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Chapter 2 

New class, new year: 
the establishment phase 
of behaviour management 

Habits change into characters. 
Ovid (45BC-AOl7) 

As you stand in your classroom on the one. pupilwfree day. before Day I, Term 1, . 
you scan the room and furniture (sometimes inadequate and uncomfortable). 
You think, "Tomorrow there will be 25-30 students in here. each with their 
unique person:Wty, tempenment and needs. Phew!'" 

For some of you itwill be yow: first class "on your own" as it w~e; for others 
it will be another fresh neW year that (at times) will soon develop into the <bily, 
hourly. minute-by-minute juggle of deIrulDds that make up normative teaching. 

Most teachers can remember their first class - and even their entire first day. 
One of the important, fundamental, questions at this stage of the year is 

"What can I do (and what can we do as a collegial team) to minimise. and pre-­
vent (where possible), unnecessary hassles or problems in establishing positive 
behaviours in our classes?" 

The answer to this question will focus on the necessary procedures, routines 
and rules to enable the smooth.running ofquite a complex community. It will be 
impOrtant to integrate routines and rules intO a wotkable system and then 
consciously teach that system through discussion, modelling, encouragement 
and teacheNnanagement. 

There is ample research to show that effective and positive teachers are 
acutely conscious ofthe importance of the first lesson, the first few days, the first 
few weeks and how they establish the shared rightS and responsibilities of class­
room behaviour with their students (see Doyle 1986; Kyriacou 1986, 1991; 
Rogers 1997. 1998; McInerney and McInerney 1998; Robertson 1997). 

The establishment phase of the year is a crucial time in the development of a 
class group (and even the school as community). In terms of basic group dymunw 
ics there is a psychological and developmental readiness in rhe students for their 
teacher to explain how things will be this particular year with regard to expecta~ 
tions about behaviour and learning. The three basic phases of the life of a class~ 
room community are set out in Figure 2.1 
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Figure 2.1 The fvndameniol phases of life in a classroom 

Students expect their teacher to clarify: 

• Lining up and room entry procedures. 
• Seating plans and student grouping for Week: 1, and possibly Term 1. Such 

planning needs to include whether seating should occur in row:::, pairs or table 
groups. 

• Student entry to class and settling at workplaces or "c:1rpet space" for infants. 
Cues will need to be explained, modelled and monitored. With infants, it will 
also be important to explain. and model, personal space, place when "on the 
carpet" and keeping hands and feet to oneself (although adolescents can 
benefit from a clear message abOUt testosteroruc bonding also!) 

• Organisation of locker space/place. At primary age level where locker tr.lys 
are in the classroom, consideration needs to be given to how they are sited for 
ease of student movement. 

• Use of cues for whole class discussion and questions. 
• Use of teacher cue(s) to initiate whole class attention at any stage. 
• Appropriate movement patterns between instructional and on-task leatning 

time (transitions). 
• Use of appropriate cues to get teacher zsistance during the on-task: phase of 

the lesson/activity. 
• Routines for tidying work space/place. 
• Cues and procedures for l~on clQsure and exit from the classroom. 

These are, of course, the basic - foundational- routin~cues. Teachers also need 
to establish routines for lunch (dinner times), for monitor systems, for home­
work procedures, distribution of notices, use of school diaries, quiet reading 
time procedures, toilet/drink rules, dealing with students who are frequently 
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• "We share the same place, time, space, resources, every 
day. We have to Jearn to get on with each other for our 
own good and the good of others and to help each 
other in our learning here." 

(rather trum incidentally) late to class, and so 00. Most schools plan 
such routines and procedures on a team, or faculty, basis. 

When raising stUdent awareness about behaviour and learn­
ing (and their impact on each other) we need to emphasise the 

funcbment:Lls of our learning community: 

• "Everyone here is individual - we have our owo 
feelings, needs, concerns." 

• ".As we would want others to think about us and our 
feelings so we, in turn ..." 

• "The rights and responsibilities we all sh:lre here: the 
right to be treated with respect, the right to Ic:ll'D., the 
right to fcel safe here ..... 

It can belp to discuss with students the common issues and conceros 
about shared space, time and resources, and basic, respectful relationships. With 
younger children, a practical discussion on basic manners will bc initUlly impor­
tant (and revisited many times in the first few weeks): "'please"; "thank·you";. 
"'excuse me"; "asking if you want to borrow ... "; "giving/putting things back 
where we borrowed ..•"; "sharing and cooperative behaviour ...... For some 
children the classroom environment (notably at infant level) presents expecta· 
tions and nonns of behaviour they are not used to, or that they; do not easily 
accommodate to; it can help to run mini role.plays on manners and helping 
behaviours. 

These early discussions about behaviour and learning can be developed into'a 
student behaviour agreement that can form the basis for the teacher's behaviour 
management :and discipline on the one hand, and student-teacher cooperation 
on the other. 

Many schooLS now develop c1assroom behaviour agreements in the first week or 
!"wo of the school year. Building on the natural. readiness, and expectation of 
students (about teachers developing rules and routines), grade teachers set aside 
some classroom rime to develop a more collaborative model of classroom 
management through the establishment of shared rights and responsibilities. 
Students participate, with their teachers, in an agreement addressing common 
rights, responsibilities and rules for behaviour and learning, corc consequences 
for unacceptable behaviour and a framework of suppOrt to assist students when 
they are struggling with their behaviour and learning (Fig. 2.2). 

At secondary age level such an agreement is best developed by tutor (or form) 
teachers who set aside one full timerabled period early in the first week to 
discuss, with their form groups, the key understandings about bep,aviour and 
learning (Fig. 2.2). A common framework for such discussions across all form 
groups is nored in Figure 2.2. Once established such an agreement forms the 
basis on which subject and specialist te:lchers can fine-tune rules :lnd routines 
pertinent to particular needs and contextS. 

This agreement is published within the first fottnight ofTerm 1 and a copy is 
sent home to e:lch family. At the primary level this classroom agreement (some· 
rimes called a behaviour plan) has a cover page with a photo of the grade teacher 
and the srudents (Fig. 2.3). 
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Addressing 
disruptive 

behaviour during 
instrudional time 

As a mentorlteacherwith every new class I work with I ask a student to draw 
me a classroom plan of the furniture and note down the firSt name of the 
students in relation to their desk, or table group, I then use that name plan 
during the on~task phase of the lesson. I also find it helpful to double check the 
sound of students' names so I don't cause unthlnki.ng offence (or embarrass· 
ment). I use these hand-drawn plans at every lesson until rve learned the names, 

Some colleagues have a class list with a small photo of each student - this 
assists the shorNerm memory in each lesson as we build those workable rela· 
tionships. It is also importAAt to use the students' names in non-cl.asstoom 
settings (corridor and playground). and even in brie~ civil, exchanges. 

Small aside 

It isn't easy learning students' names at high school (or if you are a 'specialist' 
teacher at primary level), rve found that when I do forget a name rm trying to . 
remember it sounds a bit nicer to say to the student. "'rm trying to remember 
your name" (the truth). rather than, "I've forgotten your name" or even "I don't 
know your name", 

When students call out, butt ;n or talk ocross the room 

Like any aspect of classroom management we need to: 

• discuss such behaviour within the class agreement (p. 27); 
• have an age-related established routine (at junior level it might be "hands up 

without calling out"'. whereas at senior level it might be "one ata time in class 
discussions"); 

• be able to confidently manage the calling o'ut when it occurs, 

In the first few lessonsthe teaeherwill need to define, establish and maintain the 
fairness of one person speaking at a time and others eonsciously making an effort 
to listen. Before any group discussion we can preface any question~time by 
reminding students: "Remember our rule (or agreement) for .. ,". We might add, 
"I know some of you will be really keen to contribute; hov;rever if you just call 
out. or talk over someone, that is unfair to the other person if they are waiting, 
If you are waiting to make a point or contribute and others call out, you, too. 
would feel their behaviour is unfair." 

If students do forget, or call out to gain some attentional advantage, then a 
brief reminder of the rule will be important to the several or the individuaL 

When giving directions or reminders it is important to be brief, giving a few 
seconds of take-upwtime, and then re-engage whole group attention to and focus 
on the activity. If we accept calling out and valid.:ne such behaviour in the first 
few meetings we will find it difficult to re-train the group later. 

It is imporcmt not to ignore such behaviour in the illusion that it will go away 
or that the students will natutally settle, 

I have seen teachers teach through such noisy. disparate behaviour as if they 
are teaching when, in fact, several or more students are actively ignoring the 
teacher through their cross·t:alking. If we accept <I. student's butting in, calling 
out or <:ross·tal.king we ratify that such behaviour is OK. 

A "hands up" correction is a necessary correction in most classes - even in 
some Year 11 and 12 classes- particul:1rly in the establishment phase of the year. 
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Figure 2.2 OOS): ogreement - behaviour plan (adopted from Rogers 1997: 41) 

Our classroom 
behaviour agreement 

August, 2000 

[photo of teacher 
and students] 

Room 15 
Mrs Smith and our class 

Figure 2.3 Cover of a 
clossroom behoviour agreement 
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Our COlnlllon 

rights 

Any classroom based (or year-level) behaviour agreement needs to reflect the 
v:llues and aims of the whole-school policy on behaviour. The advantage of a 
cbssroom based policy or agreement, notably at primary and middle-school 
level, is that it raises a school-wide awareness :lIld consciousness about behav­
iour, ie:trning, and relationships, and does so in a class-by-class, age-related and 
devclopment:ll way. This gives reasonable school-wide consistency on the 
common, and essenti:r.l, aspects of behaviour policy. 

A framework for such a plan or policy is Set out in Figure 2.2. Each teacher, 
£rom infants to junior, junior to senior. follows the same framework, modifying 
the language and concepts to age and comprehension so that all students across 
the school share the Same underst::mdings. 

The process is as important as the outcome. On the firse day the class teacher 
setS aside time to raise whole-cl.ass awareness about behaviour and lea.rning, 
inviting srudent participation, underStanding and cooperation for a plan or 
agreement about fair and proper behaviour that enhances positive working 
relationships and IdtO.ing. Some teachers will take a more discursive approach, 
perhaps through a classroom meeting (or circle time); other re:lCh.ers are more 
comfortable with a formal approach that outlines the key areas of the plan and 
invites student discussion. 

The policy, plan Or agreement begins with a general statement: 

"Our behaviour plan has been discussed and developed by the children and 
the teacher in Year fXl. It is a record of how we seek to behave towards 
e:lch other. It applies to all the people who come into our class and will be 
used throughOUt the school year." 

The key elements of a student behaviour agreement 

Non-negotiable rights are the basis of a classroom :lgreement: the right to feel 
safe at school; the right to learn; and the right to be treated with respect. Rights 
such as the right to play, the right to equality. the right to have my say, the right 
to be an individual and the right to teach are all subsumed within these core 
rights. These core rights are based on the value of mutual regard, without whlch 
no group or community could effectively cohere and work together for mutual 
benefit. A right, in this sense, is that which we believe is fair, right, and proper 
abOut the way we should relate and work together. 

Even very young children have an emerging eoncept of fundamental "right­
neSS". Obviously they behave in contradistinction to that rightness (as do we all), 
but they hold to it strongly. It is the "natura1law". 

Simply stating that we have a right to something is not the same as enjoying 
that right. 

We might include in our policy, for example: 

The rightto safety doesn't just mean being safe-itis abOut feeling safe too. 
Put-downs, cheap shots at others, excluding others on purpose, harass­
ment and swearing are all ways that take away someone's right to feel safe 
here. (From a Year 6 classroom agreement) 

In this sense rights imply, and necessitate, responsibilities. If we have a right to 
learn it implies that the teacher enables the best - most effective -learning that 
is yCtJ$onably possible. (This further implies that when we're tired, and it's cold 
and wee. and we're stuck in the "excuse for a classroom" that looks like a shed 
we still do our best.) 

In discussing these rights with our students we provide a common focus for 
the Way that we look at, understand and address behaviour. 
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Notes 

--- - ---- -- ----------

1. A mind-map is a visual reprcsent:Ltion of a core idea. issue, question or concept with 
its supporting and $Ub'idiary ide:u, concepts or questions. It can give fo= omd 
direction and help to hold several ideas or concepts together. 

2. Punch was :m Engl.i$h satirical magazine, which is not well known in Auso:alia. 
3. Some infant teachen affect a babyish voice when working with small childten. Th.is 

.is unnecessary. Obviously we need to modify concepts in our language use, but we 
don't need to adopt the kind of tone or manner that Joyce Grenfell portr.r..yed so 
ski1fully in some of her comic monologues. 
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Responsibilities 
flow from our rights 

Rules: protecting 
rights and 

encouraging 
responsibility 

Individual and group responsibilities overlap: 

Shared responsibilities mean that we cat'c for ourselves and others here. 
Responsibilities and respect go together; when we respect others we are 
thinking about bow our behaviour affects others. 

