitioners. In L.
Darling-Hammond & G. Sykes (EdsTjeaching as the Learning Profession: Handbook
of Policy and PracticeSan Fransisco: Jossey-Bass, pp. 3-29.

Battistich, V., D. Solomon, M. Watson, & E. Scha(i€997). Caring school communities.
Educational Psychology32 (3): pp. 137-151.

Barkley, R. A. (1996). Attention-deficit/hyperadtidisorder. In E.J. Mash & R. A. Barkley
(Eds.),Child psychopathologfpp. 63-112). New York: Guilford Press.

Barth, R. (1981). The principal as staff develogeurnal of Education, 162), 144-162.

Baumeister, R. F., & Leary, M. R. (1995). The nezbelong: Desire for interpersonal
attachments as a fundamental human motivaeypchological Bulletin, 117(3pp. 497-
529.

Bierman, K. L. (2004)Peer rejection: Developmental processes and intéror strategies.
New York: Guilford Press.

Bierman, K. L., Miller, C. L., & Stabb, S. (1981mproving the social behavior and peer
acceptance of rejected boys: Effects of socidllts&ining with instructions and
prohibitions.Journal of Consulting and Clinical Psychology, $p, 194-200.

Blaustein, M., & Kinniburgh, K. (2010)reating traumatic stress in children and adoledsen
How to foster resilience through attachment, setfulation, and competenciew York,
NY: Guilford Press.

Boutte, G. S. (2008). Beyond the illusion of divigrsHow early childhood teachers can promote
social justiceThe Social Studie39 (4): pp. 165-173.

Bowlby, J. (1973)Attachment and loss. Vol. 2: Separation: Anxietgt anger New York:
Basic Books.



109

Bowlby, J. (1982)Attachement and loss: Vol. 1. Attachm@if ed.). New York: Basic Books.

Brophy, J. E., & Good, T. L. (1974)eacher-student relationships: Causes and Conseggsen
Oxford, England: Holt, Rinehart & Winston.

Brophy, J. (1988). Educating teachers about magagassrooms and studenigaching and
Teacher Education, 4, 1-18

Coie, J. (1990). Toward a theory of peer rejectiors. R. Asher & J. D. Coie (EdsBeer
rejection in childhoodpp. 365-401). Cambridge: Cambridge University Bres

Coie, J. D., Dodge, K. A., & Kupersmidt, J. G. (D99Peer group behavior and social status. In
S. R. Asher & J. D. Coie (EdsBeer rejection is childhoofpp. 17-59). Cambridge,
England: Cambridge University Press.

Connell, J. P., & Wellborn, J. G. (1991). Competrautonomy, and relatedness: A
motivational analysis of self-system processe$AliR. Gunnar & L. A. Sroufe (Eds.),
Self processes and developm@ol. 23). (pp. 43-77). Hillsdale, NJ: Erlbaum.

Cooper, J. O., Heron, T. E., & Heward, W. L. (200%)plied behavior analysi(s‘znd ed.). Upper
Saddle River, NJ: Prentice Hall.

Deci, E. L., Vallerand, R. J., Pelletier, L. G.Ryan, R. M. (1991). Motivation and education:
The self-determination perspective. EducationgtRslogist, 26(3, 4), 325-346.

Denzin, N. K., & Lincoln, Y. S. (2005). IntroduchoThe discipline and practice of qualitative
research. In N. K. Denzin & Y. S. Lincoln (Edddandbook of qualitative resear¢Brd
ed., pp. 1-32). Thousand Oaks, CA: Sage.

DeVries, R., & Zan, B. (1994). Moral classrooms amatral children: Creating a constructivist
atmosphere in early education. New York: Teackertege Press.

Dewey, J. (1916)Democracy and educatioNlew York; MacMillan Company.
Dewey, J. (1938)xperience and educatioNew York: MacMillan Company.

Dodge, K. A. (1989). Problems in social relatiopshiln E. J. Mash & R. A. Barkley (Eds.),
Treatment of childhood disordefisp. 222-244). New York: Guilford Press.

