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Introduction

This paper is presented in eight points so that readers can negotiate the information relatively easily. The content focuses on key issues directly impinging on teachers’ behaviour management efficacy. Some sections resemble what has already been published in an article titled, Behaviour Management Hits the Road: Confessions of a Travelling Scholar, and the 2007 book, Teach More, Manage Less: A Minimalist Approach to Behaviour Management. Additionally, the discussion in Point 7 is a version of what appears in the forthcoming book, Lead More, Manage Less: Five Essential Behaviour Management Insights for School Leaders. For literary simplicity, pronouns “he” or “she” will be used to indicate either “the teacher” or “the student” rather than the more clumsy “he or she”.
Behaviour management in a school encompasses (1) a philosophy of practice that (2) generates a school-wide plan which (3) guides strategies. The component of behaviour management addressed in this paper is specifically about what teachers say and do in classrooms. This component is a professional genre of communication that is used to facilitate students’ engagement with learning activities. The nature of these managing conversations directly affects both the quality of relationships that teachers build and sustain with their students, and the amount of time and energy they have for learning conversations.
Effective behaviour management practice is essential if teachers are to work successfully with students who display a range of behaviour challenges. One or (sometimes many) more students with behaviour challenges appear in almost every class and can inadvertently consume an inordinate amount of their teacher’s effort, time and goodwill. Helping teachers to recognise how they can minimise managing in respectful, caring ways in order to maximise opportunities for all of their students to connect successfully with the curriculum is the objective of this paper.
Point #1:  The work of primary and secondary teachers is profoundly different.
Effectiveness of behaviour management can be evidenced by the quality of professional relationships that teachers construct with their students. Primary and Secondary teachers have different opportunities to establish and maintain these. For example, Primary teachers sustain long-term relationships with up to thirty students on a daily basis for the entire school year. Secondary teachers have intermittent contact with hundreds of students (obviously divided into class groups) in relatively short bursts two or three times a week. Depending on the organisation of the curriculum, these teachers may see a class group for a term, two terms or, like their Primary colleagues, for the year.
Secondary teachers fall into two groups; those advantaged few who have their own learning spaces, and those who run from one part of the school to another between classes. Teachers who have their own classrooms can organise the spaces in ways that facilitate learning. Teachers who share classrooms with others not only have to bring everything they need for each lesson with them, but also trust that the teacher who has previously vacated the room will leave it in good order.
Point #2:  Teachers have two main types of conversations with students in class.
Teachers have two main types of conversations with students. In an ideal situation, the most dominant conversation is focused on learning, with minor support from the managing conversation as modelled in Figure 1. In order to create time for learning, it is not only essential that teachers know how to help students engage with the curriculum enthusiastically but also how to minimise their managing conversations. This is difficult, deliberate and highly skilled work.
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Figure 1: Dominant learning conversation
Figure 2:  Dominant managing conversation
While it is recognised that a significant minority of students have behavioural difficulties, students more generally are a coerced client population. Coercion creates its own management challenges for teachers. Students have no choice but to be in a certain place, for a certain period, engaging in activities that they might not prefer to do, associating with people they would not necessarily choose. By its nature, coercion tends to elicit a measure of resistance. While most students put up with the traditionally sanctioned coercion of schooling with good grace, others communicate their resistance in ways that disrupt the learning environment. No matter how exciting the curriculum, or how skilled the teachers are in engaging students in learning conversations, they have no choice but to exercise managing conversations for some of the time. When these dominate in a lesson as modelled in Figure 2, opportunities for learning and building positive relationships are both compromised.
Point #3:  There is a distribution of displays of social competence amongst students.
There are many reasons why students fail to engage with learning and misbehave in classrooms (and other speakers at this summit will describe these), however the following model summarises the experience of most teachers in terms of the range of their students’ behaviour in class. The distribution in Figure 3 illustrates students’ displays of social competence in the classroom.