Whole class "'bramwaving" ("surfing the collective brain $p:1cc" sounds less 
violent than brainstorming) will quickly dicit norms about the: responsibility to, 
for example: get to class on time; have the relevant materials; share (ideas, 
resources and even our time); do onc's best; help out; listen to others; manage 
our whole class noise level(l). A discussion on responsibilities will also need to 
address respect in terms of basic manners. B:lS.icssuch as sa.yingplease and thank~ 
you, asking when we borrow; returning when you've finished, saying excuse me 
when moving 3round others. being aware and respectful of others, allowing 
personal space, using first names (ra.tber than 'he'. 'she' or 'them'), taking turns, 
lining up without pushing, and so on, are all aspects of self-awareness as w( 
interact with others day after cUy. 

The core responsibilities an be summed up in cooperative and respectful 
behaviour: the consideration of others as well as onesd.f. 

The primary purpose of a rule is to give a formal, r~gnisc:d and public protec­
tion to one's rights. Fair rules also highlight and encourage one's responsibility. 

In the first few weeks teachers an be heard across all classes, using rule­
reminders: "remember OUT rule for asking questions", "We've got a rule about 
respectful language". In the playground te:lchers will be heard going up to 
srudents inviting some cognitive. behavioural awareness,. by asking questions 
such as, "What's OUT rule about playing ball games?" and "What's our rule for 
safe play on the climbing frame?" 

In fr~.ming rules it is iInportant to remember some basics: 

1. Have rules that focus on the core rights: a safe place and safe~bebaviour; a 
respectful place and respe<:!=fu.l behaviour through the way we treat other.s; a 
leirning place where we give our best and cooperate to learn. Rules should be 
few in number but address the necessary beh<lviours. I have seen classrooms 
where teachers have posted 20 or more rules on the w:ill; rules often stated 
negatively (''You must not •••'" "You shall not ..... , "You can't ..... ) and not 
outlining the d~ired behaviour. Simply telling a child what he should not do 
is hardly helpful; a helpful rule should at least contain the negative within a 
positive. For example, "In whole-class leaming time we put our hand up to 
ask questions and to contribute (the positive rule) without calling out (the 
negative caveat). 

I have usually found it helpful to have ~ rules covering: 
- treatment (courtesy, manners, respect); 
- communication (hands up, "partner-voices", positive language, active lis­

tening); 
- learning (cooperation and support, use of resources, how to fairly utilise 

teacher assistance); 
- movement (walking not running, orderly entry/exit to classroom, personal 

space, sensible movement); 
- problem solving (settling problems peacefully, using teacher assistance, 

using classroom meetings for resolving common concerns). 
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Caveat: There are some occasions when a brief 'stay~back' of the class may be 
warranted. 

A quorteror more of the doss make 0 bee-line for the door on Day 1 (lesson 1) as 
soon as the bel! goes. The other 70 per cent or so hold bock. The teacher coils the 
two or three students who have lert the room bock inside (she does this quickly, 
firmly, confidently, "hopefully"). 

"'Stop ( ... ). Back inside, fellos ( ... J, bock inside." 
If she knows their names she will use them (a small but crvcial point). 
"Bilol, Nazim, Craig, ( ... J back inside ( ... J now, thanks." 
They whinge, naturally. "Gees - it's recess, come ani" 
She re-directs. "I know it's recess,'" she partially agrees. "'Back inside fellas ( ... J, 

I won't keep you long .... 
Most students come back (certainly Day 1, Session 1, the students are generally 

more likely to comply not having worked through, fully, the teacher's leadership 
style). They come back in (grumbling and muttering). I've been in dasses where 
they flop in their seats sulking and muttering ("Gees what kind of sh-t doss is thisl"). 

She stands at the front of the doss, scans the group, tadicolly ignores the sulk­
ers, and says, "When you'te all settled, I'll explain ( ... ) .... 

They quieten. 
"This is not a detention folks. It's 0 minute post the bell. In a minute you're out 

of here.'" She smiles. "This is a doss reminder. In our closs we leave the place tidy, 
straighten the tables, chairs under the tables, litter off the floor. As I said eorlier ( ..• ), 
let's do the next closs a favour. Let's try it again. Thanks for 011 those who did make 
the effort two minutes ago. So; let's all try it again .... 

This time when the doss leaves they are more subdued, more focused. This 
approach is preferable to saying, '"Rightilif you're all going to waste my time, I'll 
waste your timell" 

She stands at the door giving a brief goodbye as the students leave. It has only 
token 0 couple of minutes but she has re~established the doss routine she hod 

. discussed earlier about a "thoughtful doss exit" (p. 51 J. 

If something very valuable has gone missing (lOst, mislaid at stolen) the teacher 
will (where possible) finish the lesson earlier and have a class discussion about 
the missing item. 

"I don't know if someone has taken iremXby mistake, or accidentally put it 
in their b:ag, but item X has gone missing. It is very important to ___ (tho 
person concerned), as I'm sure you can understand. I'll stand outside this class~ 
room for three minUtes and I expect the item to be back on my desk, no ques~ 
tions asked. I'll then dismiss the class. n 

Priot to this mini class meeting the reacher might send for a senior colleague 
to give some immediare assistance in finding the item. 

Situ:ations like these arc :lIways tricky especially when rime is of the essence. 
Senior colleague support should always be involved if the item is imPOrtant and 
is not retumed. 

Before you leave your working area 

1. ?utall materiels away (lids on felt*tip pens, pencils in containers, workaway). 
2. TIdy your own work space; help others out too. 
3. Choirs under tables. (ON tables at end of doy.) 
4. Utter in bin. Check. 

THANKS! Mr Rogers 

. 
r:r,,.. ..flO•••• 
----=--' 

2. Express the rules behaviourally and positively where possible: 

To show respect in our classroom we are courteous, and usc our man~ 
nets. We use positive language with each other. This means no teasing or 
put~downs. 

When we solve problems in our classroom we talk it Over or ask the 
teacher to help. We do not fight with words or fIStS or feet. If we fight 
we will have to go to time-out. 

It can help highlight the key behaviout focus of the rule by having a rule head~ 
ing such as: Our communication rule; Our respect rule; Our learning rule; 
Our safety rule. 

3. Use inclusive language in £r:uning the rules: "In OUT classtoom we ...... 
4. Publish the rules in both the classroom agreement and 00 bright classroom 

pOstets (even at midd.le~schoollevel). This can help with a teacher's verbal 
reminders about appropriate behaviour. Outoon motifs can help the visual 
effect of the posters. At infant level teachers can further illustrate the relevant 
behaviour through photographs attached to the rule poster. 

(JiI,tIt~~'~ZTUN'" .f'~:..-!ICiQtI la.c~/M&'~ITo --,,~ t'!f:J... ,
~'lfU--fo/1 d.,.17 , . 
..."",:r:::::{,-,.. -':-..;5,!tvr ~""f 
~ f''''"'' & n; .,l!1ft:r. 

Consequences Smdents need to know that consequences follow inappropriate and irresponsi­
ble behaviour. Consequences are directly related to rules and rights. StudentS 
will need to understand that when a rule is broken, in effect a right is affected or 
even :abused. 

If a studeot is repeatedly disruptive by calling out, burting~in, talking really 
loudly. interfering with others' workspace or materials or acting unsafely or 
aggressively, he at she is affecting others' rights to le:arn and, of course, the 
teacher's righttO teach. The necessary, fair, and appropriate consequence in such 
a case will need to be "rime~out" (in~class or even aut~of-class) (see p. 100). 

Smdents, therefore, can (temporarily) lose their right to be a part ofthe learn~ 
ing community through a consequence such as rime-out. 
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Lesson closure 

.. The teacher could remind students that they can quietly check and discuss the 
work with their immediate classmate (not a classmate on the other side of the 
classroom!) 

• When the class group is well established it can help to appoint classroom 
memors (peer-mentors) who can assist their fellow students with conferenc­
iogabouttheir classwork. Such students nced to be well received by their class 
peers and possess natural social skills such as effective listening and commu­
nication • 

.. The teacher could establish a routine: "Checlc (quietly) with three (directly 
De:LC you) before you check with me". This can also help students to gain peer 
assistance before easily, and quickly, seeking out the teacher. 

.. At pritnary age level it can belp to have the key learning tasks for the day set 
out on a separate board, as a visual focus, 50 that students can rotate between 
tasks as they complete each appropriate phase or stage . 

.. At upper primary onwards it can belp if students go on with other work while 
they wait for teacher assistance or eonferencing. One way of visually focusing 
the teacher assistance process is to have a teacher help board where the 
students note down their name if they need to conference with the teacher. Of 
course before they note down their name they will need to have: 
(i) checl<ed the set work requirement/task/activity themselves; 

(ll) checl<ed with their classmate or working partner; 
If they note down their name they can go on with other set work (or other 
options) while they wait for the teacher. This avoids having children just 
waiting with their hands up until the teacher gets around to them. 

It is impOrtant to plan ahead for lesson closure, particularly in the first few 
lessons. The tcacher will need to discuss with the students routines such as: 

• packing up and Straightening the furniture; chairs under the table (or: on the 
table at the end of the last class period of the day); 

• picking up any residual litter :md putting it in the litter bin on the way out; 
• leaving the classroom in an orderly fashion (this may need to involve dismissM 

ing the class row by row, or table group by table group), 

- tFr; "" r/!7' tV/%?' ~-+// A I'.IfU¥f< Remember there is anaturalreadiness on Day 1, Week 1, for the 
teacher to make these expectations and routines clear. It is also 
important to finish the lesson, or activity, positively (even if it 
has not been the best lesson in the world). Aim for a calm, 
positive closure with a reminder that, "Another class is coming 
in after us, let's do them a basic favour. Chairs under .•. ; litter in 
the bin •.• ; we leave quietly, row by row (teacher nominates the 
rows). Thanks ..... 

I~~I~£~ 

Homework cues are best written up on the board or printed 
reminders banded out. Auditory reminders about impOrtant 
topics are miscued by many students in the last few minutes of a 
lesson as most students are just waiting for the bell In fact some 
students will already have packed up well before the bell; itwill 
be important to speak to such students (one~to--one):md enco~ 
age them to recheck their work, or read the class novel, or , •• 

It may be important to remind the class politely that tbJ: beU 
is a reminder to both the class, and the teacher, that this lesson 
bas ended; it is the teacber's responsibility to dismiss the class. 
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Support of 
students 

Students need to know that beyond rule reminders (as a verbal consequence) 
tbey may be: directed to work away from others; take coolMo££Mtime or be 
directed (even escorted) from tbe classroom for time~ut; stay back to discuss 
their behaviour with their teacher; or stay back mer class time to ".6.xMthings-­
up"; be directed intO a mediation process; or be part of a parent/teacher/student 
meeting. 

All consequences operate on a leasNoMmosc intrusive basis. Students need to 
know they will always have an appropriate right~f~reply as part of the conse­
quence process (see p. 73). 

It is impO~t to balance the corrective and consequential aspects of the class­
room agreement with the offer of teacher support (Fig. 2.2). Here is an example 
of suppOrt from a Year 5/6 (eomposite) classroom behaviour agreement. 

S~ppcirti~9 ooch:ofher'in ~u;:cl~roorT;' .,.~ .. 
· The;e a~:m.o~~.We' J~:n:~~~p~~~ ~'cich:~~'~/b~'re'iM~~:,~f.6'n.':~~"s\):~:po'~.; 
, others when, we toke time ,to: thinb:l~,out others _ to 'he!p~ encoIJroge and 
· .,cooperate; Of co\irse·'tfi;;;re<rre'd~:';;;h~n.thingsdo'n't go right;:~'reCognise· 
: :thls. ·!t':is.: i.mporlont:t~ol;lgh,:.fo;~e~p!ain'to, your teacher;: or classmote;, when, . 

yov're::having ~o""baa:daY~?'!rwe':'oon~t !e.t:·others.'know they mighrget 
conius~d 'os:,~o'::why weJOp!C" (o~~'souildLQrinoyea,;'upset~,"or..angry.':.. ~'.' '::'.::... ' :;':': ~ 
:"' .sometimeS: We have ·i::oncQim.s;.,worriei:·or""prob!em~oVtside~cihd".iriside .:~ . 

· ;Chooit!t con:help:to:.tOJk;:~bovt.tbis~,your.'teocher;,or scho-cikciunselror is. ' 
:"o!~,,~I!ln·g}o,~h~!p,.t~'anY:'Woy:W~::·can': "",, ..:.... :: ·':-,:<f :" ';-::....:-' "'~-~ '.: .;;.~~...:,~. ::~/ ..,~; 

If we:',iJ~~'making· poor-choices;, or: wrong, choiCes aboUt our·be,hoviour'o.ur:·:,: 
. Jeocher.~.l.~::help,us. v:-!th:·,·:, ';',; :. .'."; ,~: .> .".' '-"-;.. .".7' 

• discl.issin'g-our beh~viour;';;,>, ..'"~ 
• pOl'$onal'behoviourplonS;:,: ".:' .'" 

