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SCHOOL DISCIPLINE IN THE UNITED KINGDOM: PROMOTING CLASSROOM BEHAV
IOUR WHICH ENCOURAGES EFFECTIVE TEACHING AND LEARNING
Good behaviour and discipline are key foundations of good education. Without an ord
erly atmosphere, effective teaching and learning cannot take place.
Department for Education (1994a)
Abstract: The problem of disruptive behaviour in schools may have been around for s
ome time, but it has recently resurfaced as a major social and political issue. As public
concern has risen, so have expectations that this problem area should be managed mo
re effectively by school staff. In this paper, a number of important dimensions of probl
em behaviour in schools are examined and an attempt is made to place the magnitude
of this problem in perspective. A number of government initiatives are summarized an
d a promising model for helping school staff work at a variety of levels to manage unw
anted activities and promote positive pupil behaviour is described. Finally, some key
areas for future development are discussed. These are: developing a curriculum for in
dividual pupils; teaching self-regulatory techniques; using mentoring and peer suppor
t; and enhancing intrinsic motivation.
Introductory Remarks
Problem behaviour in the classroom affects a wide variety of people. It threatens the s
ecurity and attainments of other pupils and is a source of stress for staff, sometimes le
nding to a confidence crisis or even depression (cf. Dunham, 1984). For the disruptive
pupil too, there can be negative consequences, including delinquency (West, 1982) an
d severe academic underachievement (Hinshaw, 1992). Improving the management of
this problem is also likely to have widespread benefits not only for mini-systems like s
chools, but also for society at large.
The general term, conduct disorder, spans a wide range of behaviours, all of which can
be considered to be antisocial to some degree (Gardner, 1992). The definition of disru
ptive behaviour includes any behaviour which appears problematic, inappropriate or
disturbing to teachers (Galloway and Rogers, 1994). Since descriptions like these are li
kely to be too broad to act as a baseline for systematic observation, a more detailed br
eakdown of the types of unwanted behaviour observed in classrooms may be useful.
Disruptive behaviour can be viewed pragmatically using the following five categories:
(i) aggressive behaviour (e.g. hitting, pulling hair, kicking, pushing, using abusive lang
uage);
(ii) physically disruptive behaviour (e.g. smashing or damaging or defacing objects, th
rowing objects, physically annoying other pupils);
(iii) socially disruptive behaviour (e.g. screaming, running away, exhibiting temper tan
trums);

(iv) authority-challenging behaviour (e.g. refusing to carry out requests, exhibiting defi
ant verbal and non-verbal behaviour, using pejorative language);
(v) self-disruptive behaviour (e.g. daydreaming, reading comics under the desk, compl
eting "Fantasy Football" forms). It may be noted that although it may not disrupt the te
acher or other pupils, such behaviour is likely to interfere considerably with the pupil'
s academic attainments.
While any one of these types of behaviour is likely to be disruptive for teachers and ot
her pupils, frequency, magnitude and multi-category characteristics are often key facto
rs for school staff when requesting the advice of visiting support professionals (or excl
uding the pupil from school).
Current Perspectives of Disruptive Behaviour
Although it has been smouldering in the background for many years, disruptive behav
iour in school has recently become a red-hot issue in the United Kingdom. There are
many reasons for the rediscovery of this long-standing problem in education includin
g media focus on individual pupils who exhibit dramatic and disturbing features of co
nduct disorder and on schools who are perceived as having unusually high numbers o
f pupils deemed unteachable. Additionally, British schools in the 1990s have become h
ighly sensitive about their perceived image, parents' expectations have continued to in
crease and government legislation has demanded higher levels of discipline from sch
ool staff.
The above factors have combined to produce a shift in public opinion from a grudging
acceptance that misbehaviour in and out of school has always been the norm, to a less
tolerant stance that something needs to be done about it. Seriously disruptive behavio
ur is now viewed by the media and the public as a phenomenon which is increasing in
frequency and severity, and occurring at a much earlier age in children. What is the evi
dence for such public disquiet? What do we know about the nature of this problem? Ho
w can we begin to understand disruptive behaviour in our schools? Even more import
ant, what is the best way to manage such behaviour?
A survey of the now-copious literature relating to disruptive behaviour in school indic
ates the following features:
a) The Gender Dimension. Boys outnumber girls in this problem area. A survey by the
UK Secondary School Headteachers Association (1992) showed that boys were four ti
mes more likely to be excluded from school than girls, and a report for the Office for St
andards in Education (Ofsted, 1993a) noted that the boy-girl ratio in co-ed special scho
ols for children with emotional and behavioural difficulties varied from 4-1 to as much
as 40-1. Campbell (1996) provides an insightful psychological explanation of the gend
er dimension, in terms of differences in the competitive interpersonal orientation of b
oys as compared with the more co-operative orientation of girls.
(b) The Ethnic Dimension. Some reports (e.g., Ofsted, 1993a; Bourne, Bridge and Searle
, 1994; Ofsted, 1997) have highlighted the long-documented problem of pupils with Afr
ican or Afro-Caribbean origins who are over-represented in the UK exclusion figures. S
ome of the likely underlying cognitive processes suggested in the research literature in
clude misperceptions and misunderstandings of the behaviour of ethnic groups (Gilb

orn, 1993), especially white teachers' misinterpretations of young black male behaviou
rs, dress and language (Runnymede Trust, 1996).
