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Abstract

The management of student behaviour is widely md@sed as one of the greatest
challenges facing pre-service, beginning and exgmeed teachers (McCormack, 1996).
Studies have found that some beginning teacheibugt their behaviour management
difficulties to lack of attention to this area duogi their teacher education program
(Australian Education Union, 2008; TTA NQT Sun&§05, cited in Bromfield, 2006).
Yet there have been few studies that focus ongrxéce teachers’ learning about
behaviour management during their program (McNalgnson, Whewall and Wilson
2005; McCormack, 2006). Many studies and reportgehaointed to the important role
of professional experience in pre-service teachle@’ning (see for example House of
Representatives Standing Committee and Vocatiaaahifg, 2007; Peters, 2009). This
study sought to address identified gaps in the tigl examining first year pre-service
teachers’ perceptions of learning about behavioanagement after their initial
professional experience.

Data for the study were collected via a questiomadministered to all first year
students after their first five day program of msgional experience. The professional
experience program was delivered by five schootdase partnership with lecturers in
the course and was intended to provide a highlycstired and supportive introduction
to teaching for 25 — 30 pre-service teachers inhesahool. The participating schools
were selected for their ability to model best preet

Analysis of quantitative and qualitative data frtme questionnaire produced a number
of themes and insights into students’ learning atb@haviour management. In the paper
these are compared and contrasted with a frame-wbdeven key principles of best
practice developed by the MCEETYA Student Behalaumagement Project (De Jong,
2005). The analysis revealed that the pre-sengeelters had learnt about many aspects
that were congruent with these principles. It alseealed notable gaps in their learning
which will need to be addressed in the course taréuyears and in the remainder of the
degree if they are to become effective teachera gpaduation. These gaps were in the
areas of: understanding the complex and intercotetenature of pupil behaviour and
the environments in which it is constructed; appdyprofessional judgment in
responding to different students in different catggmanaging chronically disruptive
students; and engaging within wider support systéins paper presents and discusses
the findings from the study and makes a humbeugdestions as to how the gaps in pre-
service teachers’ learning might be addressed.



According to McCormack(1996) classroom managen@d,in particular the
management of student behaviour, is widely recagh&s one of the greatest challenges
facing pre-service, beginning and experienced &acishe draws on a number of
theorists to propose the following definition ofsticomplex aspect of teaching:

... the term classroom management refers to moredisaipline of control but
rather spans a broad range of activities suchraaging the physical environment,
establishing and maintaining class room procedumesitoring pupil behaviours,
dealing with misbehaviour and keeping studentsask in a productive
environment (Sandford, Emmer & Clements, 1983; Emid®@87) (p. 2)

Studies of beginning teachers in Australia and se@s show that many feel they struggle
once they have sole responsibility for managemeatatass (Kiggins, 2008). In a study
of 18 beginning teachers at the end of their fiestr Huntly (2008) found that
participants’ feelings about ‘being in control’ students’ behaviour affected their
feelings of success or failure when determininggssional competence (p. 135). Other
studies have found that some beginning teacheiiswa# their difficulties to lack of
attention to this area during their teacher edoogtrogram (Australian Education

Union, 2008; TTA NQT Survey, 2005, cited in Bronidig2006).

For pre-service teachers issues around managidgrdtbehaviour have been found to be
a ‘dominant preoccupation’ from first through tafth year (McNally, I'anson, Whewall
and Wilson, 2005, p. 170). McNally et al descrilteel experience of many of their
students in their first professional experienca asini crisis, induced mainly by pupil
behaviour’ (p. 170) and reported that many incidemtre seen as ‘extreme’ from the
pre-service teacher’s perspective (p. 179). Thiesknigs were echoed in Bromfield's
(2006) study of first year secondary pre-servieehers that showed they placed greatest
importance on being ‘in control’ of a class (p. 191 was also a finding of a study |
conducted in 2007 that revealed that first yeadestis were most concerned about issues
around student discipline (Peters, 2009). McNeatlgl (2005) and McCormack (2006)
noted the absence of studies in regard to preeseteachers’ learning about behaviour
management. In an earlier study McCormack (1996)ted to the need for teacher
educators ‘to understand the main problems, siegegnd influences experienced by
both pre-service and inservice teachers in ordattempt to adequately prepare teachers
for the future’ (p. 10).