. ". ,0 chance,iopU:t:things'rig~t rrii.stiMionr:,:,:,some'tiines~we' may·need to.put. 
things right by.'tOJkiog,thing.s:.throvgli..with o.JeJlow·stvdent (mediation); 

>' ;', . , <'::~;?;:';':,:.. '::;.:..:' :~~,:,:,:... !~;':!.~I"~. ~.> .;' .. ': .':,: .+." .:-,. ;,," ",:.~" ,',;. >..<,.,,;:.' 
'::.' :On."some:()a:as·ion~.our·parents"moY·rieed to.be. involved in'he!ping:us with, 

·ou;beh~iour:atschoor. ; "\'::!J'" . . .... ,~. .... ':-'" 
-"e';'::"'';.,.'::' .. '::;.::.,':.;.':.,}:'.::,.... ''':'.:' 

Many teachers also include an extended note (m the classroom agreement) on 
classroom meetings (circle time). Some parents may not be aware of this concep 
so a brief note about the positive and educational features of classroom meetings .­
will assist in the understanding of basic classroom democracy: 

We have regular classroom meetings (circle time) in grade [XJ. These meet~ 
ings give all students an opportunity to explore common concerns, needs 
and problems. These meetings allow shared understandings, active prob~ 
lem solving andstudent~assisted solutions to common issues of concern. 

The last page of the classroom agreement is signed by the students and their 
grade/tutor/form tcachet: 

We have discussed, drafted and edited our behaviour agreement with our 
teacher. We agree to use it and support it. 
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The classroom behaviour agreement is a document for parents :as well as 
students. A copy will be sent to all parents/caregivers of:ill children in each grade 
or class group. A covering letter from the headteacher goeS home with the class~ 
room agreementr'plan. 

Deaf _______ 

This behaviour agreement has been discussed, and developed, by the 
teacher and the children in Year 6 '" It outlines the way we address behaviour 
and learning in our school. We ask you to read through this agreement/ptan 
with your son/daughter. We look forward to your understanding and support 
this year ... 

As the year plods on, all behaviour issues are, one way or another, referred back 
to this behaviour agreement. 

Non-negotiable rules and consequences 

There' ~~e.rules,: in, a scho~I~"tha; ore n~n-neg~tja~i~ .. ~cross oiL_ages ,~·aH 
dasses. These,-relate 'to issues-such os health and sofe~/aggresSi.oni Duliying 
and violent- behaviour. These'rules needto:be made"krio~n in:'the first meet- . 

. jngs-with students, in,the.'school diary; in classroom'agreements and, sChool 
polides. : . . . , 
, Forexample in Australian schools there Is a "no hat, n.o outside ,playH rule 

in the "flat summer months. ,It is a,rule diredly related to heolth and safety. 

When schools bave a cornmon framework for classroom beh:lViour agreements, 
each successive year group becomes increasingly conscious of "the way we do 
things here", enabling some sense of common understandings and expectations 
about appropriate and fair behaviour and also some reasonable consistency in 
behaviour management by adults across the school. 

As noted earlier, there are several pluses in the ongoing life of a class group 
{po 26}. If the teacher has thoughtfully established "the way we need to work 
here", and has developed positive routines and rules for classroom learning and 
social interaction, the class, as a group, becomes habituated into workably cohe­
sive "norms". 

Cohesive phase During the "cohesive" phase, the routines and rules become the norm; "the way 
we do things here", At the beginning of each term we might need to revisit the 
student behaviour agreement (p. 27) and some of the routines (such as noise 
monitoring) that we have established in the first few weeks. Students "forget" 
during term breaks, or are "resocialised" in non-school settings. A brief and 
positive re-establishment can belp St:1rt ea.ch term with. a shared focus. 

In this pbase of the year, most of our behaviour man:tgemcnt occurs within a 
relational dynamic. Hopefully we have built a positive working relationship 
with the individuals as well as the group, We rely less on the rules and routines 
now and the students are more self-aware and self--directed in their behaviour 
and learning. Students are taking appropriare "ownership" of classroom life. 

During these phases, teachers can utilise classroom meetings (circle time) to 
discuss issues relevant to individual and group needs and concerns. 
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Parlner voice 
feedback 

(Rogers, 1998) 

7;i;00T 

f~ 
A1"~ RU 
Personal reminder plan forTrovis 

These pictures are portrayed togcther with a coloured meter (a circle of card­
board about 30cm in diameter) in the centre. Each quadrant is coloured: white 
(carpet-time voices), green (partnerMvoices), orange (partner-voices getting tOO 
loud- this signals a reminder/warning) and red for stop. The meter has an arrow 
(with split pin) that can rotate to any of the four pictures. The teacher explains 
the arrow and colours. He or she has the arrow on white during carpet-time, and 
on green for partner voice. 

If children become toO loud during on~task learning time the teacher can put 
the :mow on orange as a non-verbal and visual aide memoir. He or she will wait 
to see if students pick up on this cue. If necessary he or she will cue for class 
attention (wait) and point to the warning picture and either non-verbally cue for 
partnCl'-voice (p. 66) or will give a bri~ positive, verbal reminder, "Remember 
your partnerMvoices. Thank you", before putting the arrow back to green. 

If the teacher puts it on red it signals stop and everyone has to refocus back to 
partne~voices. This involves a britf, whole~ reminder about partner-voices. 
Like any routine it takes time to develop general habituation about inside partM 

ner~voices. 
As Year 1 to 3 level it can help to appoint noise monitors on each table group. 

Their role is to keep an eye on the noise meter from time to time. The teache~ 
can assist their role by cueing the noise monitor with a brief reminder. It can also 
help to rot::lte this role in the first few weeks. 

As the teacher roves the room he or she will also encourage students when 
they are using their partner-voices. 

"'You're keeping your voices soft and I noticed you're looking at each other 
when you speak and you're remembering your manners .,. That all helps us to 
get our classwork done. Thank you." . 

In this way the teacher describes what they do that helps their table group 
(brief, descriptive feedback) and encourages group members. 

The noise meter and picture cues are means to an end; they are props and 
prompts. They have their acute focus in the establishment phase of the year and 
can be shelved as the behaviour generalises. 

The noise meter is both an establishment teaching device and a monitoring 
aiJe..mbnoire. In time it can be replaced by a tablecard reminder: "At out table 
group we use our partnet~voices" (p. 46). 

If an individual student is still struggling: with his voice level, and use of voice, it 
can help to develop an individual behaviour plan withhim. This plan attempts to 
teach him (one-to-one) the "why" and "how" of a quiet working voice (m eHect 
it teaches him individually what most students have adapted to normative1y).In 
teaching a child one-toooOne (in non..contact time) the teacher can: 

• use simple picture cues to illustrate how individu.al, noisy voices affect others; 
• mirror the child's typical noisy voice (ask permission, "Do you mind if Ishow 

you how it sounds when you •.• ?", and keep the mirroring brief (p. 72»; 
• model appropriate partner·voice; 
• practise part:D.er--voice with the child (one-to-one); 
• let the child know this is his or her (personal) reminder plan (a small card 

illllstl"ating the student using his partner-voice). 

As with any individual plan for behaviour or learning it is developed away from 
other children, one-to-one, with an emphasis on support and encouragement (p. 
122). 
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Communicating 
the rules to students 

Visved reminding 
of routines and 

rules 

Discussing rules 
within the wider 

socia' context 

In communicating the ne<:essary rules to students it is important to empbasise 
the purpose of rules: protection of rights and expectation of basic responsi­
bilities. 

In communicating the rules to a newc1ass group (or year group) some teach­
ers are mOre directive - outlining the expected rules, their reasons, and the 
normal consequences when rules are broken. Other teachers are more discursive 
in their approach, empb:tsising shared dialogue and engaging a process of agree­
ment (Fig. 2.2). Some teachers begin the year with a classroom meeting (circle 
time at infant level)and use the meeting to address the need for rules and 
consequences. 

The approach taken will depend, in part, on one's cowort zone about class 
dialogue and classroom discussion. I have been in schools where the rules are 
re3.d out almost perfunctorily by tutor teachers, or (more pedestrian) the 
students are directed to read the rules in the school diary - full stop. 

If your preference is for a more directive approach to communicating the 
rules it will be beneficial (at least) to gives the reasons for the rules and invite 
student questions. . 

In tbe establishment phase of the year the process of rule encouragement and 
maintenance can ,be assisted by visual posting of key rules and routines (p. 31). 
At inf.tnt and early years levels these could include: 

• A photo and name card can be used for coat hooks. 
• The key classroom rules cad be illustrated as a visual aick-mbnoire posted in 

a prominent place at the front of the clas$room. So could routines such as: 
partner-voice (working noise), what to do when you have finished the set 
work, how to Set t)Ut a piece of writing, and use of wet areas. 

• At infant level teachers often take photos of the children working coopera~ 
oVely - tidying the room, conununicating respcctfulIy,. sharing cooperatively, 
- and these photos are displayed with the relevant rules the teacher has 
established. 

• I have seen teachers use a name board with an inlout space for students who 
need to leave the room to use the toiletlwashroom. 

• Simple signs for cupboards, quiet areas and the library comer enable associa.­
tion of place. space and purpose. 

• I have even used simple posters to remind students at serondary level about 
tidying work space: chairs under table; straightening furniture; chairs on 
tables at the end of the day; cleaning up any residual litter; and leaving the 
room in an orderly way (p. 51). 

• Baskets can be used for "'finished work here", and there can be an "early 
finishers box" with worksheets or activities. 

• A noise-meter can be used to establish and monitor working noise (p. 48). 

When discussing rules with students (even up to Year 8) it can help to discuss 
them within the students' experience of rules in many different places and con­
texts: the bighway code, clubs they belong to, road signs, their families, and even 
board games. The purpose of and reasons for fair rules can be helpfully discussed 
within these f.uniliar contexts and a natural transition of understanding can be 
made to the classroom and playground. 

Students have already learned that rules help govern behaviour, help protect 
people (at least potentially) and enr;ourage shared responsibility (thinking of 
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others), and, when broken) rules occasion consequences. They have seen the 
yellow card used with adult footballers (and they have also seen adult footballers 
throw tanttwns). 

Maintenance and 
consolidation 

Seating plans and 
student grouping 

It is cruci:l.l. to maintain and consolidate the rules and routines that are estab~ 
lished Day 1. Week 1 (Fig. 2.1). Effective teaching and management in rhe 
est:lblisbment phase also includes planning for the typical disruptions to day~to· 
day teaching and learning and developing a workable "system" for the smooth 
running of the classroom in terms of behaviour and learning:. (This is discussed 
in Chapters 3 and 4.) 

Simply Staring, or even publishing, fair rules and rouOnes is not enough. 
Teachers need COnsciously to address issues and behaviour such as lateness) 
unsuitable noise levels, calling out, time off~task and task avoidance and inap­
propriate language on a day-to-day basis until there are "norms" of expected 
behaviour present in the classroom life and learning. 

A teacher's discipline plan (pp. 56, 57) forms a key fearure of a workable sys­
tem that thinks through typical (or likely) disruptions and plans the sorts of 
responses (even one's language) that are likely to invite Student cooperation _. 
not as a formulaic system bur rather as an enabling framework. 

None of us would ever teach a lesson or activity without some kind of plan; 
but rm still surprised by bow many teachers continue to teach without planning 
for typical distracting and disruptive behaviours that can affect the quality of 
teaching and le!lI"ning. . 

As noted.earlier (p. 27) students expect the teacher ro clarify rules, routines and 
cueS in terms of "how things are expected to be here ...... It is important to 
thoughtfully plan how we will communicate. establish and monitor these rules, 
rouOnes and cues, noc as an end in themselves (teacher control), but as a means 
to an end (teacher-student" cooperation in a shared learning community). In this 
sense this establishing enables effective management, teaching and learning. 

When planning room organisation we will need to ask what the purpose of the 
physical searing layout serves ('U' shaped, rOWS, pairs, table groups) and also 
student placement (who sits where and with whom). 

In some classes, allowing friendship groups on Day 1 may create unhelpful 
power cliques and habituated patterns of behaviour that are difficult to refocus 
later in the term. While it is important that teachers allow SOme freedom in seat­
ing arrangements, this freedom is better given later in Term 1. 

On Day 1 it will assist in general management to have students seated in 
random allocation (with a name sticker on each table). This allows easy learning 
of students' names by the teacher and allows some early classroom socialisation 
outside the natural friendship groupings. Random alloC:l.tion may also need to 
include gender mix and, possibly, ability mix. Also if we know that some 
students do nOt work or relate well together that knowledge will need to be 
cranslated into student seating arrangements. 

In a Year 7 class I worked with recendy twO students who had robust and 
motoric expressi.ons of ADD had promised their teacher that they would work 
well if they sat together. "Really Miss! We'll be good if we sit together please 
Miss; please!!" It was a cime--wasting mistake. After sever:::J. frustrating promises 
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Welfare of 
our students 

(establishment 
phase) 

we relocated their seating arrangements, and moved the whole class intO rows. 
They settled down and actually became more focused in their learning 
behaviour. 

While socialisation is an important featute ofdlssroom life and le:uning, it is 
also important that the students understand, from Day 1, that the classroom is 
not merely an extension of playground soO.a1isation; this place is set aside for 
teaching and learning. Some children are very easily distracted, for example, 
when sitting in table groups. so in the establishment phase of the year it may be 
wiser to use a more formal seating plan (rows. or paired seating, hcing the front) 
to minimise unnecessary distraction. 

Simply placing the students in table groups does not facilitate (of itself) coop­
erative learning behaviour. It em belp to use small group seating for morc 
focused cooper:a!lve activities and retain seating in rows for the core teaching 
and learning activities. 