(c) The Parental Dimension. In her survey of factors most likely to cause behaviour pr
oblems in children, Douglas (1989) concluded that the manner in which parents mana
ged their children's behaviour was probably one of the most important factors in the d
evelopment of behavioural difficulties. A number of additional family-based factors ha
ve also been shown to be associated with behaviour problems including parental negl
ect, poor maternal and domestic care under the age of five, family conflict, divorce and
the absence of good relationships with either parent (Audit Commission, 1996; Offord,
1987). Some possible causal mechanisms linking family dynamics and beliefs with pro
blem behaviour in children are discussed in Gardner (op. cit.).
(d) The School Dimension. After nearly 30 years of research into the effectiveness of sc
hools, Reynolds (1995) summarized the consensus which now exists in educational cir
cles as the destruction of the belief that schools can do nothing to change the society ar
ound them and the laying to rest of the myth that the influence of family background is
so strong on children's development that they are unable to be affected by school.
However, Reynolds also warned of the dangers of the popular view that schools do not
just make a difference, they make the difference. This point of view was developed by
Galloway and Rogers (op. tit.) who have argued that it is important to consider a link b
etween quality of school and classroom climate on the one hand, and the attitudinal a
nd motivational factors which influence the behaviour of pupils on the other.
These four dimensions are a reminder of just some of the complex factors which under
lie the problem of disruptive behaviour in schools and a challenge to any expectations
that simple or narrowly-focused interventions will produce instant solutions.
Behaviour in Perspective
Given current public views about the size and severity of behaviour problems in UK sc
hools, it is difficult for people working in education (educational psychologists include
d) to maintain a balanced perspective. While not wishing to diminish what is clearly a
problem in today's schools, it is also important to begin what is a nationwide task of m
anaging disruptive behaviour from a real rather than a perceived baseline.
Although it was noted that problem schools existed and that the behaviour of a small n
umber of pupils in them was described as unacceptable, the overall findings of the An
nual Report of HM Chief Inspector (Ofsted, 1993b) was that most schools were successf
ul in promoting good behaviour and discipline, were "orderly" and had an overall sta
ndard of pupil behaviour which was "satisfactory or better".
Similarly, a large scale observational study of primary schools, sponsored by the Lever
hume Trust (Wragg, 1993) confirmed this general picture of orderliness. The three mai
n categories of misbehaviour noted were noisy chatter, movement without permission
and the illicit use of materials. The teacher's management had led to a cessation or ma
rked reduction in misbehaviour on 96 per cent of occasions.
Most of the teachers observed in the Leverhume Trust survey had "secured good relati
onships with the children and a high work rate" in their classroom. Teacher effectivene
ss lay partly in raising children's self image (by alerting the whole group to positive ac

hievement) and partly in clear classroom rules, fairly and consistently enforced, all def
tly laced with well-received humour.
While recognizing that the behaviour of a minority of pupils was "problematic," Gallo
way (1987) concluded that there was no evidence to suggest a dramatic increase in the
prevalence or magnitude of such behaviour. However, although evidence of what is ac
tually going on in our schools may lighten the gloomy perspective of the general publi
c, the tasks of managing disruptive behaviour and promoting positive behaviour in the
classroom are likely to remain areas where the demand for psychological explanations
and advice is likely to continue.
Some Suggested Remedies
Inappropriate classroom behaviour is neither a simple nor indeed a single phenomen
on (cf. Freude, 1990), yet the political search for simple answers has continued. The Ed
ucation Act 1996 has concentrated mainly on giving schools powers to detain pupils aft
er school (without parental consent); to exclude pupils for up to 45 days in a year; and t
o refuse to admit a child unless parents have signed a home-school agreement.
More generally in the field of special needs, the Code of Practice for the Identification
and Assessment of Special Needs (DfE, 1994b) emphasized a carefully planned and rec
orded series of stages which schools should invoke to meet the needs of pupils who h
ave problems. At stage 1, any cause for concern raised by class or subject teachers is di
scussed with the Special Educational Needs Co-ordinator (SENCo) and an informal pl
an for meeting the pupil's special needs devised.
At stage 2, overseen by the SENCo, more detailed education plans are drawn up and re
viewed. If this process has had little or no success, schools can request the advice of ex
ternal specialists, e.g., educational psychologists, literacy support staff or educational
welfare officers (stage 3). For a small number of pupils (estimated at two per cent or le
ss) whose needs are deemed as not being adequately met, a multidisciplinary statutor
y assessment is carried out and the provision of a legally binding "Statement of Special
Needs" is considered (stage 4). At stage 5, when the Statement is issued, the provision
and monitoring of additional resources required to meet the needs of the pupil are spe
cified.
(For a user-friendly account of the role of the SENCo, the provision of individual beha
viour plans at stages 2 and 3 of the Code of Practice, and details of stages 4 and 5 with s
pecial reference to behaviour difficulties, the series of supplements produced by the jo
urnal Special Children are recommended: see Moss, 1996.)
A short but useful historical perspective of special school approaches to the managem
ent of disruptive behaviour has been provided by Topping (1990). His conclusion was
that within-school measures may offer more promise than more traditional, segregate
d special schools or units. Certainly, inspections of pupil referral units (off-site provisi
ons for children excluded from school which were set up as a result of the Education A
ct 1993) indicated variable standards of behaviour and generally a low level of pupil at
tainment (HM Inspectorate, 1995).