Figure 3:   Displays of social competence in the classroom
In the context of schooling, students who display high levels of social competence are entirely self-managing. They appear here on the far right in the distribution in Figure 3. Self-managing young people are sociable and cooperative and resist the temptation to give substitute teachers gratuitous advice. They elicit very few, if any, management-focused conversations with their teachers. Students such as these appear in every mainstream classroom from pre-school to the final years of secondary.
Most students, for most of the time, are relatively sociable and cooperative, but are off-task, misbehaving or disruptive on occasion. In Figure 3, these students appear in the shaded oval within the distribution. The classroom context is a significant influence on such students’ behaviour. It can be argued that most of these students will engage more productively with teachers who can forge and sustain relationships with them over time and who are interested, interesting and assertive.
Students who routinely display poor sociability and are uncooperative in class attract a great deal of managing. They appear here on the left of the distribution in Figure 3. Many of these students have presented challenges for teachers since their earliest years at school. They are frequently deeply alienated from the schooling experience, are resentful of their teachers and require a scaffold of sensitive, persistent, deliberate managing accompanied by excellent instruction. What they do not need is escalating correction conversations from teachers who have given up believing that it is possible to make a positive difference in these students’ lives.
Within a school, the distribution of displays of social competence amongst the entire student population skews either to the right or to the left according to complex social factors in the catchment area. Within a classroom, the distribution is affected by, amongst other factors, curriculum issues such as whether the class is an elective (likely to be skewed to the right), or a core unit of instruction (likely to be skewed to the left).

Point #4:  Teachers use a range of behaviour management approaches.
The range of behaviour management approaches commonly used by both Primary and Secondary teachers spans a continuum displayed in Figure 4. Those approaches that evoke a sense of external control of student behaviour are located at the left end of the continuum, while the right end identifies approaches that highlight the importance of influencing students to assume control of their own behaviour. Each of the named points on the continuum below can be seen as clusters of approaches. The dotted line appearing after the arrow head on the control-over end indicates approaches that were once legal but are not so now, such as corporal punishment. The dotted line after the arrow at the self-control end indicates approaches that appear to require the students to be entirely cooperative before these could be used … so what is the point of these?


Figure 4:   Range of behaviour management approaches

Examples relating to each of the four identified approaches appear in the literature. For example, Canter and Canter’s (1976) Assertive Discipline is arguably derivative of an authoritarian approach. Repp and Horner’s (1999) Functional Analysis exemplifies a sophisticated version of behaviourism. Bill Rogers (1989, 1992) work is clearly democratic, while a constructivist approach is apparent in the work of Ford (2003). His Responsible Thinking Process is based on the ideas of Glasser (1975, 1990). Many contemporary schools aspire to use constructivist concepts in their school-wide behaviour plans. Possibly the most sophisticated version of constructivism in behaviour management is the Restorative Justice material (Macfarlane, Glynn, Cavanagh & Bateman, 2007).

Teachers are not universally well informed about this range of theoretical approaches, nor are they always familiar with alternative strategic possibilities when they get stuck in counterproductive management conversations with students. Primary teachers tend to align themselves to a particular style that emerges from their prior knowledge and resonates with their predispositions and demeanours. Commonly, these teachers move incrementally from the control-over end of the continuum towards the self-control end as their relationships with students mature during the school year. Alternatively, secondary teachers tend to style shift from class to class according to the different demands of the group with whom they are working. For example, a teacher may feel compelled to be more authoritarian with Year 8 core mathematics and more constructivist with the Year 11 elective Physics class. However, in both Primary and Secondary schools there are some teachers who passionately adhere to one or other behaviour management style because of their investment in particular professional learning, during which they developed robust philosophical insights that has shaped their practice.

Since the most important conversations in classrooms are those that are focussed on learning, there is nothing inherently superior in the use of one particular behaviour management approach over another, as long as teachers employ what is most effective and respectful at the time. Indeed, it is important that a teacher is able to use appropriate, best-fit strategies from across the approach range according to the different demands of situations as these arise. When teachers are constrained rather than guided by a school-wide management plan, they have no choice but to use a prescribed set of strategies under every condition in the name of consistency of practice. This can lead to frustration and disaffection when the outcomes they expected (in terms of students’ successful engagement with learning activities) fail to materialise. School leaders then pointlessly squander time seeking compliance from teachers to use strategies in which they have lost confidence.
While every approach has advantages in terms of contributing to a teacher’s behaviour management repertoire, problems arise when teachers use strategies ineffectively. Ineffective behaviour management consumes unnecessary time and energy at the expense of valuable learning time. One style is not inherently more effective than another. Approaches are merely tools that can be applied either well or poorly at any given time.
Consider these examples of ineffectiveness across the approach range:
· Authoritarians can behave like dictators who demand unquestioned obedience and resolutely refuse to entertain students’ perspectives. These teachers might achieve short term compliance in some cases, but their behaviour negatively impacts on the development of productive relationships with students. They not only intimidate anxious learners, but also reinforce bullying behaviour in others. Ironically, some of these teachers develop legions of loyal supporters amongst some colleagues, parents and students who regard authoritarian behaviour as strength.
· Behaviourists can become so focused on maintaining the integrity of an intervention to modify one aspect of a student’s behaviour, that they lose focus on the development of his literacy. Precious learning time is squandered on collecting and recording data concerning the student’s, say, “use of polite voice” long after the intervention plan should have faded into less intrusive managing.
· Democrats can become so captured by the logic of fairness that they are blinded to the implications of student differences. Even a cursory understanding of social capital, for example, leads to an understanding that it is plainly counterproductive to believe that strategies should be applied in the same way for everybody, regardless of circumstances and of individual needs. Sweeping overgeneralisation of democratic ideas in management practices has the potential to seriously disadvantage already marginalised groups.
· Constructivists can take on a particular approach with a quasi-religious zeal that prohibits them from critically analysing the strengths and weaknesses in other approaches. For example, constructivists can become so dogmatic about the “questioning routine” when a student disrupts, that they use it in every circumstance so that it no longer has meaning for either them or the students. In many circumstances, a redirection to task or even a private reprimand might be much more effective.
Point #5:  The Balance Model is a generic approach to behaviour management.