I have seen many teachers give up the positive benefits of cooperative le:u:ning 
by early expectations that table group seating will, of its~ engage cooperative 
learning; it won't. Cooperative learning needs to be structuled, and taught, over 
'time and is no.nnally more effectivC'when the class is more relationally cohesive. 

Students new to a school can often be anxious about settling in, particularly at 
reception level and first year at high school. It is important for teachers to be 
aware ofand considerate for a student's natural concerns about how they will fit 
in; whether other students will accept and befriend them; whether they will be 
able to cope with the demands of the work, the timetable, the different teachers. 
In shott whether and bow they will "belong". The need to belong, to feel 
accepted and part of a 'group, is an impOrtant aspect of day~to-day existence at 
school. 

Even basic considerations such as who theywill be asked tont next to and for 
bow long (will it be every lesson?) can concern some students. It can be helpful 
to rotate seating pairs, or groups, over the first few weeks to enable basic group 
befriending. It is also important to keep an eye on students who appear to be 
loners or students who have difficulty befriending others, particularly at play~ 
times and in sports sessions. Many primary schools (and some secondary 
schools) now have "'buddy" programmes for reception age, for pupils in Year 8 
(transitional year) and for students new to a school. Older students take on a 
peer suppOrt role that enables the younger (or new) student to settle intO the 
classroom group and social climate ofa playground.. The "peer~buddy" receives 
basic training beyond the natural. skills and personality that equip themfor such 
a roie. 

Group :activities that involve games, activities and discussions, can all assist in 
the settling~in process and'in terms of getting to know each other. Name games 
can sometimes lose their novelty at upper primary level but a basic seat~rotation 
and getting-to-know~you time can enable a basi<; sense of group cohesion and 
bonding. 

One's welfare obligations to one's students are not confined to primarytcach­
etS. As part of a seeondary year level team, the house heads and year advisors 
(home-room tutors) have a' particular responsibility to liaise with subject 
colleagues to keep the lines of communication Open about how their students are 
coping with settling in. 
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When seating 
plans don't work 

The first meeting 
with the students 

I did Ihis drawing of 0 middle­
school doss orriving outside 

their dossroom. The girl on Ihe 
righi, Donna, Is Jelling the group 

know who Ihe new teacher is: 
"Yooooo, Mr Roger.:. I seen you 

before In onOlher doss. 
Yoooooo, Mr Roger.:!"' She hod 

a "notice me~ kind ofvoice, 
often used in weoring tcacher.: 

down. I locticolly ignored her. Be 
coreful when todicoUy ignoring 

thot you don't enjoy illoo muchl 

I've worked with teachers who have allowed the friendship-seating option to 
create little coteries or cliques; the row of students down the back whose esprit 
de corps creates contestable1 time-wasting, behaviours; the little group of girls 
(or boys) wbo won't let anyone else sit with them. 

I've found it belpful in such situations to change the seating plan by partial 
cooperation with tbe students. The teacher's concern about noise-level, and 
time off-taSk (as it relates to learning) is briefly set out in a pro forma with an 
invitation to assist in a seat change :­

As your teocher 1om concemed about the level of noise, and time off-task. 
during class work-time. I believe a change of seating-plan will help. I would 
appreciate your cooperation. Please write down the names of two students 
you know who will make it eosier for you to get on with your dO$SWorkond 
get the best benefit. out of your time in this closs/subject. 

While aU fair suggestions will be token on-board I will be the final umpire. 
I wi!! let you know next class period. 

Thonks for your co-operation. 
Mr Rogers. . 

This needs to be developed in a spirit ot good-will wherever possible. With a 
particularly difficult class it can help to have a supportive colleague come in and 
conduct the exercise with you (see also p. 142)_ . 

The first meeting at secondary level is normally in the corridor (outside the class­
room). I've had some students in more cballengb.g classes i,m.mediately Start 

bassling me: "Who're you?'\ "What's yer name?"; "You going to be our teac::.her 
today?", "Eb ••• where's Mr Smith ..•? He ~ our teacher last rime - he's a 
donk!" (guffaws). Several students are talking over each other and there's some 
pushing, shoving or playful "testosteronic bonding". 

I've seen teachers enter intO long time-wasting responses to such group 
banter; smiling and answering their questions, no doubt hoping they are build­
ing an early friendly relationship. The students' definition is different; they are 
seeking to define how they will "work" the teacher-student relationship. 

It is wiser to tactically ignore most of the multiwstudent banter and questions 
with a brief, polite statement: "I'm not answering personal questions - now. We 
need to be ready to go into our classroom. Thanks." Our tone is pleasant,. but 

New doss, new year: tho astablishmont phose gfbehaviour monagOlMnt 37 



Teacher 
confidence and 

authority 

businesslike, enabling some group ":1ttentional focus" by a relaxed., non-verbal, 
"blocking hand" indicating such questioning is not on the agenda now. Direct 
group attention quickly so that the core business (teaching and learning) be­
comes the immediate focus, rather than whether you have a boyfriend, or are 
married or are new here, and so on. 

As Robertson (1997) reminds us, it is important to define the first meeting(s) 
in your own terms as teacher; to be confidently' secure; pleasantly firm. without 
any overtones of "force", perception of threat or perceptible anxiety. 

The brief "corridor-settling" by the teacher conveys the change in pace and 
setting: between outside the classroom (play, high motoric, noisy, behaviour, 
which is narur::tl and OK for the playground) to inside (quieter, sitting - mostly 
focused thinking, cooperating in our learning and social interaction). It will be 
important to create (even here) an expectant tone. quickly, before going into the 
classroom. 

Scanning the group outside the classroom the teacher will often have some 
expectation of "lining up" or "considerate one-at-a-time entry" to the class­
room. A reminder to this effect can ca.lm and focus natural student restlessness: 

"Settling doWl'l everyone ( ...J. Before we go into our classroom I notice a few 
hots oni if you have a personol stereo on remember we're going into 0 class­
room leoming envkonment. Thank you." The teacher smiles and nods as he 
gives brief, positive, feedback to the individuals os they settle. "'When we go 
in I wont you to remember .,," Her~ the teacher briefly outlines the protocol 
about where students will sit, where their bogs go, and so on, 

Robertson (1997) notes that "relaxed behaviour" is consistent with "high· 
sc.tus" and also implies that one is not threatened. Of course we may have natu­
ral anxiety but we need to project an approach, a manner, that in effect says, "I 
expect your cooperation and compliance in student behaviour", Of course such 
a leadership style needs to eonvey respect, good·will and humanity. 

When a teacher's manner, body language, posture and communication 
appear confident and authoritative, and when such confidence is further main­
tained in both teaching and management, students are likely to cooperate with 
the teacher's leadership. 

There is a reciprocity at work here:. 

Iftbe teacher feels confident the pupils are noticeably more responsive and 
this in turn reinforces his own assurance; if the teacher lacks confidence, 
the process can begin in reverse and he can quickly become thoroughly 
demoralised. (Robertson 19.97: 66) 

Confidence (not cockiness) is:1 crucial feature in the teacher's overall communi­
cation with a group of students. , 

Confidence, in part, derives from being well prepared and knowing what one 
intends to teach (Chapter 3) but it also derives from one's characteristic presen­
tation of self: open, relaxed body langu:1ge; not appearing easily flustered (yet 
willing to accept fallibility without going to pieces); the ability to regain compo­
sure quickly when one has made a mistake - not being easily flummoxed (Rogers 
19.97); a confident, pleasant, engaging voice; being able to assert where neces· 
sary (pp. 56, 60); effective use of eye-scanning, eye contact (p. 66); being aware 
of one's body language when eng:1ging students' personal space. These are basic 
but significant features of a confident teacher's person:iliry. 

38 DoSS/oem ~htMou[ 



Some basic cues to correct and refocus calling Out are: 

• A non·verbal reminder: (At infant or middle primary level). The teacher r:Uses 
his or her hand (tosimulare hands up) and, brieiIy, covers his or her mouth (to 
indiC<l.te hands up without calling out). She then acknowledges a srudent with 
their hand up . 

• Inc:.idcntal direction: The teacher describes what the student is doing: "Jason 
( ••. ), you're calling out and clicking your fingers". The teacher then gives 
some take-up rim.e. then acknowledges other students with their hands up, 
and names them - jason .••• Dean ••.• Carla ... , I see your hands up I, 2, 3" 
- and responds in turn to their questions or contributions (PS7). 

If several students are calling out it will be imPOrtant to stop the class _ a block. 
ing hand - and scan the room, waiting for quiet: "Folks C ... ), several stUdents are 
c:Uling out ( ... ). We have a class rule. Thank-you". The teacher then. in a posi­
tive, expectant manner, resumes the class discussion. "I don't mind wbicb hand, 
as long as you have a hand up [teacher smiles]. Alright ... let's go for it ... " 

Other examples of verbal cues to a group or individual: 

• "Hand up without calling out, thanks .•• " 
• "Remember our class rule for asking questions." 
• "Hands up so I can see your voice." 
• "I can hear questions; I can't see hands up." 

• "I get concerned when several of you call OUt C •.• ) we end up not able to hear 
anyone." (This is a brief, whole-class reminder.) 

If a student, has persistently called out during Day 1 it will be worth following­
up with them after class time, perhaps even making some form of verbal agree­
ment (one-to-one) about hands up behaviour (p. 49), 

Like any corrective management, we need to have the preventative focus in 
place, and will need to have thought through simple, brief, positive forms of 
corrective language to remind students of their responsibility and to bring 
students back on wk. Avoid negative or interrogative corrections like: "Don't 
call outl"; '*re you calling OUt?"; "Why are y'!u. calling out?"; and "You're not 
supposed to be calling out are you!?" 

Transitions When a teacher moves from the instructional to the on~task phase of the lesson 
it is Il:I.tur.l! for the noise levd of the class to rise; some srudents who were not 
listening earlier now tend to be unfocused and want teacher assistance 
(quickly!); many surt talking to their classmate (which is acceptable providing 
such t::tl.king is not loud or Significantly non-task in focus); there will also be 
stUdents who do not have the appropriate equipment. 

More than anything teachers need to make the transition between instruc­
tional time and on-task time clear and definite. I've worked with teachers who 
have a fuzzy. inchoate transition. where the students are unclear what they are 
supposed to be doing now. The teacher may jUst tail off a series of task instruc­
tions, or even st:lrt answering individuals' questions, leaving the rest of the class 
uncertain as to where the focus of the lesson is at this point. 
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Basic, but crucial points like having the work taskJactivity written-up as a 
question, or series of points/steps and having monitors for distribution of 
materials (particularly with group work) need to be established from Day 1. 

Establishing 
whole-class 

attention 

It is important to establish, at the first group meeting, the importance of whole­
class attention and focus. Developing the habit of whole-class attention is crucial 
to an effective beginning to class learning. 

Verbally focusing attention 

Once the individuals are in their seats the teachet needs to cue for group atten­
tion. This can be initiated through a combination of non-verbal cues (p. 40) and 
verbal directionCs). 

• It can help to use an imperative form: "Settling down everyone (, ..)" Allow 
some. brief, tactical pausing to give the students take-up time to process the 
teacher's cueing (p. 3). "Looking this way and listening ( ...). Thanks," 

Avoid questioning phrases: "Would you please look this way everyone?"; 
"Can you settle down please?"; "Would you stop talking?"; "Why are you 
talking?" 

"Thanks" at the end of an imperative form of words implies expectation. 
Think about your languageforaddressing agroup: "Class ..,"; "Folks ... "; 

"Everyone ..... ; "Guys ... "; "60 ..... ? "Guys ..... seems to be favoured as a 
unisex generic by younger teachers. It's not one of my favourites. 

Some teachers find a non-verbal cue helpful before they give a verbal direc­
tion, With new classes I often "ting" a small drinking glass with the tip of my 
metal pencil, then follow with the whole-class direction. 

• Be awarc of posture. .An "open", expectant, confident posture and a positive, 
expectant, tone in one's voice will convey our meaning ("set;tlc", "look", 
"listen') as much as anything else will. 

• Step the voice down with the part direction. The initi::Ll words (e.g. "Settling 
down folks ..,") are said a. little louder to gain initial attention; it may be 
necessary to repeat the first part of the direction. 

"Settling down evcryone ( ... )" a little louder 
"Looking this way thanks softer 

and listening ( ... ).. softer (in concert with increasing 
attention and focus) 

This verbal form ("Settling down ... ") is a variation of "Stop (what you're 
doing), look this way, and listen"'. 

• Scan the eyes and faces of your class as you speal<: (it can communicate one's 
positive manner as well as giving the teacher feedback aboutstudentattention 
and focus). Allow time for the residual noise to settle ( ...), then proceed with 
the rest of what you want (or need) to say when the class are attending (e.g. a. 
class wdcome and the instructional phase of the lesson), 

Some teachers will use a raised voice to initiate group attention and, when only 
half the class a.re listening, continue to talk to the group whilc the rest are still 
whispering or chatting. All this does Cof coursc) is co emphasise that such talking 
or "chatting" is OK. It is imPOrtant to scan and wait for whoJe-class attention. 
While scanning the group, it wilf be important to non-verbally (or verbally) 
affirm students who do settle, b.ce the front and listen with rcadiness with a 
smile, a nod, a brief affirming comment: "Thank you, John, Damien, Lucien, 
Susan ••. you're ready"; "Nuyen, Tran, Biial ... thanks." 