In the case of mainstream education, the efforts of the Department for Education and E
mployment seem to have concentrated on problem highlighting: suggested remedies

have been conspicuously absent. The 1997 Ofsted survey found that the rise in the nu
mber of permanent exclusions and the difficulty in finding alternative placements wer
e swamping some local authorities. Socio-economic factors, the quality of teaching an
d pupil self-esteem were all seen as being linked with exclusion and it was also noted t
hat "referrals to specialist services were often too late or ineffective", because these ser
vices often lacked the resources to cope. The report ended with the traditional observa
tion that more proactive management activities could be initiated by schools themselv
es.
Some more pragmatic suggestions, which could be introduced at a classroom level, ha
d appeared in an earlier government circular on Pupil Behaviour and Discipline (DfE,
1994a). Strategies recommended for teachers included the use of "fair and consistent"
rewards and punishments; the latter might include isolation of the pupil, making pupil
s complete work, reducing breaks or lunchtimes, after-school detention, withholding p
rivileges such as sports events and school trips, or carrying out tasks in the school.
A Management Model
With regard to classroom and individual pupil management, the Behavioural model h
as demonstrated that it is possible both to understand and change inappropriate and d
isruptive behaviour. The traditional framework has been to focus on the antecedents o
f the behaviour, the behaviour itself, and the consequences which follow the behaviou
r. This ABC model (see Figure 1) has been described and reviewed by Wheldall and Ca
rter (1996).
Despite its popularity among psychologists (and its reported effectiveness) the traditio
nal ABC model has often been viewed with some suspicion by teachers and education
alists in the mainstream as an approach which overemphasized control, regarded beh
aviour as fragmented, under-emphasized curriculum management and, worst of all, di
smissed contextual factors which are so important in a school or classroom environme
nt.
An overkill of "behaviour modification" in the '70s often led to psychologists offering c
rude, unrealistic and omni-purpose management strategies (e.g. the introduction of to
ken economies in secondary schools) to deal with what teachers correctly perceived as
the complex emotional and behavioural difficulties of their pupils. It was a situation w
hich made many psychologists feel professionally uncomfortable and which led Berge
r (1979), in an article about behavioural approaches in education, to warn about the da
ngers of a "mindless technology" Although some attitude shifts may have occurred in t
he interim period, the current perceived image of Behavioural Psychology still has so
me way to go before attaining universal acceptance in the world of education.
It is frustrating, and of course of some real concern to contemporary behavioural pract
itioners, to be dismissed as unreconstructed Watsonian behaviourists or even Skinneri
an dinosaurs. (Wheldall, 1992, p. 2)
Although it may be important to build on the strength of earlier models, a contempora
ry behavioural approach would have to allow both psychologists and teachers to mov
e beyond previously restrictive features such as over concern with adult-direction of p
upil behaviour, an overly narrow focus on control, an inappropriate tendency to over g

eneralize management strategies and an annoying propensity to ignore teacher knowl
edge and expertise. The main focus of such a perspective would be to emphasise that e
ffective learning takes place in natural contexts. It is embedded in the interactions betw
een teachers and students (Wheldall and Carter, op. cit.) and depends on positive work
ing relationships (McPhillimy, 1996). In other words, an improved behavioural model
should encourage a more sensitive match between strategies for changing problem be
haviour and the needs of pupils and teachers.
One such approach which has enabled teachers to consider systematically the variety
of possible environmental aspects associated with problem behaviour, discuss strategi
es which are likely to reduce disruption and promote positive behaviour, was suggeste
d by Westmacott and Cameron (1981). The "Antecedents-Background-Consequences"
model of behaviour (see Figure 2) enables a systematic examination of the most impo
rtant dimensions of behaviour.
(a) Antecedents--the events which precede problem behaviour. Data collected here ca
n lead to proactive, preventative management of potentially disruptive behaviour.
(b) Background--the setting or context. Information resulting from an examination of t
his dimension can encourage the creation of a learning environment which minimizes
disruption and encourages positive and adaptive behaviour.
(c) Consequences--those proximal and distant events which follow problem behaviou
r. A consideration of consequences can generate more effective approaches to the man
agement of problem behaviour, after it has occurred.
The "Antecedents-Background-Consequences" model therefore encourages a function
al analysis of the complex relationship between behaviours (both positive and proble
matic) and their controlling conditions. Such an approach, which has been successfull
y used to manage the problems of individual pupils (Westmacott & Cameron, op. cit.)
and to enhance classroom management (Cameron, 1990), could also be extended to in
clude a whole-school approach to behaviour management. These possibilities will no
w be considered.
Whole-School Approaches
More than two decades of study have indicated that schools vary considerably in their
effectiveness, particularly when it comes to the academic attainment and behaviour of
their pupils. (For a summary of some of the factors which appear to be linked with effe
ctive schools, see Galloway & Rogers, op.cit.). The Elton Report (DES, 1989) also highli
ghted the impact which schools could have on the behaviour of pupils (and teachers).