Dodge, K. A., Coie, J. D., & Brakke, N. P. (198Bghavior patterns and socially rejected and
neglected preadolescents: The roles of socialo@gprand aggressiaodournal of
Abnormal Child Psychology, 1889-410.

Elicker J, Englund, M., & Sroufe, L.A. (1992). Prelthg peer competence and peer
relationships in childhood from early parent-chigdationships. In Ladd, G. W. & Parke,



110

R. D. (eds)Family-Peer Relationships: Modes of Linkagtllsdale, NJ: Lawrence
Erlbaum.

Evertson, C. M. & Emmer, E. (1982). PreventativagSsfoom Management. In D. Duke (Ed.),
Helping Teachers Manage Classroofpp. 2-31). Alexandra, VA: Association for
Supervision and Curriculum Development.

Evertson, C. M. & Weinstein. C. S. (Eds.) (20a8andbook of Classroom Management:
Research, Practice, and Contemporary Issuasirence Erlbaum Associates, Inc.

Fenning, P. A. & Bohahon, H. (2006). Schoolwidedipne Policies: An Analysis of
Discipline Codes of Conduct. In Everstein, C. MW&iIn. C. S. (Eds.) (2006HHandbook
of Classroom Management: Research, Practice, amuté&nporary Issuetawrence
Erlbaum Associates, Inc. 1021-1039

Fichtman Dana, N. Yendol-Hoppey, D. (2008) (2ndied) The Reflective Educator's Guide
to Classroom Research: Learning to Teach and Tiegdio Learn Through Practitioner
Inquiry. London: Corwin Press

Freiberg, H. J. (1996Beyond Behaviorism: Changing the classroom manageme
paradigm.Needham Heights, MA: Allyn & Bacon

Freiberg, H. J., & LaPointe, J. M. (2006). Resedealsed Programs for Preventing and Solving
Discipline Problem. In Everstein, C. M. & Wein. §. (Eds.) (2006 Handbook of
Classroom Management: Research, Practice, and€dapbrary Issued.awrence
Erlbaum Associates, Inc. 735-786

Fullan, M. G. (1996). Turning systemic thinking ib;nheadPhi Delta Kappan, 77420-423.

Furman, G. (2002)5chool as Community: From promise to practi8tate University of New
York Press, Albany

Furman, W., Rahe, D. F. & Hartup, W. W. (1979). Bahtation of socially withdrawn children
through mixed-aged and same-aged socializafibiid Development, 5®15-922

Furman, W., & Robbins, P. (1985). What's the pai@election of treatment objectives. In B.
Schneider, K. H. Rubin, & J. E. Ledingham (Ed€hijldren’s peer relations: Issues in
assessment and interventi@p. 41-54). New York: Springer-Verlag

Gamoran, A., & Nystrand, M. (1992). Taking studesgsously. In F. Newmann (Ed.), Student
Engagement and Achievement in American Schools4@1). New York: Teachers
College Press.

Geertz, C. (1973). Thick Description: Toward arefptetive Theory of Culture. In C. Geertz
(Ed.), The Interpretation of Culture@p. 4-30). New York: Basic Books.



111

Glesne, C. (2011Becoming qualitative researchewsn introduction(4thEdition).
Boston: Pearson Education.

Goodenow, C. (1992). Strengthening the links betweskicational psychology and the study of
social contextsEducational Psychologist, 27(2)77-1996.

Gresham, F. M. (1994). Generalization of socidlskRRisks of choosing form over function.
School Psychology Quarterly, gp. 142-144.

Gresham, F.M., Cook, C.R., Crews, S.D., & Kern(dQ04). Social skills training for children
and youth with emotional and behavioral disord¥edidity considerations and future
directions Behavioral Disorders, 30(132-46.

Hargreaves, A., Earl, L. & Ryan, J. (19%hooling for Change: Reinventing education for
early adolescentd.ondon: Falmer Press.