Many studies and reports have pointed to the inapbrble of professional experience in
pre-service teachers’ learning (see for examplesdai Representatives Standing
Committee and Vocational Training, 2007; Peter920It is widely claimed that
professional experience provides the opportunitysfodents to apply and develop their
theoretical understandings about effective teachrggassroom settings with the support
of experienced practitioners (Haigh & Ward, 2008pbins, 1994). This study sought to
address the gap identified by McCormack (2006) Mobally et al (2005) and build on
my earlier 2007 study by examining first year peevece teachers’ perceptions of
learning about behaviour management after thdialmprofessional experience.



Background

There are two periods of professional experiendbercourse Practical Applications and
Reflection 1 (PAR 1), undertaken by all BacheloEdication (Junior Primary/Primary)
students in the second half of their first yearns®tudy is based on the Stage 1
Professional Experience which comprises five comse Thursdays in the second to
sixth weeks of the study period. It is offered bgnaall number of R — 7 schools in close
partnership with lecturers in the course and isnded to provide a highly structured and
supportive introduction to teaching for 25-30 Peevice Teachers (PTs) in each school.
PTs complete an additional 6 days of professioxpégence (Stage 2) at the end of the
year. In the Stage 2 Professional Experience R placed in a large number of city and
country schools and work individually or in pains ¢ity placements) with one mentor
teacher for an introductory day followed by a foesy block in the final week of the
study period.

In 2008 five schools worked in the Stage 1 Protesdi Experience and accommodated
140 first year PTs. The schools included one witligh level of socio-economic
disadvantage (65%), one with a moderate levelsddliantage (31%), one with a high
level of Non English Speaking background stude#®84) and two with relatively low
levels of both (less than 10%). On each of the diags of the Stage 1 Practicum the
schools ran special programs around the five thehes

* Introduction to the school

* Learning is an active process

» Self esteem influences learning

* Language is basic to learning

* Resources, organisation and management

The daily program featured input from staff memberthe whole group about the focus
for the day, modelled lessons illustrating the ®guaction and clustering of student
teachers in small groups in home classes for oaervand teaching of prepared lessons
to small groups of children. University lectureslamorkshops over those weeks
focussed on the same themes.

In the first half of the study period behaviour mgament was not addressed as a
discrete topic in either workshops or the scho@eligprograms, but was rather a theme
that permeated throughout. For instance, schoffltatked about school wide behaviour
policies on the first day, and teachers shared clasms/rules, routines etc. Each week
pre-service teachers had observation sheets toletanpghile watching Mentor Teachers.
Foci for observation included:

» school and class contextual information;

» the physical features of the classroom;

» the organisation and management of space and cesour

» teachers’ use of communication skills such as éxiplg, questioning and

negotiating expectations; and



» teachers’ strategies for actively engaging and esk@dging students, inviting
positive interactions, giving positive feedback aesponding positively to
behaviour.

Parallel on-campus workshops provided the oppdstdar PTs to debrief, share
information from across the five schools and thateel reading, engage in related tasks,
reflect on their learning and ask questions. Eyeayr, in the workshop following the
final day of the Stage 1 professional experiends, &e given an anonymous
guestionnaire to complete in order to evaluatestlezess of the program and their
perceptions of their learning. The results arelfack to the participating schools and
used as the basis for planning the program fofdath@wing year.

Methodology

The overall aim of the research was to investi§dts’ perceptions of their learning
about behaviour management after the Stage 1 Brofies Experience. To this end
additional questions about PTs’ perceptions ofrtleairning about classroom
management were included in the annual questiomeaimpleted by all students (133)
following the Stage 1 Professional Experience.didied to focus on the Stage 1
Professional Experience for two reasons. Firstigviblved a concerted effort by
university and school-based staff to deliver coegtumessages about teaching and
learning. Schools were specifically selected beedlusy are perceived to model best
practice. | wanted to see how effective this apgio&as in terms of students’ learning.
Secondly, students do not return to the univeusiigr their final Stage 2 Professional
Experience so the chances of a high return of ggrw@uld have been low.

The questionnaire comprised a mixture of open eanedLikert-type scale’ questions
(Bernard, 2000, p. 295) against which PTs weredskédicate their degree of
agreement using a 4 point scale of ‘strongly agragree’, ‘disagree’ and ‘strongly
disagree’. Usually this annual questionnaire targaidents’ general learning about
teaching and their perceptions of the kinds of supprovided by the school but for the
purpose of this research additional questions wiwete specifically about behaviour
management were included. These were Likert saadstopns about confidence in and
learning about behaviour management, interactiah students and planning and
implementing engaging learning activities. Thereenadso the following open-ended
guestions:

What are three things you learnt about managingdesitubehaviour?

What was one thing that surprised you about the lvednaviour was managed in

your schools?

What else would you like to learn about behavioanagement?