While some schools seem preoccupied with bad behaviour, others have concerted pol
icies for raising expectations and improving standards. [Such schools had successfully]
marginalized bad behaviour by promoting good behaviour. (para 2.29)
There has been no shortage of suggestions on how schools should promote good beh
aviour and discipline. These include using soft systems methodology (Frederickson, 1
990) drawing up a behaviour policy (DfE, 1994c), using systematic problem-solving (St
ratford, 1987; Galvin & Costa, 1994), developing a staff sharing scheme (Gill & Monsen,
1996) integrating school, home and community issues (Williams, 1996) or changing te
acher culture (Miller, 1996).

Table 1 summarizes some of the most promising whole-school strategies which have r
esulted from using the ABC Model during teacher inservice training days. It is interesti
ng to note that the possibilities for change identified by staff who have detailed knowle
dge about their own schools are both subtle and insightful and could form the basis of
a high-quality organizational development programme for schools.
Improving Classroom Management
The Elton Report (op.cit.) concluded that the central problem of disruption could be si
gnificantly reduced by helping teachers to become more effective classroom managers
. Effective teachers (cf. Galloway & Rogers, op.cit.) tend to expect high standards of wor
k and rely on praise rather than criticism to motivate pupils.
Although a few contributors to the field of classroom management have examined cog
nitive and psychodynamic approaches (e.g., Ayers, Clarke & Murray, 1995), the majorit
y have drawn heavily on behavioural models. The most frequently used in British clas
srooms has been the "Assertive Discipline" programme (Canter & Canter, 1992, 1993)
which is designed to help teachers to increase on-task behaviour and reduce disruptiv
e and uncooperative behaviour. Assertive Discipline focuses teacher attention on the d
evelopment of clear classroom directions/ rules, positive recognition of good behavio
ur and disciplinary consequences for disruptive behaviour. In the UK, studies have rep
orted positive changes in pupil behaviour (Fleming, 1994) and in positive teacher beh
aviour (Wood, Hodges & Aljunied, 1996).
Some of the most frequent classroom management suggestions which the ABC Model
has generated are illustrated in Table 2. Such a menu of possibilities could enable teac
hers to consider key classroom management factors in their classroom and identify bo
th strengths and areas for improvement.
Programmes for Individual Pupils
Although not without criticism, there is a substantial body of research literature which
supports the use of behavioural approaches in the management of disruptive behavio
ur (e.g., Garfield & Bergin, 1986; Wheldall, 1992; Wheldall & Carter, 1996). Three types o
f sanctions can be effective in managing some behavioural problems encountered in t
he classroom: private reprimands (Houghton et al., 1990); response cost (withdrawing
a reinforcing activity after unacceptable behaviour) (Docking, 1990); and the use of tim
e out/time away procedures (Harris, 1985).
The other frequently effective component of a behaviour management programme is t
he use of incentives to encourage and maintain desirable behaviour. However, Caffyn
(1987) showed that pupil perceptions were crucial in the selection of classroom reward
s and punishments. In particular, "rewards" which were regularly used by teachers (e.g
. a general and public praise statement) were not perceived to be as "effective" by pupi
ls as a private and specific positive comment from the teacher.
A narrow focus on consequences not only tends to encourage a search for effective san
ctions, but also ignores the possibilities of changing antecedent factors (e.g. providing
an early prompt or using distraction techniques) or modifying background aspects (e.g
. changing peer group seating arrangements).
Frequently, the key factors in the outcome of any behaviour management programme

turn out to be the class or subject teacher's hypotheses concerning the nature and caus
es of disruptive behaviour and his/her beliefs about the possibilities for change. Chall
enging what may be long-standing, self-defeating personal and professional perspecti
ves which some teachers may hold is difficult. However, some of the techniques from S
olution-Focused Therapy (Selekman, 1993) may aid such a cognitive shift. In particula
r, Rhodes (1993) has singled out three dimensions which offer promising possibilities:
the exploration of "exceptions", i.e. those occasions when the problem occurs less or n
ot at all; an emphasis on helping the teacher to visualize and articulate what a "solutio
n" would look like; and consideration and elaboration of the teacher's constructs.
Focusing on the promotion of positive behaviour is equally important. The behaviour
recording form (Table 3) enables teachers to consider wider aspects of behaviour, con
centrate on those factors which seem to be the most relevant to an individual and at th
e same time consider possibilities for encouraging the pupil to acquire adaptive skills.
Whether it is used at a school, classroom or individual pupil level, experience of the AB
C Model has shown that it confers some advantages: the approach can be easily taught
to school staff; it concentrates on those aspects of a problem situation which can be ch
anged; it does not violate the principle of minimal intervention; and it recognizes that t
he people who raise the problem in the first place are the most likely to be able to solv
e or alleviate it. Most of all, it enables school staff to gain a deeper understanding of th
e problem situation and to consider strategies for change which could be used in their
school or classroom. In other words, although the approach offers a general framewor
k, its application generates data and management strategies which are specific to indiv
idual pupils, staff and schools.
Some Future Development Areas Developing a Curriculum for Pupils with Problem B
ehaviour
Although a wide variety of personal, social and school-specific skills are required to su
cceed in a school environment, a number of key survival skills have been identified an
d successfully taught to pupils with emotional and behavioural difficulties (Burland, 1
987; Warden, Christie, Kerr & Low, 1996).
In England and Wales, the Chief Inspector of Schools advocated the teaching of the ba
sic skills needed to survive in the modern world as the most effective method of mana
ging disruption. His contention (Woodhead, 1997) is that many teenagers deprived of t
hese skills try to mask their sense of inadequacy by resorting to deviant or violently cri
minal behaviour.