At. infant level teachers will otten give several such encouragers to emphasise 
the fact the students are listening, are sitting, are facing the front, are ready, and 
so on. 
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Teacher movement 

It doesn't help group attention and focus if the teacher telegraphs too much 
motoric restlessness by pacing up and down at the front of the classroom; the 
undiagnosed "ADD students" will tend to over~focus on the teacher's movement 
only half listening (if at all) to what the teacher is saying. rYe watched teachers 
bouncing up and down on theic toes while reading to the cl:ass, unaware that 
their overly motonc movement telegraphs an unconscious restlessness in the 
students whose eyes involuntarily track: the bouncing up and down. 

Stand at the front of the toom to initiate and sustain group attention: a 
centre~front position, facing the class group, standing relaxed and scanning the 
faces of the stUdents while cueing for attention will normally signal the tcacher's 
readiness and expectation. 

Non-verbal cues to gain group attention 

One of the non-verbal cues to initiate or signal for group attention is the raised 
hand. When the class is seated the teacher faces the class (from the centre-front 
of the classroom) and visually scans the room with one band raised. He or she 
does not speak; the raised h~d is a cue to which the students respond by, like­
wise, raising their hand in a kind of domino effect across the room. Students 
look around and., in effect., copy. Ids a cue to focus and refocus attention (as is 
necessary during the lesson) and can be quite effective at primary age level and 
lower secondary level When the class has responded (IS-30 seconds) the 
teacher lowers his or ber hand, thanks the class for their cooperation and contin­
ues with a class greeting and ~e session's activity. 

One of my post-grad students had been told this was a good signal for settling 
a class and proceeded to try it with a new Year 6 class:. She had her hand up for 
a few minutes when a student finally said., "Yes, Miss ••• how can we help you?" 
When using non-verb'!l cues fur the fi.rst time it will be important to verbally 
associate the expectation carried by the cue with directional words. In the case 
above the teacher could have raised her hand and verbally directed the group, 
"Settling down everyone ( ••. ), looking this way ( •••) and listening ( •.. ) ...". When 
tbey were quiet and listening she could have then explained thar the next time 
she puts her hand up like that at the beginning of the lesson •.• So much for hind­
sight! 

Typical non-verbal cues used by teachers include ringing a small hand-bell; a 
sound from an instrument (many years ago I usedmy guitar-strum.Ining a chord 
to signal to my, then, early years class to come and sit on the mat); a hand-clap 
rhythm copied by all in.f:mt students (the teacher then reducing the clap to a two­
finger clap , and finally a single finger "quiet clap" and hands resting in the 1.. 
Even Standing still, relaxed, SClDlliog the class - waiting - can, itself. be a n(,.~ 
verbal cue. 

Re-establishing group affe'!tion 

There are occasions when a teacher needs to re-establish group attention beyond 
the initial lesson escablishm.ent. There may be an occasion when the noise level 
of unnecessary off-task behaviour occurs, or the teacher may need to refocus an 
aspect of the lesson task. The most obvious re-establishing needs to occur before 
lesson closure. It is important to allow appropriate time for packing up, lesson 
.summary (if necessary) and orderly and calm exit (see pp. 51-2). 
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The seemingly 
non..responsive, 

non..aftentive class 
(first meeting) 

A primary teocherstops her closs 3 or 4 minutes before the closing bell. The 
students ore still busily colouring in or writing on their worksheet. She gives 
severol instructions obout moterials ond where to put finished work. adding, 
"'Stond behind your choirs when you've finished". The problem is that the 
teacher is speaking over significant residual noise and activity. A third of the 
closs is still working with pencils in hand while she is talking. She "allows" this 
behaviour to continue where she should have briefly refocvsed the doss, and 
individuals, for whole~doss: attention. 

Whenever we givegroup instructions, directions or reminders it is important to 
wait for whole-class attention to enable focus and processing of even routine 
directions. 

A further problem can occur. If the teacher frequently talks oller talking and 
kinaesthetic noise the students get used to it, and there is a group habituation 
that is not easy to change. 

• Have asigoaI or cue for group attention (verbal or non'"'Verbalsee pp. 39, 40). 
• Use a brief tactical pause (P3) so students can process the direction. Repeat 

the group instruction ifnecessary: "Everyone ( •..) eyes and ears this way now. 
Thank you ( •••). Paul ( •••), Simon ( •••), Simone ( ... ) Donna - pencils down." 
This to the several who are still not attending. «(•••) Eyes and ears this way 
( •.• ) Thankryou." Fmn, confident and pleasant, it sets the norm; the routine. 

• VISUal cue reminders can help at primary level (see p. 48). 
• A word of acknowledgment and encouragement of appreciation can help: "I 

appreciated the way in which you all packed up at your tables and put the lids 
on felt·tip pens - that'll help them to live longer"; "Thank you for listening, 
and concentrating, when I asked you all to ". 

5vstaining grovp offention 

The ability to sustt:in group attention depends on the teacher's ability to engage 
the students in the teaching:md learningfocus-atthat point. The :ability andskill 
to teach effectively and to manage disruptive behaviours is crucial to the e£fective~ 
ness of any group learning. This is discussed in some detail in Chapters 3 and 4. 

This phenomenon is more common at secondary than primary leveL The teacher 
enters the cbss with a group of restless and noisy students. It seems that they are 
in a world of their own (and they probably are). The teacher stands at the frOnt 
of the room waiting, waiting ..• students are having private conversations, 6.d~ 
dting with objets d'art, rearranging cbss furniture. Does the teacher exist? What 
should he or she do? 

It will be counter~productive (if tempting) to shout. It might, temporarily, 
stOp the noise and the motoric restlessness, but itwill probably restart or, worse, 
they will react in a hostile way. 

It is also unhelpful to stand there just waiting. 
Ideally if such a class is known to behave like this (even from Day 1), the 

establishment phase (first few lessons) should involve a team~teaching approach 
with one of the tea.chers well known by the students in that group as a teacher 
with credibility and respect. The new (ongoing) teacher plans the first few 
lessons (establishment) with ,this colleague; this allows: a kind of "credibility by 
proxy" (RogerS 1997). It has to be genuine teaming and well·planned.. This 
collegial teaming could also include some ongoing monitoring of students' 
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Learning and 
using students" 

names 

behaviour in (and out of) class. What is to be avoided is any known "difficult 
class" being given to a beginning tcacher ora teacher new to the school without 
initial and ongoing colleague suppOrt. 

When £aced with a seemingly unresponsive class. rather than stand at the 
front of the room waiting, or even cueing for group attention (pp. 3.9), I've 
found it helpful to leave the centre-Eront of the room (where students expect the 
teacher to try to establish some class attention and control) and move around the 
room initiating conversations with individuals and pairs. This is a kind ofmini­
establishment, in "their" space. It initially unsettles some of the students. They 
don't expect this. No doubt they're thinking, "You should be up the front where 
we can make life difficult for you ...". 

As I walk up to students and initiate conversations (beginning with a mutual 
name introduction) I sometimes get cocky, smart-alec responses. I find tactical 
ignoring of such behaviour (wherever appropriate. pp. 66-7) quite effective. I 
seek to indlcate:rm no threat, nor amI threatened by their behaviour, but at the 
same time I am initiating and establishing my leadership. I ask a few questions 
about the sorts of things they might expect in this English class and assure them 
that our time together will be worth~hile: the ptocess is brief, excursive. roam­
ing and establishing. Walking back to the front of the classroom r try to hold 
some key student names in my short-term memory and then go to the centre­
front of the classroom. Using the remembered names I can now cue for whole 
class attention, ..... settling down, thanks ( ... ), Paul .... Dean .... Damien .... 
'froy ...... Most srudents are settling, ca1rning down and facing the front. They 
are affirmed (btiefly), "Thanks, Ciystai ( ...), David; Donna ...... Having had 
some brief relational chats and introductions I can use the names with some 
early, relational confidence. After a few minutes, and several tactical pauses, the 
class is substantially settled. It isn't easy, but it is an approach I have found hclpw 
ful to initiate group calming and focus. 

If a pattern of nonwattentiveness is typical it will be important to seek immew 

diatc, senior colleague support: 

• It may help to see if the problem is wider than your own class. 
• It can help to work with the key ring leaders; those students who trigger non­

attentive or provocative behaviour in their classmates. Followwup will need to 
emphasise the effect of their behaviour on the class and on the shared rights of 
all, and then work on their responsibility and commitment to change. The 
follow-up will al~o be helped by senior colleagtle support, but it is crucial that 
the class teacher engages in any one-to-one follow-up with these students. 

• It can help to run a classroom meeting outlining the major concerns the 
teacher has about general noise level, inattention and students talking while 
the teacher is talking, and then invite student responses about the need for 
change and developing:l class plan to address these concerns abOUt behaviour 
and learning. Such a meeting, though, will benefit (again) from colleague supw 
po" (p. 142). 

This may sound like a mundane point. but it is crucial- from Day 1. I have 
worked with secondary teachers who still haven't learned the names of their 
students by Term 31 I know it takes effort but it is significant in relational and 
management terms. 

Ax primary level-at least for the class teacher- the names can be assigned and 
t:lgged to the desk itself for Day 1. seating plans can be organised and name­
g;unes utilised (even at secondary level). 
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Our classroom 
behaviour agreement 

August, 2000 

[photo of teacher 
and students] 

Room 15 
Mrs Smith and our class 

Figure 2.3 Cover of a 
clossroom behoviour agreement 

Addressing 
disruptive 

behaviour during 
instrudional time 

As a mentorlteacherwith every new class I work with I ask astudent to draw 
me a classroom plan of the furniture and note down the firSt name of the 
students in relation to their desk, or table group, I then use that name plan 
during the on~task phase of the lesson. I also find it helpful to double check the 
sound of students' names so I don't cause unthlnki.ng offence (or embarrass· 
ment). I use these hand-drawn plans at every lesson until rve learned the names, 

Some colleagues have a class list with a small photo of each student - this 
assists the shorNerm memory in each lesson as we build those workable rela· 
tionships. It is also importAAt to use the students' names in non-cl.asstoom 
settings (corridor and playground). and even in brie~ civil, exchanges. 

Small aside 

It isn't easy learning students' names at high school (or if you are a 'specialist' 
teacher at primary level), rve found that when I do forget a name rm trying to . 
remember it sounds a bit nicer to say to the student. "'rm trying to remember 
your name" (the truth). rather than, "I've forgotten your name" or even "I don't 
know your name", 

When students call out, butt ;n or talk ocross the room 

Like any aspect of classroom management we need to: 

• discuss such behaviour within the class agreement (p. 27); 
• have an age-related established routine (at junior level it might be "hands up 

without calling out"'. whereas at senior level it might be "one ata time in class 
discussions"); 

• be able to confidently manage the calling o'ut when it occurs, 

In the first few lessonsthe teaeherwill need to define, establish and maintain the 
fairness ofone person speaking at a time and others eonsciously making an effort 
to listen. Before any group discussion we can preface any question~time by 
reminding students: "Remember our rule (or agreement) for ..,". We might add, 
"I know some of you will be really keen to contribute; hov;rever if you just call 
out. or talk over someone, that is unfair to the other person if they are waiting, 
Ifyou are waiting to make a point or contribute and others call out, you, too. 
would feel their behaviour is unfair." 

If students do forget, or call out to gain some attentional advantage, then a 
brief reminder of the rule will be important to the several or the individuaL 

When giving directions or reminders it is important to be brief, giving a few 
seconds of take-upwtime, and then re-engage whole group attention to and focus 
on the activity. If we accept calling out and valid.:ne such behaviour in the first 
few meetings we will find it difficult to re-train the group later. 

It is imporcmt not to ignore such behaviour in the illusion that it will go away 
or that the students will natutally settle, 

I have seen teachers teach through such noisy. disparate behaviour as if they 
are teaching when, in fact, several or more students are actively ignoring the 
teacher through their cross·t:alking. If we accept <I. student's butting in, calling 
out or <:ross·tal.king we ratify that such behaviour is OK. 

A "hands up" correction is a necessary correction in most classes - even in 
some Year 11 and 12 classes- particul:1rly in the establishment phase of the year. 
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Establishing 
whole-class 

attention 

It is important to establish, at the first group meeting, the importance of whole­
class attention and focus. Developing the habit of whole-class attention is crucial 
to an effective beginning to class learning. 

Verbally focusing attention 

Once the individuals are in their seats the teachet needs to cue for group atten­
tion. This can be initiated through a combination of non-verbal cues (p. 40) and 
verbal directionCs). 

• It can help to use an imperative form: "Settling down everyone (, .. )" Allow 
some. brief, tactical pausing to give the students take-up time to process the 
teacher's cueing (p. 3). "Looking this way and listening ( ... ). Thanks," 

Avoid questioning phrases: "Would you please look this way everyone?"; 
"Can you settle down please?"; "Would you stop talking?"; "Why are you 
talking?" 

"Thanks" at the end of an imperative form of words implies expectation. 
Think about your languageforaddressing agroup: "Class .. ,"; "Folks ... "; 

"Everyone ..... ; "Guys ... "; "60 ..... ? "Guys ..... seems to be favoured as a 
unisex generic by younger teachers. It's not one of my favourites. 