The study had a qualitative element in that it patly based on the ‘holistic picture,
formed with words’ (Creswell, 1994, p.2) arisingrft PTS’ responses to the open ended
guestions, but it also included a quantitative @etnin that frequencies were calculated
for students’ responses to the Likert scale questamd for key themes emerging from



their responses to the open-ended questions. Neu(h887) argued that quantitative
data can supplement or complement qualitative gatejding a form of triangulation.

A grounded theory approach was initially used im ahnalysis of the qualitative data
whereby initial themes were inductively derivednfrthe data (Bernard, 2000). In
accordance with Bernard’s (2000) ‘mechanics of gdmd theory’ PTs’ open-ended
responses to the three open-ended questions almyeecaded and categorised. As
categories were developed they were reviewed tttifgesimilarities, differences and
other patterns that linked them (p. 443). The theerentified through this process can be
seen in Table 1. The numbers of instances of ¢eshd were also counted to provide
frequencies of students’ responses and can alsedsein Table 1. The frequencies for
students’ responses to the Likert scale questiotisei questionnaire were also calculated.

The findings from the data analysis are presemteda next section of the paper but
rather than simply reporting on each theme repteddan Table 1 | elected also to
compare and contrast them with seven core behamanagement principles that were
recommended by the MCEETYA funded Student Behavidamagement Project as best
practice in Australia. The seven recommended iesiidentified can be summarised
as:

1. an eco-systemic approach to discipline that consitte complex interplay
between ‘environmental, interpersonal and intraspeal factors’ (De Jong, 2005,
p. 357);
the creation of a safe, supportive and caring enwvirent;
inclusiveness which caters for the different patdst needs and resources of all
students;

a student-centred philosophy;

a quality learning experience;

positive classroom relationships (De Jong, 200858); and
school-based and external support structures (bg, o 359).

wn
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In analysing pre-service teachers’ learning fromirthirst professional experience, these
principles provided a useful frame of referencddtermine the extent to which
students’ learning was congruent with nationalliedained principles of best practice.
In the following section it will be shown that assothe cohort and across the five
schools there was some evidence of learning thatoaagruent with five of these
principles but there was little evidence of thstfprinciple and significant gaps in
learning about the last principle. lllustrative tggowill be used to illuminate the
findings and to show that they are from differemtdgents and across different schools
they will be labelled as follows: PT1:ZBidicates 25 Pre-service Teacher in School 1).

Students’ learning about classroom management

The analysis of quantitative data from the Likedle questions completed by students at
the end of their first professional experiencegatiéd that students had been very
anxious about managing student behaviour beforriagtschools. 42% of students
‘strongly agreed’ and 42% ‘agreed’ with the statatribefore this placement | was
worried about managing student behaviour’. Therkdt@arly been improvement in their
feelings of confidence after the placement with 2886ngly agreeing and 63% agreeing
with the statement ‘I now feel more confident manggtudent behaviour’ and the



majority (SA = 30%, A= 64%) reporting they had flebstrategies for managing student
behaviour’. Confidence was also at high levelsifderacting with children’ (SA= 52%,
A= 48%), ‘planning and implementing engaging leagnactivities’ (SA = 34%, A=63%)
and ‘working in a school setting’ (SA= 40%, A = 5Y.%

The analysis of students’ responses to open engiestigns about their learning revealed
more about what students had learnt about behamanagement. The themes that
emerged from this analysis can be seen in Tabtewled as the frequencies for each and
these will be discussed in the rest of this secttlearly students’ responses to these
open-ended questions did not comprise the suni tfaf learning about behaviour
management as they had to be selective in respgrulin it is reasonable to assume that
those themes that emerged represent the learrahgvdis at the fore-front of their minds
at the time of completing the questionnaire. Itegop that, to varying degrees, students
were able to articulate some aspects that werergengwith key ideas and practices
related to some of the MCEETYA principles identffiearlier. These findings will be
presented below, together with findings about gapke students’ learning around these
principles.