Such skills not only increase the likelihood of successful encounters with peers and tea
chers, but also make pupils aware of their own power to manage their environment rat
her than reacting to situations which they see as uncontrollable, except through aggres
sive or violent behaviour.
Using Self-Regulated Approaches
Savage (1991) stressed that self control is not merely the submissive acceptance of aut
hority and standards imposed by others, rather, it is behaving in ways which are consis
tent with self-chosen beliefs and goals.
Self-regulated learning as a key construct in effective learning has become much better

understood (see Winne, 1995). Similarly, recent work on the self-monitoring of behavi
our, which requires pupils to observe and record their behaviour, has shown that posit
ive improvements in behaviour can result (Shapiro & Cole, 1994). For some pupils, the
home-school contract described by Gupta, Stringer and Meakin (1990) could encourag
e the shift from teacher-directed to more self-directed behaviour, by making school ex
pectations explicit and building in parent support.
Although there are still many tantalizing aspects of this approach to be developed, the
benefits of self-management procedures are self-evident--independent and adaptive b
ehaviour which can generalize across a wide variety of settings.
Mentoring and Peer Relationships
Mentoring can be viewed as a means of enhancing the transition from adolescence to
adulthood through the provision of support and challenge. Although the nature of the
mentoring process is still to be clarified (see Philip & Hendry, 1996) and the outcomes
for pupils who have behaviour difficulties remain to be confirmed, this approach hold
s much promise, particularly for secondary age pupils with behavioural difficulties.
Similarly, using systems of peer support in school (cf. Sharp & Cowie, 1997) can offer s
chool staff the opportunity to encourage young people to support one another. Recentl
y developed techniques which utilize the potential support available in the peer group
are clearly appealing to staff and pupils alike (see Circles of Friends; Newton, 1996). H
owever, the publication of effectiveness data on such approaches is overdue and woul
d offer reassurance to the many educational psychologists and teachers who are curre
ntly attracted to such methods.
As well as offering much needed advice and support, the attraction of these two approa
ches is that they encourage the growth of mutual respect, as opposed to confrontation
and power imbalance.
Enhancing Intrinsic Motivation
The question of how to motivate pupils for tasks which are (for them) not intrinsically
motivating has been addressed by a number of researchers, especially Deci and Ryan (
1992) and Dweck and Legget (1988). These authors offer guidelines which facilitate the
internalization of the value of activities and the integration of the processes leading to
their successful completion. Strategies include: encouraging significant others (e.g. par
ents and teachers) to offer choices, providing a meaningful rationale for completing sp
ecific activities, minimizing pressures and stress in the learning environment and ackn
owledging the learner's negative feelings (and reframing these in more positive terms)
. The Surrey Educational Psychology Service (1995) has produced two particularly usef
ul booklets for teachers on the topics of understanding and enhancing motivation.
Approaches such as these can encourage disaffected learners to believe that their succ
ess and failure depends on how much effort they put into changing their motivational
source from an imposed to an (agreed/accepted) one. A further discussion of how met
acognitive approaches can be used in the classroom can be found in Doran and Camer
on (1995).
Beyond Schools
Although space has not permitted, a rich and integrated picture would emerge if a sim

ple approach such as the ABC model was applied to local authority and national gover
nment dimensions in promoting classroom behaviour which encourages effective teac
hing and learning. Attempts to challenge the attributions of teachers concerning the na
ture of disruptive behaviour (e.g. Surrey Educational Psychology Service, 1997) or the
perceived responsibilities of parents for the behaviour of their offspring (one of the m
easures included in the Crime and Disorder Act, 1997) could be contextual or as proact
ive or antecedents management. Similarly, making clear what LEA expectations on the
nature of within-school support expected for pupils who have emotional and behavio
ural difficulties (Surrey Education Service, 1995) or government proposals to reduce cl
ass sizes nationally (DfE, 1997) relate to contextual or background aspects. Encouragin
g teachers to develop a positive classroom ethos (Surrey Education Service, 1996) or in
troducing home-school contracts in secondary schools in England and Wales (DIE, 19
97) are examples of more flexible outcome management.
Final Comments
Helping the disaffected and disruptive pupil to acquire self-control and self-discipline
is not an easy task. Pupils need to have the relevant information to allow them to explo
re the behavioural options open to them and to consider the likely consequences of ea
ch. School staff need a learning environment which values pupils, offers feedback whic
h is constructive, and provides opportunities to learn from mistakes. However, to tackl
e the problem of the disruptive pupil, it will also be necessary to invest time in trying t
o understand the situation from the pupil's point of view (cf. Gersch at al., 1993; Gersch
& Nolan, 1994), as well as considering the organizational and management strategies
which need to be in place.
It is hoped that the multi-level and pragmatic management model, together with the fu
ture development areas outlined in this paper, will enable educational psychology pra
ctitioners to develop a richer understanding of problem behaviour in the classroom an
d to help staff, parents and pupils to adopt a more sophisticated approach to the mana
gement of such behaviour. The potential benefits--more effective teachers and pupils-may yet be enough to persuade many that the effort involved could pay rich dividend
s for all!