Hartup, W. W. (1989). Social relationships andttleivelopmental significanc&merican
Psychologist44(2), 120-126.

Hughes, J., Cavell, T., & Willson, V. (2001).Funtlseipport for the development significance
of the quality of the teacher-student relationsbqurnal of School Psychology, 39(4),
289-302.

Hymel, S., Wagner, E., & Butler, L. J. (1990). Regtional bias: View from the peer group. In
S. R. Asher, & J. D. Coie, (EdsBeer rejection in childhoadCambridge University
Press.

Jackson, P. W., Boostrom, R., & Hansen, D. T. (3}9BBe moral life of school§&an Francisco:
Jossey-Bass

Kerr, D. (1997). Toward a democratic rhetoric dicaling. In J. I. Goodland & T. J.
McMannon (Eds.)The public purpose of education and school(jmg 73-83). San
Francisco: Jossey-Bass

Kohn, A. (1993)Punished by reward®8oston: Houghton Mifflin

Kohn, A. (1996). By all available means: Camerod Brerce’s defense of extrinsic motivators.
Review of Educational Research, &&4

Ladd, G.W. (1990). Having friends, keeping frienaisgking friends, and being liked by peers in
the classroom: Predictors of children’s early sdlaaljustmentChild Developmen61,
pp. 1081-1100.

Ladd, G. W. (2005)Children’s peer relations and social competerdew Haven, CT: Yale
University Press.



112

Ladd, G. W., & Mize, J. (1983). A cognitive-sociairning model of social skill training,
Psychological Review, 90p. 127-157.

Ladd, G. W., & Price, J. M. (1987). Predicting dnén’s social and school adjustment
following the transition from preschool to kindartgen.Child Developmen®8,
pp. 1168-1189

Ladd G.W., Price, J. M., & Hart, C. H. (1988). Patthg preschoolers’ peer status from
their playground behavio€hild Development9, pp. 986—992.

Ladd, G. W., Price, J. M., & Hart, C. H. (1990)eBchoolers’ behavioral orientation and
patterns of peer contact: Predictive of socialstan S. Asher & J. Coie (EdsBeer
rejection in childhoodpp. 90-115). New York: Cambridge University Press.

Ladson-Billings, G. & Tate, W.F. (1995). Towardréical theory of educatiorileachers
College Recordd7, 47-68.

Laupa, M. (1991). Children’s reasoning about 3 arth attributes—adult status, knowledge,
and social positiorDevelopmental Psycholog®7, 321-329.

Lincoln, Y. S., & Guba, E. (1985). Chapter 11: Béthing trustworthiness. In Authors,
Naturalistic inquiry(pp. 289-331). Newbury Park, CA: SAGE.

Long, N. J. & Morse W. C. (1996 onflict in the Classroom: The Education of At-rasid
Troubled Student®&ustin, TX: Pro-Ed, Inc.

McCaslin, M., & Good, T. (1992). Compliant Cognitiol he misalliance of management and
instructional goals in current school refofaducational Researcher, 24-7.

Merriam, S. B. (2009)Qualitative research: A Guide to Design and Implatagon and (Rev.
and expand ed.Ban Francisco: Jossey-Bass.

Mezirow, J. (2000). Learning to think like an ad@bre concepts of transformation
theory. In Mezirow, J and Associates (2006arning as transformation.Critical
perspectives on a theory in progress (1343. San Francisco: Josseyass.

Midobuche, E. (1999). Respect in the classroomteRedns of a Mexican American
educatorEducational Leadership6(7), 80-82.

Miles, M., & Huberman, A. M. (1994). Focusing anduiding the Collection of Data: The
Substantive Start. In Qualitative Data Analysisd2d., pp. 16-38). Thousand Oaks, CA:
Sage.

Miles, M. B., & Huberman, A. M. (1994). Tactics fGenerating Meaning. In Authors (Ed.),
Qualitative data analysis: an expanded sourcelitrodk ed.). Thousand Oaks, CA: Sage
Publications.