Some teachers find a non-verbal cue helpful before they give a verbal direc­
tion, With new classes I often "ting" a small drinking glass with the tip of my 
metal pencil, then follow with the whole-class direction. 

• Be awarc of posture . .An "open", expectant, confident posture and a positive, 
expectant, tone in one's voice will convey our meaning ("set;tlc", "look", 
"listen') as much as anything else will. 

• Step the voice down with the part direction. The initi::Ll words (e.g. "Settling 
down folks .. ,") are said a. little louder to gain initial attention; it may be 
necessary to repeat the first part of the direction. 

"Settling down evcryone ( ... )" 
"Looking this way thanks 

and listening ( ... ) .. 

a little louder 
softer 
softer (in concert with increasing 
attention and focus) 

This verbal form ("Settling down ... ") is a variation of "Stop (what you're 
doing), look this way, and listen"'. 

• Scan the eyes and faces of your class as you speal<: (it can communicate one's 
positive manner as well as giving the teacher feedback aboutstudentattention 
and focus). Allow time for the residual noise to settle ( ... ), then proceed with 
the rest of what you want (or need) to say when the class are attending (e.g. a. 
class wdcome and the instructional phase of the lesson), 

Some teachers will use a raised voice to initiate group attention and, when only 
half the class a.re listening, continue to talk to the group whilc the rest are still 
whispering or chatting. All this does Cof coursc) is co emphasise that such talking 
or "chatting" is OK. It is imPOrtant to scan and wait for whoJe-class attention. 
While scanning the group, it wilf be important to non-verbally (or verbally) 
affirm students who do settle, b.ce the front and listen with rcadiness with a 
smile, a nod, a brief affirming comment: "Thank you, John, Damien, Lucien, 
Susan ••. you're ready"; "Nuyen, Tran, Biial ... thanks." 

At. infant level teachers will otten give several such encouragers to emphasise 
the fact the students are listening, are sitting, are facing the front, are ready, and 
so on. 
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Transitions 

Some basic cues to correct and refocus calling Out are: 

• A non·verbal reminder: (At infant or middle primary level). The teacher r:Uses 
his or her hand (tosimulare hands up) and, brieiIy, covers his or her mouth (to 
indiC<l.te hands up without calling out). She then acknowledges a srudent with 
their hand up. 

• Inc:.idcntal direction: The teacher describes what the student is doing: "Jason 
( ••. ), you're calling out and clicking your fingers". The teacher then gives 
some take-up rim.e. then acknowledges other students with their hands up, 
and names them - jason .••• Dean ••.• Carla ..., I see your hands up I, 2, 3" 
- and responds in turn to their questions or contributions (PS7). 

If several students are calling out it will be imPOrtant to stop the class _ a block. 
ing hand - and scan the room, waiting for quiet: "Folks C...), several stUdents are 
c:Uling out (...). We have a class rule. Thank-you". The teacher then. in a posi­
tive, expectant manner, resumes the class discussion. "I don't mind wbicb hand, 
as long as you have a hand up [teacher smiles]. Alright ... let's go for it ... " 

Other examples of verbal cues to a group or individual: 

• "Hand up without calling out, thanks .•• " 
• "Remember our class rule for asking questions." 
• "Hands up so I can see your voice." 
• "I can hear questions; I can't see hands up." 

• "I get concerned when several of you call OUt C•.• ) we end up not able to hear 
anyone." (This is a brief, whole-class reminder.) 

If a student, has persistently called out during Day 1 it will be worth following­
up with them after class time, perhaps even making some form of verbal agree­
ment (one-to-one) about hands up behaviour (p. 49), 

Like any corrective management, we need to have the preventative focus in 
place, and will need to have thought through simple, brief, positive forms of 
corrective language to remind students of their responsibility and to bring 
students back on wk. Avoid negative or interrogative corrections like: "Don't 
call outl"; '*re you calling OUt?"; "Why are y'!u. calling out?"; and "You're not 
supposed to be calling out are you!?" 

When a teacher moves from the instructional to the on~task phase of the lesson 
it is Il:I.tur.l! for the noise levd of the class to rise; some srudents who were not 
listening earlier now tend to be unfocused and want teacher assistance 
(quickly!); many surt talking to their classmate (which is acceptable providing 
such t::tl.king is not loud or Significantly non-task in focus); there will also be 
stUdents who do not have the appropriate equipment. 

More than anything teachers need to make the transition between instruc­
tional time and on-task time clear and definite. I've worked with teachers who 
have a fuzzy. inchoate transition. where the students are unclear what they are 
supposed to be doing now. The teacher may jUst tail off a series of task instruc­
tions, or even st:lrt answering individuals' questions, leaving the rest of the class 
uncertain as to where the focus of the lesson is at this point. 

Basic, but crucial points like having the work taskJactivity written-up as a 
question, or series of points/steps and having monitors for distribution of 
materials (particularly with group work) need to be established from Day 1. 
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Cater for the 
visualleamers in 

the group 

Noise levels 

It will be important to plan for these behaviours and contingencies by 
explaining to the class what is meant by "working noise'" and why a reasonable 
level of working noise is important. It will also be important to discuss reason~ 
able and acceptable movement around the classroom (this will, natur.ally, vary 
according to subject area and context). If stUdents need teacher assistance they 
will need to know how they can, fairly, get tcacher help in a cl:1ssroom of 25-30 
students. 

It will also help to have SOme spare pens (blue and red), some spare rulers, 
pencils and erasers., and Some lined (and plain) A4 paper, just in case. Initially the 
teacher will not know if a Student without a pen is being difficult, lazy, indiffer­
ent or genuinely forgetful Abox of necessities is essential in the first few lessons 
at upper pritnary level onwards (p. 6). 

In developing such routines, cues and procedures with their students, teach~ 
ers will find it helpful to plan ahead with colleagues who teach similar ages of 
students and in similar teaching/subject areas. 

Some teachers over~rely on an auditory approach to teaching. We might (some~ 
times) be critical of the so-called "chalk and talk" days, but then many teachers 
did understand the importance of visual cueing: writing key points on the board, 
building up concepts from mainconeeptto subsidi:u:y points, or using the "well~ 
known to less~known" principle. Long before the modern emphasis on "multi~ 
pIe intelligences", visual, auditory and kinaesthetic leaming, and so~called left 
brain/right brain le:trning, effective teachers were using "mind~map" conceptsl 

and catering for visual and experiential learners. 

I wos team teaching with a senior teacher in an English doss a few years ogo. She 
was discussing (with a Year 10 doss) aspects of positive communkation. As she 
developed some quite complex ideos I noticed (ten minutes into the session) thot 0 

third of the doss were restless ond unfocused. I asked my colleague (cosuolly) if I 
could "write 0 few of these points on the board". She replied (pleosantly), " ... of 
course, Mr Rogers". As I wrote her key pOints up I noticed the students re~engage, 
almost straight away. It was as if the words on the board hod given them 0 frome~ 
work for the flow: of.the lesson. as well as their own thinking. 

If, for example, fro conducting a classroom discussion I like to have :J. student 
write up key points so the class can have a visual focus (it also validates a 
student's contribution). I also like to have another student record the points 
down (as a class scribe) so rm free (as the teacher) to manage and chair the class 
dialogue and discussion. 

In an old Punchl magazine I rcad an unusual word: "charivari". I couldn't figure 
out its meaning from the context so I looked it up. It's French in origin: "A 
serenade ofrougb music made with kettles, pans, tea~tnlys, etc. Used in France in 
derision of incongruous marriages •.. benee a babel of music ..... (Oxford 
Shorter Dictionary). I've bad quite a few Year 7-10s exhibit charivaril Some 
students are not (seemingly) aware of how loudly their voices carry (along with 
25-28 others) and may be unaware of the chair scrapes, the kinaesthetic move~ 
men~ that all add up to a "charivari". 

Teachers have differing levels of tolerance regarding noise levels. Some can 
tolerate very high levels of noise whereas the teacher next door may (rightly) 
find the next door's classroom noise inhibiting their own classroom teaching 
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and learning. To ask a colleague if they are aware of how loud their normal class· 
room is can be a sensitive and touchy issue. 

When 25-30 students. are grouped several times a day in small rooms with 
tightly orchestrated furniture and space and are, then, expected to eohabit, 
think. discu.ss, cooperate, work and move, there is bound to be noise. How do 
we manage the environment, and Student behaviour, so that we have reasonable 
and fair levels of noise proper to the place and activities we set? 

We could tryCardinal Hume's approach whenheW:1S ascbool master: "I don't 
mind you making noise ifyou don't mind me stopping you" (Mortimer 1984). 

It is imPOrtant that the students understand and appreciate the difference 
between "outside the classroom space", "inside the classroom space" and the 
purposes ofeach "'space" and "place". Some children bring all tb,eir kinaesthetic 
energy and louder (outside) voiees into the classroom Context and do not adjust" 
and monitor their movement and voices accordingly (p. 38). 

A calm, quieter atmosphere inside a classroom will enable attention, focus 
and effective teacher-student communication: 

• Explain why we, as a class group, need to have inside or "partner·voices" as 
distinct from louder, outside voices. The classroom is, principally, a teaching 
and learning place: "we (th~refore) use our voices, and the level of our voice, 
differently in here". 

• Teach the difference between the levels of voices to emphasise whispering and 
appropriate partner--voice (Robertson 1997). One of the ways I've found 
helpful is to point out to the class that at any time during the on·task phase of 
the lesson, '"I should be able to speak in a normal voice from the front of the 
room to the back of the r~m -without raising my voice - and be heard". 
Teaching by modelling can help. I have modelled partner·voice by, say, asking 
astudent for a pen in different level.s ofvoice to qualify, to the whole class, the 
meaning and extent of partner-voice. When I ask students (even at secondary 
level) to describe partner~voice they invariably use qualifiers such as "soft", 
"close'" "using eye contact", "first name", "using manners - please, thanks, 
etc.". 

• Monitor and encourage conscious habits of appropriate and reasonable 
working noise. There are a number of simple, visual W'J.ys to give students 
feedback about working·noise (see later). 

• Review noise levels with the class during the first few weeks to maintain posi~ 
rive, and conscious, habits of voice moderation. 

I prefer, and use, the terms "partner·voice" and "working·voices" rather than 
"working noise": I try to get away from the "noise" motif where possible. 
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Teaching 
partner-voice(s) 

to early years 
(age 5 to 7) 

The teacher's voice 

Sometime tbe teacher's normal- characteristic - voice level and volume are 
UNNECESSARlLY HICH(!), raising the residual noise level of the students' voices 
and creating a kind of normatively louder classroom. Most often the teacher is 
unaware that this isafeature ofthcirNORMAL VOICE LEVEL. The problem is that 
when they need to project a firmer, or slightly louder voke (for emphasis) it is 
not effectively heard. Ifa teacher's normal voice is particularly loud, or it sounds 
as ii be or she is frequently annoyed or irritated, the classroom will be:an unnec~ 
ess:ui.ly tense place that will inhibit learning, even if the teacher falsely believes 
he or she bas "good control". 

If the teacher has :an overly controlling voice, and "peppers" his or her 
,remarks with negative language (overusing "don't", ""mustn't", "sl:louldn't", 
"why?" and "are you?"), the class becomes an unpleasant group to be part ot 
rve seen older students, eventually, reactagainstsuch teachers by OVert or COvert 
sabotage. 

Keeping our tone and volume of voice pleasant, confident and adult will aid 
group calmness and enable student attention. J Then when we need to raise our 
voice for particular attention, or to communicate our frustration, or even anger, 
(Chapter 7), it will have an appropriate effect. When we raise our voice to 
emphasise, or to gain attention, it helps to drop the voice (de~escalate) to a 
calmer or more controlled (firmer) voice. This reduces residual tension. 

Like many Social experiences that involve self-control we cannot assume that all 
the children in our classes understand what we mean by "working noise", "Part~ 
ner--voice", ..taking turns", "lining up", "bands up without calling out" and 
"moving carefully and thoughtfully around the room"; even basic manners can't 
be assumed. 

In the csta.blisbment phase-of the year (Day 1, Week, 1) it will be important to 
explain why we need to use our partner~voice inside our classroom; and to teach 
and monitor working noise. A classroom is a physiQlly small environment in 
which to creativdy house and engage 20-30 young children. If poor habits of 
working noise develop it can be stressful for the teacher, who will frequendy 
have to use a raised voice to regain.- group attention; It can also affect the 
attentional behaviour of children during on~ta.sk learning time. 

The children are sitting on the carpet arno at the front of the clossroom. Before the 
first on·tosksession forthe doythe teachertolks oboutthe large room and 25 (plus) 
voices sometimes all talking at the saml3 time. She hypothesises with them about 
what could happen if we talked loudly during work time at our desk She models 
with her hands apart as far as she can stretch to indicate a loud voice. She speaks 
obout places in the school where we would use loud(er) voices (such as the 
ployground), and why. She asks why we need quieter (much quieter) voiceS inside 
our classroom. She discusses what a portner is and introduces the concept of 
portner~voice or inside or working voice (Robertson 1997; Rogers 1997). Here she 
indicates a smaller, quieter voice with a non-verbal cue of hands close together. 