Table 1

Themes from responses to open-ended questiong Frequencies

Giving positive acknowledgement 43%
Responding to variation in student needs 32%
Effective communication skills 31%
Developing positive relationships 29%
Providing clear expectations 26%
PTs wanting more strategies/practice 24%
Import of teacher’s interpersonal qualities 18%
Using rewards 16%
Applying consistent consequences for inappropriaté6%
behavior

Whole school policies for behaviour management | 16%
Empowering students to make decisions and choic&5%

Teaching for student engagement 13%
Ignoring minor disruptions 13%
Responding consistently 12%
Having positive Mentor Teacher models 11%
Having negative Mentor Teacher models 10%
Managing serious student disruption 10%
Strategies for gaining attention 7%
Importance of being organised 4%
Conducive physical environment 2%
Recognising role of parents 2%




Principle 1: An eco-systemic approach to discipline that considers the complex

interplay between environmental, interpersonal and intra-personal factors

It will be seen in the discussion of other prinegpthat students were aware of the impact
of a variety of factors on student behaviour betéhwas little evidence that they had an
awareness of the complex interplay of these facRather, responses such as those
below indicated that most tended to see behaviorag@ment as a set of strategies that
once learnt would enable them to perform competertiardless of differing contextual
conditions:

More behaviour management focus. Tell us pre-send@achers what we are
meant to do to control our class. (PT4:4)

(I want to learn) how + when + what to implement2E15)

Techniques! Lots more! | found we haven't reallgbeaught anything in this
course so far that is useful in regards to behaw@amagement. (PT4:31)

Principle 2: The creation of a safe, supportive and caring environment

It was clear that some of the strongest messagesi&d learnt were about the creation of
positive classroom learning environments. It casdxn in Table 1 that nearly half of the
cohort (43%) referred to the importance of suppgrstudents’ endeavours through
positive acknowledgement. Some PTs were able tdifgespecific strategies such as
‘point(ing) out students who are behaving well hec@urage others to do the same’
(PT4:28). A further 16% made specific referencpriaviding support through the use of
rewards with responses such as:

Using positive reinforcement, for example usingaeds, even very simple ones,
can help to manage a classroom (PT5:7)

It was evident in responses such as this one ¢e@t g teachers using positive
acknowledgement had more impact than simply legrabvout it in theory:

The use of positive reinforcement. | read aboudttdaoks. However it was good to
see it in practice. (PT1:17)

A significant number of students (26%) also shoaedreness of the role of clear
expectations in the development of safe and suppaghvironments. Some referred to
the need to do this before the start of the letisey were about to teach:

| learnt that you need to set clear expectationshi® students before the lesson
starts so all students know what behaviour is getdg (PT5:10)

Others thought more broadly about the need to bapectations around all aspects of
the learning environment:



Create a positive environment where students ke boundaries/expectations —
prevention is better than cure. (PT3:5)

Some students also realised that working with stisd® develop explicit expectations
takes considerable time and energy:

Preparation and hard work setting up the classraiitnde and expectations is
most important. (PT1:3)

It was clear from their responses that many PTselxpérienced positive classroom
environments with a high level of cooperation fretudents. A possible consequence of
this was that PTs did not show a high level of @nass of how to respond when
students threatened to disrupt the environmentutirenappropriate behaviour. The
strategies identified included applying some sbdamsequence for inappropriate
behavior (16%), being consistent (13%) and ignonmigly inappropriate behavior
(12%). Comments such as this one revealed that ikigoavstrategy and knowing how or
when to apply it are two different things:

How to decipher what behaviour is to be discussebvehat behaviour can be
ignored. (PT3:13)

Not surprisingly, many PTs felt that they had aagjideal more to learn about specific
strategies for maintaining positive environmentd aranaging behaviour (24%). For
example:

Other things | would want to learn about behavianagement is more strategies
that keep children focused and engaged in theinileg. (PT3:21)

10% of PTs expressed specific concerns aboutahbdity to manage highly disruptive
behaviour in future professional experience. Faneple:

Need to know more about behaviour management tgebasifor ‘difficult’ children
or situations that could go really bad if mishandi@T4:26)

A surprising gap in students’ responses was thatfesv (2%) made references to the
importance of the physical environment in the depeient of a safe and supportive
environment, particularly as one of their firstkaisvas to map the physical lay-out of
their classroom.

Principle 3 Inclusiveness which catersfor the different potentials, needs and resources

of all students

In Table 1 it can be seen that another dominamhéhi@ students’ responses was around
recognising and catering for the diversity of stutdeneeds with 32% of students



indicating an awareness of this theme. Comments asithese showed a growing
awareness of the importance of finding out aboah etudent’s background and
motivation:

Get to know the child so you may understand why Hre acting this way.
(PT4:13)

To be patient and understand the backgrounds fefreift students and how it
affects their behaviour. (PT3:10)

With the awareness of students’ individual needsecawareness of the need for teachers
to differentiate tasks and management strategies:

Individuals respond differently to different strgies e.g. Talking to a student one
on one may be more effective for those who thomeattention from their peers.
(PT2:24)

Although some PTs recognised the importance oforedipg to individual student needs,
most also realised that this was a very diffichkilienge both at the level of academic
needs and behavioural needs, as indicated in respauch as:

(I still want to learn) how to cope with the diféet students’ personalities and even
more different strategies on behavior managemBi2:(L6)

Learning to adapt activities to suit different @pilevels. (PT4:14)

Adding to the challenge was their growing awarsribat most classes had students with
special needs who ‘need to be treated differeify3:20).