113

Mishna, F. (2003). Learning disabilities and bultyi Double jeopardy. Journal of Learning
Disabilities, 36, 1-15.

Mueller E. & Silverman, N. (1989). Peer relationgmaltreated children. In D. Cicchetti & V.
Carlson (Eds.)child Maltreatment: Theory and research on the esusnd
consequences of child abuse and nedlgut 529-578). New York: Cambridge
University Press.

Murray, C., & Greenberg, M. T. (2000). Children&ationships with teachers and bonds with
school: An investigation of patterns and corredatemiddle childhoodPsychology in
the Schools, 38(5425-446.

Nabuzoka, D. & Smith, P. K. (1993). Socioeconontatiss and social behavior of children with
and without learning difficultieslournal of Child Psychology and Psychiatry. 3435-
1448.

Noddings, N. (1992)The challenge to care in schools: An alternativpragch to education.
New York: Teachers College Press.

Noddings, N. (1996)On communityEducational Theory, 46, 245-267.

Noddings, N. (2002)Educating moral people: A caring alternative to cheter educationNew
York: Teachers College Press.

Nucci, L. (2006) Education in the moral domai@ambridge, England: Cambridge University
Press.

Nucci, L. (2006). Classroom management for mordl sotial development. In Everstein, C. M.
& Weinstein. C. S. (Eds.) (2006)andbook of Classroom Management: Research,
Practice, and Contemporary Issuéswrence Erlbaum Associates, Inc., 711-731

Osterman, K. F. (2000). Students’ need for beloggmthe school communitReview of
Educational Researcfi0(3), pp. 323-367

Osterman, K. F. (2002). Schools as communitiesd¢bpols. In G. Furman (EdJgchools as
Community: from Promise to Practiqpp.167-195). Albany, NY: State of New York
University Press

Parker, J. G., Rubin, K. H., Price, J. M., & DeRwsM. E. (1995). Peer relationships, child
development and adjustment: A developmental ppathmlogical perspective. In D.
Cicchetti & D. Cohen (Eds.Developmental psychopathology: Vol. 2 Risk, disgraed
adaption(pp. 96-161). New York: Wiley

Parker, W. (1996). Curriculum for democracy. InS®der (Ed.)Democracy, education and the
schools(pp. 182-208). San Francisco, CA: Jessey-Bass.



114

Parker, W. (2003)Teaching democracy: Unity and diversity in pubife.INew York:
Teacher's College Press

Parker, W. (2010). Listening to strangers: classraliscussion in democratic education.
Teachers College Recqrdl12 nl11, 2815-2832

Patton, M. (2002)Qualitative Research & Evaluation Method$fiousand Oaks, CA:
SAGE

Paley, V. personal letter, October, 2011
Paley, V. personal interview, October 31, 2011
Paley, V. G. (1992)You can’t say you can’t plagambridge, MA: Harvard University Press.

Paley, V. G. (1990)The boy who would be a helicopt€ambridge, Mass: Harvard University
Press.

Peck, C. A., Gallucci, C., & Staub, D. (2002). @ndn with severe disabilities in regular
classrooms: risk and opportunities for creatirgusive communities. In G. Furman
(Ed.),Schools as Community: from Promise to Practjpp.167-195). Albany, NY:
State of New York University Press. 217-231

Pianta, R. C. (2006). Classroom management antoredaips between children and teachers:
Implications for research and practices. In Ens C. M. & Weinstein. C. S. (Eds.)
(2006).Handbook of Classroom Management: Research, Pediied Contemporary
IssuesLawrence Erlbaum Associates, Inc., 685-709

Rawls, J. (1971)A theory of justic€€ambridge: Harvard University Press

Richardson, V. (1996). The role of attidtudes aalielis in learning to teach. In J. Sikula (Ed.),
Handbook or research on teacher educai@f ed.). New York: Macmillan. 102-119

Rubin, K. H., & Clarke, M. L. (1983). Preschool tbar’s ratings of behavioral problems:
Observational, sociometric, and social-cognitiserelatesJournal of Abnormal Child
Psychology, 11273-286.