She invites a few students to role ploy portner-voice with her in front of the doss. 
A table has been set aside and she sits at the table with a couple of stvdents, asks 
to borrow a coloured pencil, modelling partner.voice, and asks the chjldren what 
they noticed. She soon has closs feedback on observed behaviours such os "soft~ 
ness'" and "manners"'. She models Hwhisper", and "qujet~work talk'" as features of 
portner-voice. She invites modening from the other children in the role ploy. A:; a 
contrast she models "playground.voice", and the children lough. 
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"Imagine if I used that kind of voice if I was asking to borrow a pendl or sdssors 
or even if J was talking to someone about the work we were doing ..." 

The noise meter The teacher intrOduces some large drawings (at least A3 size) depicting childreo 
in classroom situations. The first picture illustr:1tes the key behaviours during 
"'carpeNime". and depicts children sitting f.acingthe t~cher and listening. Some 
of the children in this picture have their hands up (they are not calling out). The 
children and the teacher look relaxed and are smiling. 

"When we sit together on the carpet we bce the front and listen ('eyes and 
ears') and we sit camiort:1bly.» 

It will help to expl::Un sitting options that do not annoy others: sitting space. 
The teacher:Uso discusses other behaviours such as "taking turns"; "listening 
when others sp~":1lld "bands up without calling out if you want to ask a ques~ 
rion or slure". 

By bavingthe picture, as a visual CUoe, the teacher can refer to it during instruc~ 
tional time or class discussion time, and can simply say, "Remember our rule 
about hands-up ••• " and physically point back to the rule reminder poster. 

The second picture illustl'a;tes a table group during work time. In the back­
ground are a feW faces, and in the foreground the table group are portrayed 
using partner~voices. , 

The third picture is similar to the second picture but the children at the table 
group :1te clearly using loud voices. The children in the background are frown­
ing, indicating social disapproval. 

As with all teaching abo!:!t social behaviours we emphasise the effect of 
individual behaviour on others and that we .doo't JUSt live tolfor ourselves, 

The fourth picture is the same as the third picture but has a circle encompass­
ing the loud-talkers and <I. diagonallioe through the circle. 

The teacher expl<l.ins what each picture means. 
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Communicating 
the rules to students 

Visved reminding 
of routines and 

rules 

Discussing rules 
within the wider 

socia' context 

34 Oassroom Bobaviour 

In communicating the ne<:essary rules to students it is important to empbasise 
the purpose of rules: protection of rights and expectation of basic responsi­
bilities. 

In communicating the rules to a newc1ass group (or year group) some teach­
ers are mOre directive - outlining the expected rules, their reasons, and the 
normal consequences when rules are broken. Other teachers are more discursive 
in their approach, empb:tsising shared dialogue and engaging a process of agree­
ment (Fig. 2.2). Some teachers begin the year with a classroom meeting (circle 
time at infant level)and use the meeting to address the need for rules and 
consequences. 

The approach taken will depend, in part, on one's cowort zone about class 
dialogue and classroom discussion. I have been in schools where the rules are 
re3.d out almost perfunctorily by tutor teachers, or (more pedestrian) the 
students are directed to read the rules in the school diary - full stop. 

If your preference is for a more directive approach to communicating the 
rules it will be beneficial (at least) to gives the reasons for the rules and invite 
student questions. . 

In tbe establishment phase of the year the process of rule encouragement and 
maintenance can ,be assisted by visual posting of key rules and routines (p. 31). 
At inf.tnt and early years levels these could include: 

• A photo and name card can be used for coat hooks. 
• The key classroom rules cad be illustrated as a visual aick-mbnoire posted in 

a prominent place at the front of the clas$room. So could routines such as: 
partner-voice (working noise), what to do when you have finished the set 
work, how to Set t)Ut a piece of writing, and use of wet areas. 

• At infant level teachers often take photos of the children working coopera~ 
oVely - tidying the room, conununicating respcctfulIy,. sharing cooperatively, 
- and these photos are displayed with the relevant rules the teacher has 
established. 

• I have seen teachers use a name board with an inlout space for students who 
need to leave the room to use the toiletlwashroom. 

• Simple signs for cupboards, quiet areas and the library comer enable associa.­
tion of place. space and purpose. 

• I have even used simple posters to remind students at serondary level about 
tidying work space: chairs under table; straightening furniture; chairs on 
tables at the end of the day; cleaning up any residual litter; and leaving the 
room in an orderly way (p. 51). 

• Baskets can be used for "'finished work here", and there can be an "early 
finishers box" with worksheets or activities. 

• A noise-meter can be used to establish and monitor working noise (p. 48). 

When discussing rules with students (even up to Year 8) it can help to discuss 
them within the students' experience of rules in many different places and con­
texts: the bighway code, clubs they belong to, road signs, their families, and even 
board games. The purpose of and reasons for fair rules can be helpfully discussed 
within these f.uniliar contexts and a natural transition of understanding can be 
made to the classroom and playground. 

Students have already learned that rules help govern behaviour, help protect 
people (at least potentially) and enr;ourage shared responsibility (thinking of 

Parlner voice 
feedback 

(Rogers, 1998) 

7;i;00T 

f~ 
A1"~RU 
Personal reminder plan forTrovis 

These pictures are portrayed togcther with a coloured meter (a circle of card­
board about 30cm in diameter) in the centre. Each quadrant is coloured: white 
(carpet-time voices), green (partnerMvoices), orange (partner-voices getting tOO 
loud- this signals a reminder/warning) and red for stop. The meter has an arrow 
(with split pin) that can rotate to any of the four pictures. The teacher explains 
the arrow and colours. He or she has the arrow on white during carpet-time, and 
on green for partner voice. 

If children become toO loud during on~task learning time the teacher can put 
the :mow on orange as a non-verbal and visual aide memoir. He or she will wait 
to see if students pick up on this cue. If necessary he or she will cue for class 
attention (wait) and point to the warning picture and either non-verbally cue for 
partnCl'-voice (p. 66) or will give a bri~ positive, verbal reminder, "Remember 
your partnerMvoices. Thank you", before putting the arrow back to green. 

If the teacher puts it on red it signals stop and everyone has to refocus back to 
partne~voices. This involves a britf, whole~ reminder about partner-voices. 
Like any routine it takes time to develop general habituation about inside partM 

ner~voices. 
As Year 1 to 3 level it can help to appoint noise monitors on each table group. 

Their role is to keep an eye on the noise meter from time to time. The teache~ 
can assist their role by cueing the noise monitor with a brief reminder. It can also 
help to rot::lte this role in the first few weeks. 

As the teacher roves the room he or she will also encourage students when 
they are using their partner-voices. 

"'You're keeping your voices soft and I noticed you're looking at each other 
when you speak and you're remembering your manners .,. That all helps us to 
get our classwork done. Thank you." . 

In this way the teacher describes what they do that helps their table group 
(brief, descriptive feedback) and encourages group members. 

The noise meter and picture cues are means to an end; they are props and 
prompts. They have their acute focus in the establishment phase of the year and 
can be shelved as the behaviour generalises. 

The noise meter is both an establishment teaching device and a monitoring 
aiJe..mbnoire. In time it can be replaced by a tablecard reminder: "At out table 
group we use our partnet~voices" (p. 46). 

If an individual student is still struggling: with his voice level, and use of voice, it 
can help to develop an individual behaviour plan withhim. This plan attempts to 
teach him (one-to-one) the "why" and "how" of a quiet working voice (m eHect 
it teaches him individually what most students have adapted to normative1y).In 
teaching a child one-toooOne (in non..contact time) the teacher can: 

• use simple picture cues to illustrate how individu.al, noisy voices affect others; 
• mirror the child's typical noisy voice (ask permission, "Do you mind if Ishow 

you how it sounds when you •.• ?", and keep the mirroring brief (p. 72»; 
• model appropriate partner·voice; 
• practise part:D.er--voice with the child (one-to-one); 
• let the child know this is his or her (personal) reminder plan (a small card 

illllstl"ating the student using his partner-voice). 

As with any individual plan for behaviour or learning it is developed away from 
other children, one-to-one, with an emphasis on support and encouragement (p. 
122). 
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Giving assistance 
to students during 

Ihe on-task phase of 
the lesson 

It can be helpful with middle~school aged students to give some non­
verbal feedback on how the students are using their partner voice dur­
ing the lesson. Asimple way to do this is through a graph 00 the board. 

The teacher uses a simple histogram. The vertica.l axis runs from 0 
(silence), through 2 (whisper zone) and 5 (the upper limit of partner 
voice) to 10. Any noise in the 5 to 10 region is tOO loud (10 being 
House of Commons on a normal day!). 

The horizontal axis is divided intO five minute sections. Every five 
minutes during the on-task phase of the lesson the teacher goes to the 
board and draws in the vertica.l Hne denoting the level of partnet­
voice. 

Students are often unaware of how loud they are when conversing 
and working during on-task time. This simple graph gives the students 
visual feedback every five minutes (or more often if necessary). rve 
heard, and seen, students (many times) nudging each other as I go to 
the board and give the "histogranunatic" feedback. 

If their noise level creeps abOve the 5 mark (verrica.l scale) it can 
help to see if the class picks up the visual feedback cue and brings the 

level down by themselves. If they do a visual scan of the room with a non-verbal 
OK sign indicates your encouragement. 

This approach is an "establishment routine": it is a means to an end,like the 
noise meter (p. 26); the end beiog 'reasonable working noise. 

• Explain and discuss partner-voice with the class on the first day or session. 
• Explain the graph and the feedback cues. 
• At the end of each class period give the class some descriptive feedback on 

how they performed across the on-task time period: "Folks, you kept your 
partner-voices well below 5 for most of the lesson ( ... ) a couple of times you 
crept over 5, but you remembered when reminded. Thank you ... I appreci­
ated your efforts". 

• As with any emblishmeot routine it can be phased OUt as positive .group 
behaviour generalises. 

• With particularly loud, and kinaesthetically robust classes, I've used a points 
system whereby the teacher g:t:ll1ts points for students (as a group) keeping 
their partner-voices below 5 (and awards more points ifthe level is below 4 or 
3). If the class has achieved 20 points five minutes or so before the bell, the 
teacher packs up the class early and students chat quietly until "bell time". 

The main point behind any cue, or routine, for giving students 3SslstanCe during 
class time is the rational fairness and distribution of teacher assistance for so 
many over a short period 'of rime. 

• The teachers should explain, even discuss, how he or she can equitably 
support students who ask for assistance during work/task time. The explana· 
tion will include the obvious point (humourously made) that a teacher is not 
an OctOpus! 

• The teacher should discuss the importance of "checking Set work yourself­
read through, ask yourself: what am I asked or required to do here and now; 
where should I start; how do I set the work out?" These self~monitoring ques­
tions can be taught as p.art of a class discussion 00 positive learning habits. 

• For set work procedures it can help to have a class poster with the basic 
reminders about drafting a piece of writing, page lay-out, and the writing 
process. 
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Support of 
students 

32 OeSS/oem B~haviour 

Students need to know that beyond rule reminders (as a verbal consequence) 
tbey may be: directed to work away from others; take coolMo££Mtime or be 
directed (even escorted) from tbe classroom for time~ut; stay back to discuss 
their behaviour with their teacher; or stay back mer class time to ".6.xMthings-­
up"; be directed intO a mediation process; or be part of a parent/teacher/student 
meeting. 

All consequences operate on a leasNoMmosc intrusive basis. Students need to 
know they will always have an appropriate right~f~reply as part of the conse­
quence process (see p. 73). 

It is impO~t to balance the corrective and consequential aspects of the class­
room agreement with the offer of teacher support (Fig. 2.2). Here is an example 
of suppOrt from a Year 5/6 (eomposite) classroom behaviour agreement. 

S~ppcirti~9 ooch:ofher'in ~u;:cl~roorT;' .,.~ .. 
· The;e a~ :m.o~~.We' J~:n:~~~p~~~ ~'cich:~~'~/b~'re'iM~~:,~f.6'n.':~~"s\):~:po'~.; 
, others when, we toke time ,to: thinb:l~,out others _ to 'he!p~ encoIJroge and 
· .,cooperate; Of co\irse·'tfi;;;re<rre'd~:';;;h~n. things do'n't go right;:~' reCognise· 
: :thls. ·!t':is.: i.mporlont:t~ol;lgh,:.fo;~e~p!ain'to, your teacher;: or classmote;, when, . 

yov're::having ~o""baa:daY~?'!rwe':'oon~t !e.t:·others.'know they mighrget 
conius~d 'os:,~o'::why weJOp!C" (o~~'souildLQrinoyea,; 'upset~, "or .. angry.': .. ~'.' '::'.:: ... ' :;':': ~ 
:"' .sometimeS: We have ·i::oncQim.s;.,worriei:·or""prob!em~oVtside~cihd".iriside .:~ . 