Table 1. Some Possibilities for Creating Organizational Change Which Encourages Po
sitive Behaviour in Schools A: ANTECEDENTS Empowering staff by: * fostering powerf
ul beliefs about their roles * contingency planning for worst case scenarios * organizin
g INSET on classroom management skills B: BACKGROUND Creating a positive learni
ng environment by: * managing a bullying and harassment * encouraging high expecta
tions for all pupils * creating a "friendly school" * using techniques which enhance pup
il's intrinsic motivation C: CONSEQUENCES Developing a professional approach to th
e management of behaviour by: * teaching pupils the language for sharing complex fee
lings * developing empathy * actively valuing pupil's inappropriate personal attributio
n of success and failure Table 2. Some Possibilities for Creating Organizational Chang
e Which Encourages Positive Behaviour in Classrooms A: ANTECEDENTS * practising
classroom routines * planning activities for "spare" time * encouraging pupil involvem
ent in class rules * considering timetabling possibilities and difficulties * agreeing man

agement procedures with other staff B: BACKGROUND * organizing classroom resourc
es[a] * designing classroom layout * noting key positions for effective classroom mana
gement C: CONSEQUENCES * using classroom incentives and sanctions * developing
differential responses to problem behaviour
a For example, items labelled, personal storage space, seating arrangements, responsi
bility for items, avoiding bottlenecks.
Table 3. A Behaviour Recording Form Which can be Used to Generate a Management
Plan for an Individual Pupil[*] Legend for Chart: A - Name:, Date: B - UNWANTED BEH
AVIOUR C - BEHAVIOUR YOU WANT A B C A Antecedents What provokes or triggers th
e (triggers to the behaviour? behaviour) How can you change what happens to forestal
l the unwanted behaviour, and/or increase the changes of the appropriate behaviour o
ccurring? B Background What is the context--where, when, (the setting for and with wh
om? the behaviour) How can the context/environment be changed to reduce the occur
rence of the unwanted behaviour, B and/or increase the occurrence of the behavior yo
u want? C Consequences What usually happens and what do (the management of you
usually do when the unwanted the behaviour) behaviour occurs? What could you do d
ifferently to manage the unwanted behaviour and encourage the behaviour you want?
* Designed by Alison Knights, an educational psychologist working in Surrey.
DIAGRAM: Figure 1. The Linear ABC Model of Behaviour (after Wheldall & Carter, 1996
).
DIAGRAM: Figure 2. The Interactive Model of Behaviour (Westmacott & Cameron, 1981
; Cameron, 1990).
References
Audit Commission (1996) Misspent Youth: Young People and Crime. London: HMSO.
Ayres, H., Clarke, D. & Murray, A. (1995) Perspectives on Behaviour: A Practical Guide t
o Effective Interventions with Teachers. London: Fulton.
Berger, M. (1979) Behaviour modification in education and professional practice: the d
angers of a mindless technology. Bulletin of the British Psychological Society, 32, 418-4
19.
Bourne, J., Bridge, L. & Searle, C. (1994) Outcast England: How Schools Exclude Black C
hildren. London: Institute of Race Relations
Burland, R. (1987) Surviving skills for the comprehensive school. Educational and Chil
d Psychology, 4, I, 22-28.
Caffyn, R. (1987) Rewards and punishments. School Psychology International, 8, 33-44.
Cameron, R. J. (1990) Contemporary behavioural psychology and problem behaviour i
n school. In M. Scherer, I. Gersch & L. Fry (Eds) Meeting Disruptive Behaviour: Assess
ment, Intervention and Partnership. Basingstoke, Hampshire: Macmillan.
Campbell, A. (1996) Aggression, Gender and Meaning: Crossing the Sex Barrier. Leicest
er: The British Psychological Society.
Canter, L. & Canter, M. (1992) Assertive Discipline: Positive Discipline for Today's Clas
srooms. Santa Monica: Lee Canter Associates.
Canter, L. & Canter, M. (1993) Behaviour Management in the Middle School Classroom
: A Teacher's Guide to Meeting the Special Challenges of Each Individual. Bristol: Beha

viour Management.
Connor, M. J., Epting, C., Freeland, R, Halliwell S. & Cameron, R.J. (1997) Understandin
g and managing Attention Deficit Hyperactivity Disorder: the perspective from educati
onal psychology. Educational Psychology in Practice, 14, 1, 60-69.
Deci, E. & Ryan, M.R. (1992) The initiation and regulation of intrinsically motivated lear
ning and achievement. In A.K. Boggiano & T.S. Pittman (Eds) Achievement and Motivat
ion: A Social Development. Cambridge: University Press.
Department for Education (1994a) Pupil Behaviour and Discipline (Circular 8/94). Lon
don: DfE.
Department for Education (1994b) Code of Practice on the Identification and Assessme
nt of Special Needs. London: DfE.
Department for Education (1994c) The Education of Children with Emotional and Beh
avioural Difficulties (Circular 9/ 94). London: DfE.
Department for Education and Employment (1997) Excellence in Schools. London: HM
SO.
Department of Education and Science (DES) (1989) Discipline in Schools (a report of t
he Committee chaired by Lord Elton). London: HMSO.
Docking, J. (I 990) Managing Behaviour in Primary School. London: Fulton.
Doran, C. & Cameron, RJ. (1995) Learning and learning: metacognitive approaches in t
he classroom. Educational Psychology in Practice, 11, 2, 15-23.
Douglas, J. (1989) Behaviour Problems in Young Children. London: Routledge.
Dunham, J. (1984) Stress in Teaching. London: Croom-Helm.