Ryan, R. M. (1995). Psychological needs and thdititon of integrative processe3ournal of
Personality, 683), 397-427.

Schifter, D. (1998). Learning mathematics for teaghFrom a teachers’ seminar to the
classroomJournal of Mathematics Teacher Educatidal. 1, 55-87



115

Serriere, S. (2010). Carpet-Time Democracy: Digitlabtography and Social Consciousness in
the Early Childhood Classroor8ocial Studiesl01(2), pp. 60-68.

Shaftel, F. (1967)Role-playing for social values: Decision makinghe social studies.
Englewood Cliffs, NJ: Prentice-Hall.

Simonsen, B., Fairbanks, S., Briesch, A., Myers&[3ugai, G. (2008). Evidence-based
practices in classroom management: Consideratori®esearch to practic&ducation
and Treatment of Childre31(3), pp. 351-380.

Simonsen, B., Myers, D., & DelLuca, C. (2010). Pdiwy teachers with training and
performance feedback to increase use of thresroas management skills: Prompts,
opportunities to respond, and reinforcem@&etacher Education in Special Educati@s,
300318

Solomon, D., Watson, M., Battistich, V., Schaps,&Delucchi, K. (1996). Creating classrooms
that students experience as communi#aserican Journal of Community Psychology,
24(6),pp. 719-748.

Stage S., & Quiroz, D. (1997). A meta-analysisndéiiventions to decrease disruptive classroom
behavior in public education settin@hool Psychology Review, 2§, 333-368

Stevens, J. (2013). The secret to fixing schodigime? Change the behavior of adults. Online
citation

Strauss, A., & Corbin, J. (1998). Basics of quéiiaresearch: Techniques and procedures for
developing grounded theory (2nd ed.). Sage Puliitst London

Taylor, A. F. (1989). Predictors of peer rejectiorearly elementary grades: Roles of problem
behavior, academic achievement, and teacher prefer Journal of Clinical Child
Psychology, 18(4), pp. 360-365.

Tremblay, R. E., Masse, B., Perron, D., LeBlanc, 8hwartzman, A., & Ledingham, J. (1992).
Early disruptive behavior, poor school achievemdalinquent behavior, and delinquent
personality: Longitudinal Analysidournal of Consulting and Clinical Psychology, 63,
pp. 560-568

Turiel, E. (2002)The culture of morality: Social development, cofteanflict. Cambridge,
Englund: Cambridge University Press.

Vygotsky, L.S., (1978)Mind in Society: The development of higher psyaiodd processes.
Cambridge, MA: Harvard University Press.

Watson, M. & Battistich, V. (2006). Building and Saining Caring Communities. In Everstein,
C. M. & Weinstein. C. S. (Eds.) (2006jandbook of Classroom Management: Research,
Practice, and Contemporary Issueawrence Erlbaum Associates, Inc. pp. 253-279



116

Watson, M. & Eckon, L. (2003).earning to trust: Transforming difficult elemenyaslassrooms
through Developmental Disciplin8an Francisco: Jossey-Bass

Weber, E. K. (1999). Children’s personal prerogativhome and school contexi&arly
Education and Development, ¥89-515

Weinstein, C. S. (1999). Reflections on best pcastand promising programs: Beyond assertive
classroom discipline. In H. J. Freiberg (E&¢&yond Behaviorisr{pp. 147-163).
Needham Heights, MA: Allyn & Bacon.

Wilson, S. M. & Berne, J. (1999). Teacher learramgl the acquisition of professional
knowledge: An examination of research on contempgeofessional development. In
A. Iran-Nejod & C.D. Pearson (Ed$jeview in EducationyVashington, D.C.: American
Educational Research Assoc. Vol. 24, pp. 173-209.

Wolcott, H. F. (2005)The art of fieldwork Lanham MD: Altamira Press.

Wolcott, H. F. (2009).Writing up qualitative researc{8™ Ed.). Thousand Oaks, CA: Sage
Publications.