Principle 4: A student-centred philosophy

Those PTs who acknowledged the importance of faegss individual students’ needs
showed they were moving towards a student-centnddgophy, as can be seen by this
comment:

Every student wants a chance to be validated aadlh@PT3:19)

However, this awareness did not appear to transiieonsideration of the importance
of supporting students to develop independencesalfidesponsibility in regard to their
own behaviour. AS can be seen in Table 1 only 16%tunlents made comments that
indicated students should be empowered by makingidaes and choices about
classroom management or their own behaviour. Ttiegedid mentioned practices such
as students taking responsibility for actions (F}Amaking choices (PT2:12),
negotiating the class rules and expectations (BT®T1:14), allowing ‘all students to
have a say’ (PT1:22) and developing a ‘consciousnésthers and their needs’ (PT3:5).

10



Principle 5: A quality learning experience;

Some PTs also appeared to have made the connbetiween engagement, quality
learning and behaviour management with Table 1 sigpthat 13% made comments
about this aspect such as:

Engage students in activities (so there is) lessich students play up. (PT5:16)
Active learning helps to reduce the need for benavwnanagement. (PT4:5)

Many more PTs identified aspects of the teachestabiour that contribute to quality
learning experiences for students. In particula®63dentified a variety of important
communications skills such as ‘clear instructiaf8I'5:5), ‘open questions’ (PT4:25)
‘non verbal (strategies)’ (PT3:1), ‘tone of voi¢@T3:4), ‘being assertive’ (PT2:5) and
‘eye contact’ (PT2:20). A further 8% made partazuhention of the skill of the teacher
‘gaining attention’ as a pre-requisite to a qudkgrning experience.

Principle 6: Positive classroom relationships

26% of students highlighted the importance of depielg positive and respectful
relationships with students and its impact on diffedoehaviour management. They
commented on aspects such as listening to stu(féhiis16) and earning their respect
(PT1:23). Some also realised that good relatiorssbgiween teachers and students
depend on teachers treating students respectfiinwesponding to inappropriate
behaviour:

The aim was for students not to be embarrassetiéarmisbehaviour, more
confidential. (PT4:5)

Not to exclude or pull children out of class inrft@f everyone. (PT2:16)

They identified a range of interpersonal charasties that they felt teachers needed to
promote good relationships such as patience (PTaid)ness (PT2:25), consistency
(P2:24), firmness (PT3:13), passion (PT4:27); andrang and professional approach
(PT5:17). A tension expressed by PTs such as tl@svas how to balance positive
relationships with students with the need to mad@propriate professional distance:

I learnt that in order to enable students to stajagk and behave well, the teacher
needs to be strict but still be able to relate weltudents. The students have to see
you not just as their friend but mainly as theadieer. (PT 1:8)

Principle 7: School-based and external support structures
Although all five schools in the program have widleloped behaviour management
policies, Table 1 reveals that only 16% of PTsmrefto wider school policies which
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supported teachers to manage behaviour and theitpabthese came from one school
that has an innovative approach based around alsefie Peace Code. It was clear
from comments such as this one that this had madm@ression on PTs at that school
and that it also underpinned approaches used bg sbtheir Mentor Teachers.

| really liked the Peace Code they use. It realbyked and all students knew how ti
worked. (PT4:32)

Other than this there appeared to be little awa®oéwider school support available to
teachers to manage severely disruptive studenwimiraor for students with significant
special needs. Similarly there was no mention efgbssibilities for support from
agencies outside of the school. Finally PTs sholitéel awareness (2%) of the important
role that parents/caregivers might play in suppgrteachers to work with their child
around behavioural issues

What did students learn about classroom management?