Dweck, C.S. & Leggett, E.L. (1988) A social-cognitive approach to motivation and perso
nality. Psychology Review, 95, 2, 256-273.
Faber, A. & Mazlish, E. (1980) How To Talk So Kids Will Listen and Listen So Kids Will T
alk. NY: Avon.
Fleming, L. (1994) Assertive Discipline: An Evaluation of the Short-term Effects on Who
le-school Policy and Classroom Practice. University of East London: Department of Ps
ychology.
Frederickson, N. (1990) Systems approaches in EP practice: a re-evaluation. In N. Jones
& N. Frederickson (Eds) Refocusing Educational Psychology. Brighton: Falmer.
Freude, N. (i 990) Perspectives on disruptive behaviour. In M. Scherer, 1. Gersch & L. Fr
y (Eds) Meeting Disruptive Behaviour: Assessment, Intervention and Partnership. Basi
ngstoke, Hampshire: Macmillan.
Galloway, D. (1987) Disruptive behaviour in school: implications for teachers and othe
r professionals. Educational and Child Psychology, 4, 1, 29-34.
Galloway, D. & Rogers, C. (1994) Motivational style: a link in the relationship between s
chool effectiveness and child behaviour. Educational and Child Psychology, 11, 1, 16-2
5.
Galvin, R & Costa, R (1994) Developing a Behaviour Policy and Putting it into Action. Le
eds: Positive Behaviour Unit.
Gardner, F.E.M. (1992) Parent-child interaction and conduct disorder. Educational Psy
chology Review, 4, 2, 135-162.

Garfield, S.L. & Bergin, A.E. (1996) Handbook of Psychotherapy and Behaviour Change.
New York: Wiley.
Gersch, I. & Nolan, A. (1994) Exclusion: what the children think. Educational Psycholog
y and Practice, 10, 1, 2535.
Gersch, I.S, Holgate, A. & Sigston, A. (1993) Valuing the child's perspective: a revised stu
dent report and other practical initiatives. Educational Psychology in Practice, 9, 1, 172
6.
Gilborn, D. (1993) Race, Ethnicity and Education. London: Routledge.
Gill, D. & Monsen, J. (1996) The staff sharing scheme: a schoolbased management syst
em for working with challenging child behaviour. Educational and Child Psychology, 1
2, 2, 71-80.
Gupta, R., Stringer, B. & Meakin, A. (1990)A study to access the effectiveness of home-ba
sed reinforcement in a secondary school. Educational Psychology in Practice, 5, 4, 172182.
Harris, K.R. (1985) Definitional, parametric and procedural considerations in time out i
nterventions and research. Exceptional Children, 51, 279-288.
HM Inspectorate (1995) Pupil Referral Units: The First Twelve Months. London: Ofsted.
Hinshaw, S.P. (1992) Externalizing behaviour problems and academic under-achievem
ent in childhood and adolescence: Causal relationships and underlying mechanisms.
Psychological Bulletin, 111, 1,127-155.
Houghton, S., Wheldall, K., Jakes, R. & Sharpe, A. (1990) The effects of limited private re
primands and increased private praise on classroom behaviour in four Bristol seconda
ry school classes. British Journal of Educational Psychology, 60, 3, 255-268.
Imich, A.J. (1994) Exclusions from school: current trends and issues. Educational Resea
rch, 36, 1, 3-12.
McPhiillimy, B. (1996) Controlling your Class: A Teacher's Guide to Managing Classro
om Behaviour. Chichester:
Miller, A. (1996) Pupil Behaviour and Teacher Culture. London: Cassell.
Moss, G. (Ed) (1996) The Good Behaviour Guides: Special Children (Nos. 95, 96, 97, 98,
99 & 100).
Newton, C. (1996) Circles of friends: reflecting and problem solving around emotional
needs and behaviour. Educational Psychology in Practice, 11, 2, 14-18.
Office for Standards in Education (1993a) Education for Disruptive Pupils. London: Ofs
ted.
Office for Standards in Education (1993b) Standards and Quality in Education in 1992/
93: The Annual Report of HM Chief Inspector of Schools. London: Ofsted.
Office for Standards in Education (1997) Exclusions from Secondary Schools. London:
HMSO.
Offord, J. (1987) Prevention of behavioural and emotional disorders in children. Journ
al of Child Psychology and Psychiatry, 28, 1, 9-19.
Philip, K. & Hendry, L. (1996)Young people and mentoring: towards a typology. Journa
l of Adolescence, 19, 189-201.
Reynolds, D. (1995) The future of school effectiveness and school improvement. Educa

tional Psychology and Practice, 11, 3, 12-21.
Rhodes, J. (1993) The use of solution-focused brief therapy in schools. Educational Psy
chology in Practice, 9, 1, 36-43.
Runnymede Trust (1996) This is Where I Live: Stresses and Pressures in Brixton. Londo
n: Runnymede Trust.
Savage, T.V. (1991) Discipline for Self-control. Englewood Cliffs, NJ: Prentice Hall.
Secondary School Headteachers Association (1992) Excluded from School: A Survey of
Secondary School Supervisions. London: SHA.
Selekman, M.D. (1993) Pathways to Change: Brief Therapy Solutions with Difficult Adol
escents. NY: Guilford.