· ;Chooit!t con:help:to:.tOJk;:~bovt.tbis~,your.'teocher;,or scho-cikciunselror is. ' 
:"o!~,,~I!ln·g}o,~h~!p,.t~'anY:'Woy:W~::·can': "",, .. : .... :: ·':-,:<f :" ';-:: .... :-' "'~-~ '.: .;;.~~ ... :,~. ::~/ .. ,~; 

If we:',iJ~~ 'making· poor-choices;, or: wrong, choiCes aboUt our·be,hoviour'o.ur:·:,: 
. Jeocher.~.l.~::help,us. v:-!th:·,·:, ';',; :. . '."; ,~: .> .".' '-"-;.. .".7' 

• discl.issin'g-our beh~viour;';;,>, .. '"~ 
• pOl'$onal'behoviourplonS;:,: ".:' .'" 

. ". ,0 chance,iopU:t:things'rig~t rrii.stiMionr:,:,:,some'tiines~we' may·need to.put. 
things right by.'tOJkiog,thing.s:.throvgli . .with o.JeJlow·stvdent (mediation); 

>' ;', . , <'::~;?;:';':,: .. '::;.:..:' :~~,:,:,: ... !~;':!.~I"~. ~.> .;' .. ': . ':,: . +." .:-,. ;,," ",:.~" ,',;. > .. <,.,,;:.' 
'::.' :On."some:()a:as·ion~.our·parents"moY·rieed to.be. involved in'he!ping:us with, 

·ou;beh~iour:atschoor. ; "\'::!J'" . . .... ,~. . ... ':-'" 
-"e';'::"'';.,.'::' .. '::;.::.,':.;.':.,}:'.::,.... ''':'.:' 

Many teachers also include an extended note (m the classroom agreement) on 
classroom meetings (circle time). Some parents may not be aware of this concep 
so a brief note about the positive and educational features of classroom meetings .­
will assist in the understanding of basic classroom democracy: 

We have regular classroom meetings (circle time) in grade [XJ. These meet~ 
ings give all students an opportunity to explore common concerns, needs 
and problems. These meetings allow shared understandings, active prob~ 
lem solving andstudent~assisted solutions to common issues of concern. 

The last page of the classroom agreement is signed by the students and their 
grade/tutor/form tcachet: 

We have discussed, drafted and edited our behaviour agreement with our 
teacher. We agree to use it and support it. 

Remember there is anaturalreadiness on Day 1, Week 1, for the - tFr; "" r/!7' tV/%?'~-+//A I'.IfU¥f< 
teacher to make these expectations and routines clear. It is also 

Lesson closure 

I~~I~£~ 

.. The teacher could remind students that they can quietly check and discuss the 
work with their immediate classmate (not a classmate on the other side of the 
classroom!) 

• When the class group is well established it can help to appoint classroom 
memors (peer-mentors) who can assist their fellow students with conferenc­
iogabouttheir classwork. Such students nced to be well received by their class 
peers and possess natural social skills such as effective listening and commu­
nication • 

.. The teacher could establish a routine: "Checlc (quietly) with three (directly 
De:LC you) before you check with me". This can also help students to gain peer 
assistance before easily, and quickly, seeking out the teacher. 

.. At pritnary age level it can belp to have the key learning tasks for the day set 
out on a separate board, as a visual focus, 50 that students can rotate between 
tasks as they complete each appropriate phase or stage . 

.. At upper primary onwards it can belp if students go on with other work while 
they wait for teacher assistance or eonferencing. One way of visually focusing 
the teacher assistance process is to have a teacher help board where the 
students note down their name if they need to conference with the teacher. Of 
course before they note down their name they will need to have: 
(i) checl<ed the set work requirement/task/activity themselves; 

(ll) checl<ed with their classmate or working partner; 
If they note down their name they can go on with other set work (or other 
options) while they wait for the teacher. This avoids having children just 
waiting with their hands up until the teacher gets around to them. 

It is impOrtant to plan ahead for lesson closure, particularly in the first few 
lessons. The tcacher will need to discuss with the students routines such as: 

• packing up and Straightening the furniture; chairs under the table (or: on the 
table at the end of the last class period of the day); 

• picking up any residual litter :md putting it in the litter bin on the way out; 
• leaving the classroom in an orderly fashion (this may need to involve dismissM 

ing the class row by row, or table group by table group), 

important to finish the lesson, or activity, positively (even if it 
has not been the best lesson in the world). Aim for a calm, 
positive closure with a reminder that, "Another class is coming 
in after us, let's do them a basic favour. Chairs under .•. ; litter in 
the bin •.• ; we leave quietly, row by row (teacher nominates the 
rows). Thanks ..... 

Homework cues are best written up on the board or printed 
reminders banded out. Auditory reminders about impOrtant 
topics are miscued by many students in the last few minutes of a 
lesson as most students are just waiting for the bell In fact some 
students will already have packed up well before the bell; itwill 
be important to speak to such students (one~to--one):md enco~ 
age them to recheck their work, or read the class novel, or ,•• 

It may be important to remind the class politely that tbJ: beU 
is a reminder to both the class, and the teacher, that this lesson 
bas ended; it is the teacber's responsibility to dismiss the class. 
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2. Express the rules behaviourally and positively where possible: 

To show respect in our classroom we are courteous, and usc our man~ 
nets. We use positive language with each other. This means no teasing or 
put~downs. 

When we solve problems in our classroom we talk it Over or ask the 
teacher to help. We do not fight with words or fIStS or feet. If we fight 
we will have to go to time-out. 

It can help highlight the key behaviout focus of the rule by having a rule head~ 
ing such as: Our communication rule; Our respect rule; Our learning rule; 
Our safety rule. 

3. Use inclusive language in £r:uning the rules: "In OUT classtoom we ...... 
4. Publish the rules in both the classroom agreement and 00 bright classroom 

pOstets (even at midd.le~schoollevel). This can help with a teacher's verbal 
reminders about appropriate behaviour. Outoon motifs can help the visual 
effect of the posters. At infant level teachers can further illustrate the relevant 
behaviour through photographs attached to the rule poster. 

~I (JiI,tIt~~'~ZTUN'" .f'~:..-!ICiQtI la.c~/M&' 

To --,,~ t'!f:J... , 
~'lfU--fo/1 d.,.17 , . 
... "",:r:::::{,-,.. -':-..;5,!tvr ~""f 
~ f''''"'' & n; .,l!1ft:r. . 

r:r,,.. ..flO •••• 
----=--' 

Consequences Smdents need to know that consequences follow inappropriate and irresponsi­
ble behaviour. Consequences are directly related to rules and rights. StudentS 
will need to understand that when a rule is broken, in effect a right is affected or 
even :abused. 

If a studeot is repeatedly disruptive by calling out, burting~in, talking really 
loudly. interfering with others' workspace or materials or acting unsafely or 
aggressively, he at she is affecting others' rights to le:arn and, of course, the 
teacher's righttO teach. The necessary, fair, and appropriate consequence in such 
a case will need to be "rime~out" (in~class or even aut~of-class) (see p. 100). 

Smdents, therefore, can (temporarily) lose their right to be a part of the learn~ 
ing community through a consequence such as rime-out. 
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Caveat: There are some occasions when a brief 'stay~back' of the class may be 
warranted. 

A quorteror more of the doss make 0 bee-line for the door on Day 1 (lesson 1) as 
soon as the bel! goes. The other 70 per cent or so hold bock. The teacher coils the 
two or three students who have lert the room bock inside (she does this quickly, 
firmly, confidently, "hopefully"). 

"'Stop ( ...). Back inside, fellos ( ...J, bock inside." 
If she knows their names she will use them (a small but crvcial point). 
"Bilol, Nazim, Craig, ( ...J back inside ( ...J now, thanks." 
They whinge, naturally. "Gees - it's recess, come ani" 
She re-directs. "I know it's recess,'" she partially agrees. "'Back inside fellas ( ...J, 

I won't keep you long .... 
Most students come back (certainly Day 1, Session 1, the students are generally 

more likely to comply not having worked through, fully, the teacher's leadership 
style). They come back in (grumbling and muttering). I've been in dasses where 
they flop in their seats sulking and muttering ("Gees what kind of sh-t doss is thisl"). 

She stands at the front of the doss, scans the group, tadicolly ignores the sulk­
ers, and says, "When you'te all settled, I'll explain ( ...).... 

They quieten. 
"This is not a detention folks. It's 0 minute post the bell. In a minute you're out 

of here.'" She smiles. "This is a doss reminder. In our closs we leave the place tidy, 
straighten the tables, chairs under the tables, litter off the floor. As I said eorlier ( ..• ), 
let's do the next closs a favour. Let's try it again. Thanks for 011 those who did make 
the effort two minutes ago. So; let's all try it again.... 

This time when the doss leaves they are more subdued, more focused. This 
approach is preferable to saying, '"Rightilif you're all going to waste my time, I'll 
waste your timell" 

She stands at the door giving a brief goodbye as the students leave. It has only 
token 0 couple of minutes but she has re~established the doss routine she hod 

. discussed earlier about a "thoughtful doss exit" (p. 51 J. 

If something very valuable has gone missing (lOst, mislaid at stolen) the teacher 
will (where possible) finish the lesson earlier and have a class discussion about 
the missing item. 

"I don't know if someone has taken iremXby mistake, or accidentally put it 
in their b:ag, but item X has gone missing. It is very important to ___ (tho 
person concerned), as I'm sure you can understand. I'll stand outside this class~ 
room for three minUtes and I expect the item to be back on my desk, no ques~ 
tions asked. I'll then dismiss the class.n 

Priot to this mini class meeting the reacher might send for a senior colleague 
to give some immediare assistance in finding the item. 

Situ:ations like these arc :lIways tricky especially when rime is of the essence. 
Senior colleague support should always be involved if the item is imPOrtant and 
is not retumed. 

Before you leave your working area 

1. ?utall materiels away (lids on felt*tip pens, pencils in containers, workaway). 
2. TIdy your own work space; help others out too. 
3. Choirs under tables. (ON tables at end of doy.) 
4. Utter in bin. Check. 

THANKS! Mr Rogers 
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Responsibilities 
flow from our rights 

Rules: protecting 
rights and 

encouraging 
responsibility 
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Individual and group responsibilities overlap: 

Shared responsibilities mean that we cat'c for ourselves and others here. 
Responsibilities and respect go together; when we respect others we are 
thinking about bow our behaviour affects others. 

Whole class "'bramwaving" ("surfing the collective brain $p:1cc" sounds less 
violent than brainstorming) will quickly dicit norms about the: responsibility to, 
for example: get to class on time; have the relevant materials; share (ideas, 
resources and even our time); do onc's best; help out; listen to others; manage 
our whole class noise level(l). A discussion on responsibilities will also need to 
address respect in terms of basic manners. B:lS.icssuch as sa.yingplease and thank~ 
you, asking when we borrow; returning when you've finished, saying excuse me 
when moving 3round others. being aware and respectful of others, allowing 
personal space, using first names (ra.tber than 'he'. 'she' or 'them'), taking turns, 
lining up without pushing, and so on, are all aspects of self-awareness as w( 
interact with others day after cUy. 

The core responsibilities an be summed up in cooperative and respectful 
behaviour: the consideration of others as well as onesd.f. 

The primary purpose of a rule is to give a formal, r~gnisc:d and public protec­
tion to one's rights. Fair rules also highlight and encourage one's responsibility. 

In the first few weeks teachers an be heard across all classes, using rule­
reminders: "remember OUT rule for asking questions", "We've got a rule about 
respectful language". In the playground te:lchers will be heard going up to 
srudents inviting some cognitive. behavioural awareness,. by asking questions 
such as, "What's OUT rule about playing ball games?" and "What's our rule for 
safe play on the climbing frame?" 

In fr~.ming rules it is iInportant to remember some basics: 

1. Have rules that focus on the core rights: a safe place and safe ~bebaviour; a 
respectful place and respe<:!=fu.l behaviour through the way we treat other.s; a 
leirning place where we give our best and cooperate to learn. Rules should be 
few in number but address the necessary beh<lviours. I have seen classrooms 
where teachers have posted 20 or more rules on the w:ill; rules often stated 
negatively (''You must not ••• '" "You shall not ..... , "You can't ..... ) and not 
outlining the d~ired behaviour. Simply telling a child what he should not do 
is hardly helpful; a helpful rule should at least contain the negative within a 
positive. For example, "In whole-class leaming time we put our hand up to 
ask questions and to contribute (the positive rule) without calling out (the 
negative caveat). 

I have usually found it helpful to have ~ rules covering: 
- treatment (courtesy, manners, respect); 
- communication (hands up, "partner-voices", positive language, active lis-

tening); 
- learning (cooperation and support, use of resources, how to fairly utilise 

teacher assistance); 
- movement (walking not running, orderly entry/exit to classroom, personal 

space, sensible movement); 
- problem solving (settling problems peacefully, using teacher assistance, 

using classroom meetings for resolving common concerns). 

--- - ---- -- ----------

Notes 1. A mind-map is a visual reprcsent:Ltion of a core idea. issue, question or concept with 
its supporting and $Ub'idiary ide:u, concepts or questions. It can give fo= omd 
direction and help to hold several ideas or concepts together. 

2. Punch was :m Engl.i$h satirical magazine, which is not well known in Auso:alia. 
3. Some infant teachen affect a babyish voice when working with small childten. Th.is 

.is unnecessary. Obviously we need to modify concepts in our language use, but we 
don't need to adopt the kind of tone or manner that Joyce Grenfell portr.r..yed so 
ski1fully in some of her comic monologues. 
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