It can be seen that by the end of their first si@nal experience there were PTs across
the cohort and across all of the five schools winada articulate an understanding of
aspects of behaviour management that are congnutnsome of the core principles
identified by the MCEETYA Student Behaviour ManagagmProject as best practice in
Australia (De Jong, 2005). It is probable that amass of these principles was higher
than reported as students had to be selective @ thby included in the survey. To get a
more accurate picture it would be useful to desiguirvey around these principles to
administer to future cohorts. However, there idiciint evidence from this study to
suggest there was considerable learning about agspexts of best practice from
participation in the on campus program for PAR d,an particular, in the structured
introductory program provided by five schools esgigcchosen for being able to model
and articulate good educational practice. In paldic some of the strongest messages
PTs appear to have received were about using asuE positive and preventative
approach to student behaviour incorporating pasgieknowledgement, clear
expectations and respectful relationships. Othhengtmessages included the importance
of effective communication and responding to theediity of student needs. A smaller
group of PTs showed awareness of the relationg#tipden engaging learning programs
and positive student behavior and the role of walgaport structures.

Overall the findings are encouraging for this mautér course and the participating
schools, especially considering that this is ohgy/first of five professional experiences
in which PTs engage over their four year prograhe findings suggest that it is
important that in their first professional expederstudents work in schools that are able
to articulate and demonstrate practices that argroent with the themes of the on
campus program and national principles of besttimadn the study | conducted in 2007
based on the same program and using the same satooénts identified the following
factors as most important in supporting their legagnn the school-based component of
the course:

» the supportive culture of the school in which tegre placed;

12



» the deliberate modelling provided by mentors;

» the encouragement and feedback from mentors; and

» the structured nature of the professional expeéeavith emphasis on set foci,
guided observation and opportunities for PTs tatire. (Peters, 2009)

McCormack (1996) too identified ‘the important uiince and role modeling provided
by school personnel to pre-service teachers’ (p.viBile Schmidt (2006), in her study
of music pre-service teachers, found that they ansknowledged the learning about
classroom management that arose from their expsEsein schools, even thought they
had been taught the same messages in the on-cg@ngguam prior to their school
experience. She explained this anomaly as follows:

These teachers claimed their most effective legrabout classroom management
occurred in student teaching, and | suggest tleatdmtextual understandings they
gain in this immersion experience played an impuntale in that learning. (p. 31)

Overall, the study presented in this paper conftrimat professional experience played a
critical role in these pre-service teachers’ laagrabout behavior management. Clearly it
indicates that it is important for teacher educatorwork closely with school partners to
develop programs that deliver congruent messagas abinciples of best practice.

What did PTs still need to learn?

Unfortunately knowing about particular principlesdsstrategies is not the same as being
able to put them into practice. Research aboul yiear students (for example McNally
et al, 2005) and beginning teachers (for exampigiks, 2008; Chambers & Hardy,
2005) and anecdotal evidence from my own final yadents indicate that they still feel
ill prepared to manage classrooms after gradutoon their programs. It is clearly
important for the future development of this parée first year course and the rest of our
B. Ed program, and for other teacher educationnarog and professional development
programs for beginning teacher, to consider whpeapto be the most significant gaps
in first year PTs’ understandings — gaps that aceptable at such an early stage of their
program but which it is important to address batfole and after they enter the
profession. The absence of particular themes franfibhdings together with the low
frequencies for some of the themes in Table 1 stdgar areas in which these PTs need
a great deal more development. These are:
» understanding the complex and interconnected nafysapil behaviour
and the environments in which it is constructed,
» applying professional judgment in responding ftedent students in
different contexts;
* managing chronically disruptive students; and
* engaging within wider support systems.

Understanding the complex and interconnected nature of student behaviour and the

13



environmentsin which it is constructed

The seven best practice principles identified eyMCEETYA Behaviour Management

Project (De Jong, 2005) were used to frame therfgedfrom this study. However, there
was little evidence that PTs understood the firstgiple that: ‘Student behaviour needs
to be understood from as eco-systemic perspediigelong elaborated this principle as:

(an emphasis on) the complex interconnected,dapEndent and recursive
nature of relationships between a range of enviemal, interpersonal and
intra-personal factors that influence the dailg$wof schools and organizations,
teachers and students’. (p. 357)

Some first year PTs did acknowledge the relatignbleiween students’ behaviour and
other aspects of the learning environment suclesgectful relationships and engaging
pedagogy. However, there were also indicationsrttaaty PTs did not recognise that
managing student behaviour needs to be part ofistib@pproach to responding to
students’ academic, physical, social and emotinaatls. For instance it is interesting
that there was almost no mention of the importal played by the physical
environment in the construction of student behaviBather, many PTs’ comments
indicated they tended to see effective behaviouragament as an isolated set of
practices. Like PTs in other studies they indicdked what they primarily wanted more
of in the future were ‘tips on discipline’ (McNalbt al, p. 169) or a ‘bank of strategies’
(Bromfield, 2006, p. 191). This finding is not stiging given the inexperience of the
PTs and the finding from the Queensland SchoobfRetongitudinal Study that even
by experienced teachers ‘pedagogy and student lmefmgeertainly the management of
student behaviour) had been treated as two disisprtcts of schooling both at the policy
level and in practice in many schools’ (Lingard &lvag, 2001, cited in Fields, 2008, p.
5).