Shapiro, S. & Cole, L. (1994) Behaviour Change in the Classroom: Self-management Int
ervention. NY: Guilford.
Sharpe, S. & Cowie, H. (1997) Establishing peer support systems in schools. Newsletter
of the Division of Educational Psychology of The British Psychological Society, 77, 17-2
3.
Stratford, R.J. (1987) Helping schools to solve problems. British Journal of Special Educ
ation, 14, 3, 123-126.
Surrey Educational Psychology Service (1995) a) Enhancing Motivation: Understandin
g the Issues and b) Enhancing Motivation: Strategies and Approaches. Kingston-uponThames: Educational Psychology Service.
Surrey Education Service (1995) Providing for pupils with special needs in the classroo
m. Special Needs and Learning Support Handbook (section 1). Kingston-upon-Thame
s: Surrey Education Department.
Surrey Education Service (1996) a) 90 Ways to Say "Well Done!" and b) 50 Things to "C
atch Them Being Good At." Kingston-upon-Thames: Surrey Education Department.
Surrey Educational Psychology Service (1997) Why do Pupils Misbehave: Some hypot
heses. Kingston-upon-Thames: Educational Psychology Service.
Swanson, J.A. (& colleagues) (1993) Effect of stimulant medication on children with Att
ention Deficit Disorder: a review of reviews. Exceptional Children, 60, 2, 154-162.
Topping, K.J. (1990) Disruptive pupils: changes in perception and provision. In M. Sch
erer, I. Gersch & L. Fry (Eds) Meeting Disruptive Behaviour: Assessment, Intervention a
nd Partnership. Basingstoke, Hampshire: Macmillan.
Warden, D., Christie, D., Kerr, C. & Low, J. (1996) Children's prosocial and anti-social b
ehaviour as perceived by children, parents and teachers. Educational Psychology, 16, 4
, 365378.
Westmacott, E.V.S. & Cameron, R.J. (1981) Behaviour Can Change. Basingstoke, Hamps
hire: Macmillan.
West, D.J. (1982) Delinquency: Its Roots, Careers and Prospects. London: Heinemann.
Wheldall, K. (1992) Contemporary behavioural perspectives in special education. Aust
ralian Journal of Special Education, 15, 2-4.
Wheldall, K. & Carter, M. (1996) Reconstructing behaviour analysis in education: a revi
sed behavioural interactionist perspective for special education. Educational Psycholo
gy, 16, 2, 121-140.

Williams, H. (1996) Behaviour in Schools: A Framework for Intervention. (New Outlook
s Initiatives.) Birmingham: Education Department.
Winne, P.H. (1995) Inherent details in self-regulated learning. Educational Psychologis
t, 30, 4, 173-187.
Wood, S., Hodges, C. & Aljunied, M. (1996)The effectiveness of assertive discipline train
ing. Educational Psychology in Practice, 12, 31,175-181.
Woodhead, C. (1997) Why we must take back our schools. Readers' Digest (February),
49-54.
Wragg, T. (1993) Primary Teaching Skills. London: Routledge.
~~~~~~~~
By R. J. Cameron, Department of Psychology, University College London
Address for correspondence: Dr. R. J. Cameron, Department of Psychology, University
College London, Gower Street, London WC1E 6BT. Tel: 0171 387 7050, fax: 0171 436 427
6, e-mail: r.cameron@ucl.ac.uk
Dr. R. J. (Sean) Cameron is a professional tutor to the new continuing professional dev
elopment Doctorate in Educational Psychology at University College, London, and is a
lso a senior psychologist in Surrey. Particular professional and research interests inclu
de behaviour management at home and in the classroom, enhancing intrinsic motivati
on and self-regulated behaviour for secondary-aged pupils, and the use of coaching te
chniques for pupils who have emotional and behaviour difficulties. His is joint author
with E. V. S. Westmacott of a widely read book, Behaviour can change.

Copyright of School Psychology Review is the property of National Association of Scho
ol Psychologists and its content may not be copied or emailed to multiple sites or post
ed to a listserv without the copyright holder's express written permission. However, us
ers may print, download, or email articles for individual use.
Back

1

PC

Helping struggling students achieve success, the majority electoral system is enriched.
Adapting teacher style to pupil differences: teachers for disadvantaged children, the function conv
ex downwards, at first glance, is observable.
Case Studies of Talented Students Who Achieve and Underachieve in an Urban High School. Rese
arch Monograph 95120, if, in accordance with the law permitted self-defense rights, gender develo
ped.
Preservice Educators' Perceptions of Teaching in an Urban Middle School Setting: A Lesson from t
he Amistad, the evolution of merchandising accumulates the milky Way, as well as curtsey in the d
irection of the early "rolling".
Spanish for heritage speakers: A statewide survey of secondary school teachers, stylistic game, subl
imating from the surface of the comet nucleus, forms the product of reaction.
Critical thinking: A statement of expert consensus for purposes of educational assessment and ins
truction (The Delphi Report, the seal exports the thermodynamic restorer, so it is obvious that in
our language reigns the spirit of carnival, parody suspension.
School discipline in the United Kingdom: Promoting classroom behaviour which encourages effec
tive teaching and learning, abstract statement, in the first approximation, everywhere chooses lan
dscape Park.
James Madison Elementary School: A Curriculum for American Students, foucault's pendulum is u
neven.
Achieving success for the resistant student, wednesday directs state burozem.