It is clear that an ongoing focus in teacher edanand professional development
programs must be to dispel the myth of ‘neat answeat can be packaged or prescribed’
(Bromfield, 2006, p. 191) and develop an understandf the individualistic, complex
and constructed nature of student behaviour antbteeof teachers as reflective
practitioners who can analyse and respond to stutsds and critique their own
practice. | agree with Bromfield (2006) that:

Additional connections need to be made for traireds/een well-paced,
motivating lessons that meet the needs of indivglumaterms of differentiation and
attention to learning styles and how this will faate a more conducive learning
environment. (p. 192)

That is not to say that PTs don’t need to be intoed to a wide array of specific
strategies, but in on campus and school experighess need to be taught in
conjunction with opportunities to apply and refleatthem in situations that require
considerations of all aspects of students’ devekagrand the learning environment.
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Applying professional judgment in responding to different studentsin different

contexts

Fields (2008) cites Queensland’s Code of SchoobBiehr in identifying the following
factors that need to be taken into account wheguoreting to student behavior; ‘the
student’s age, gender, cultural background, diggbslocio-economic situation, family
care arrangements and the students’ emotional amtbirhealth’ (p.13). A positive
outcome of the study was to see the extent to wdnohe students understood that pupils
are a highly diverse group of individuals. Assasthtvith this understanding was some
awareness that teachers need to take into accacimtcéild’s individual needs and the
contexts in which teaching and learning occur wiesponding to behaviour. However, it
was clear that students had little idea about lmomake judgments about which
strategies might be appropriate for particular shiisl and particular contexts. This is not
surprising when one considers that teacher judgmerdt something to which most pre-
service teachers have access when on practicung.cEmesee what their mentor teachers
do but often do not have the time to discuss widmt the reasons behind their choices of
actions. Research has also indicated that merdohégs are not always able to articulate
their philosophies and rationale when working vath-service teachers — rather they
react intuitively and effectively without being alib explain their decisions (Wasley,
2002). Lourdusamy and Khine (2001) suggested thsiiay be even more the case
when it comes to reflecting on management issues:

Though often times teachers engage in a systenedigction on a lesson delivered,
self-evaluation of interpersonal behaviour andAeirtinteractions with students as
part of the classroom management strategy is rdaig. (p 2)

Furthermore, Zuckerman (2007) cites studies thatvghat strategies used by expert
teachers are not necessarily useful to all teachecause experts have not only more
(and more elaborate) knowledge than most teachetsheir knowledge is organized
into more efficient pattern recognition and infotioa retrieval schemas (Glaser, 1985;
Hankins, 1987; Simon & Simon, 1979)’ (p. 5).

It seems PTs need many structured opportunitieedkdo mentor teachers about why
they make the decisions they do. In communicatiity 8chool mentors, teacher
educators need to highlight the importance of lmgdn times for debriefing with PTs
each day while PTs need be supported to devekitils of questions that will elicit
mentors’ reasoning. In addition PTs need to deviieskills and attitudes that enable
them to critically reflect on others’ and their opractice and courses should include
opportunities for PTs to utilize these skills bygpling with dilemmas and problems
based on students’ individual needs and diversshileg contexts. McCormack (1996)
suggests a range of other opportunities that ke¢ylio develop PTs’ abilities to respond
appropriately to students’ needs:

Exposure to the reality of teaching can be achi¢kezligh observation, peer

teaching, video lesson reviews, team teaching, onieigf, practicum and extended
internship placements in relevant classroom sedtimbis process must involve
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personal evaluation to allow preservice teachexgithe to reflect and discuss their
experiences and plan for the future. (p.10)

Huntly (2008, p. 136) suggests that teachers nedéwelop an ‘intuitive sense of what
level of control is required’ but that this canyolkccur when they have a thorough
knowledge of students and their learning envirorim&s PTs are only in classrooms for
limited period times it would be helpful if theiepods of contact with their professional
experience classes are extended over as longal@ipossible through official weekly
introductory visits and as many voluntary visitai@ntors are able to sustain.

Managing chronically disruptive students

Fields (2008) in a study for Education Queenslanohdl that between 5 and 15% of
students engage in ‘more frequent and more sefowaoss of misbehaviour, requiring
support over and above what an individual classheacan provide’ (p. 12). It was clear
that although the majority of first year PTs insttudy showed improvement in their
confidence about behaviour management, many wdrieatful about being subjected
to serious misbehaviour in future professional eiepees and were doubtful about their
ability to manage it. These fears may have beerpoomded by the high degree of
student cooperation they witnessed in the Stagddads as it meant they had little
opportunity to see strategies used by teacherone serious situations.

The PTs fears of future disruptive behaviours ikedyl to be well founded as Mcnally et
al (2005) found in their study of secondary studeathers’ accounts of first professional
experiences many examples of behaviour that whie/athe low level of incidental
distractions’. They speculated that such behavioufact were provoked by the presence
of the PTs in classroom: ‘What we may have argards which may be seen by them
as extreme, but which in fact tend to happen iir tlasses simply because they are
beginners’ (p. 172). They speculated that parhefdroblem was that PTs are less skilled
in applying preventative strategies and need tordetelop their understandings of the
complexity of classroom contexts and the ramifmadi of decisions (p. 178). Given this,
it would seem reasonable to suggest that mentohéea should support PTs to manage
behaviour in the early stages of professional egpees, gradually withdrawing the
support as they become familiar with the studentscantext.

It is clear that in both their on campus and ino&tiprograms PTs need to explicitly
engage with theories and practices for the manageofistudents who display serious
forms of misbehaviour. This might involve exploriwmgh lecturers, school mentors and
students the variety of reasons for such behavibarrange of strategies that are
available and deemed to be effective and the ssufcsupport both within and outside
of the school. However, once again it is importaat the focus is on developing PTs
understandings of the ‘eco systemic perspectiveitioeed earlier rather than on ‘ready
made responses’ (McNally et al, 2005, P. 174). MigN# al (2005) recommended
using problems with multiple interpretations as aray of helping students develop such
a multi dimensional perspective, while Kiggins (8p@und in her study of beginning
teachers that their involvement in problem basquaarhes to learning in their teacher
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education program enabled them to work through sagyificant behavioural issues with
some students in their first year of teaching.

Engaging with wider support systems

Fields (2006) makes the point that before the adekschool-based management
policies, approaches to discipline ‘were invariabhgsystematic, highly personalised and
frequently idiosyncratic collections of practitiongisdom’ (p. 5). In a more recent study
of schools in Queensland he found that this sibaatiad changed greatly with examples
of school based and external support includingavedur support teachers, guidance
officers, school nurses, parent volunteers and ongnteacher aides, police liaison
officers, Life Education Program, Community Healflhild &Youth Mental Health, and
the Juvenile Aid Bureau to name just a few (FieRf€)8, p. 19). Although the Stage 1
Professional Experience is a school wide introduncto teaching, the findings from this
study showed that most PTs’ foci appeared to refivamy on the classroom. Apart

from those in one school that had a very stronggam the Peace Code, PTs
demonstrated little awareness of the role of wsdbool policies, resources and practices
in the area of behaviour management. Nor weredles of parents/caregivers or support
personnel in and beyond the school acknowledgéuakin responses.

It is evident that at some point in their degres R&ed to be introduced to the broad
range of support personnel and services that temche access when faced with diverse
student needs and significant behavioural diffieglt They also need to learn more about
the important role of parents and caregivers idestts’ education and ways to develop
strong partnerships with them. In addition theych#ee opportunity to put their
understandings into practice by working with supparsonnel and parents/caregivers
while on professional experience. Such opportunitennot be left to chance but need to
be structured into course development and the ¢xfi@ts and communications between
teacher educators and school mentors. In the Péd&utse, a first step will be to ask
participating schools to explicitly address and destrate the role of wider support
systems in effective teaching and management.

Conclusion

According to Lourdusamy and Khine (2001) effectpahavior management is at the
heart of ‘learner centred teaching’ and must beraidant focus throughout teacher
education programs. They proposed that failureetp btudents feel confident in this area
can lead to a preference for ‘the teacher-cergpguioaches in teaching that allow them
to control the class better than collaborativerigay situations that may lead to
disruptive student behavior'(p. 11). This smalldstprovided some insights into some
aspects of pre-service teachers’ learning abow\nehmanagement from their first
professional experience. The findings suggestedhledirst experience in a school can
be a powerful means of introducing key principlébest practice to pre-service teachers
when the approach is coordinated across the on«suanu school-based programs. The
findings also revealed some of the more compler@smpf classroom management
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which are not evident in pre-service teachersydadrning and so need to be addressed
in the remainder of their degree and the earlyg/efteaching.
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