The Balance Model (Figure 5) emerged from an analysis of each of the four clusters of approaches described in the previous point, together with what teachers were actually doing effectively in class. When teachers manage effectively (that is, minimising the time and effort they spend on this part of their work), they focus on three aspects of management-focussed communications with their students, regardless of their preferred approach.

These teachers:
1. Clearly establish their expectations with students,
2. Generously acknowledge pro-social and on-task behaviour, and
3. Respectfully correct anti-social and disruptive behaviour in a timely manner.
Teachers are more likely to minimise their management-focused conversations when the three elements of communication listed above are kept in balance, as shown in Figure 5.


Figure 5:   The Balance Model

Balancing management-focussed interactions with students is a key component in teachers’ efforts to maximise learning time. However, problematic imbalances easily occur. These imbalances almost inevitably lead to an avoidable increase in management-focused conversations in class resulting in less time for learning and more frustration for everyone.

This is modelled in Figure 6, with the ineffective expectations represented by a broken line. This imbalance is rarely observed in early childhood classes or in special needs classrooms where teachers routinely regard their students from a developmental perspective. However, the imbalance tends to emerge in the behaviour management interactions of some of those who teach upper primary and is very common in those teaching secondary classes. “They should know what to do by now” is the theme of teachers who are at risk of not clearly communicating their expectations to their students. While this is deeply understandable at a logical level, very little about managing behaviour effectively is based on logic. If it were, this summit would not be necessary; neither would there be a need for the plethora of literature that continues to advance thinking in the field.

Figure 6:   Inadequately clarifying expectations

Another type of imbalance (modelled in Figure 7), develops when teachers are so concerned about establishing rapport that they go to great lengths to be seen as being approving, no matter how the students behave. These teachers can be troubled by the prospect of correcting off-task or misbehaving students because they see correcting as damaging positive relationships. Instead, these teachers attempt to convince or cajole students into engaging with learning.

Eventually, as attempts to cajole fail to achieve engagement and student disruption escalates, the teachers inevitably resort to correction because chaos ensues. By this stage, teachers are typically disenchanted and exhausted and are not easily convinced that relatively non-intrusive correction strategies will be influential. The teachers then tend to use correction strategies that are calibrated to reflect the level of intensity of the disruptiveness they face. It becomes a sad mess, particularly in situations where teachers have also not attended to clearly establishing their expectations, as shown in Figure 7.

Figure 7:   Too much acknowledgement and unclear expectations
The imbalance modelled in Figure 8, is arguably the most common of all. It develops when teachers establish expectations adequately enough, and then correct students when they disrupt. Teachers caught up in this mode of managing tend to avoid using acknowledging strategies for reasons based on passionately held beliefs. For example, teachers can believe that students should not be acknowledged for on-task, pro-social behaviour because acknowledgement is regarded as extrinsic motivation. It will therefore, interfere with the development of students’ intrinsic motivation.

Figure 8:   Relying on expectations and correction

As long as the teacher conveys enthusiasm for their curriculum area and is well prepared, the behaviour management imbalance modelled in Figure 8 is generally effective enough with students who derive academic, sporting and/or social satisfaction from their schooling experiences. However, those students with poor academic achievements, limited sporting success and/or social problems tend to become more and more despondent, and therefore less and less engaged with learning over time. Teachers commonly slide into a pattern of over-correcting as frustration escalates and relationships with those students deteriorate. Teachers and students become locked into a correction loop shown here in Figure 9.

Figure 9:   Correction Loop

A correction-loop becomes clearly observable in the behaviour management conversations between some teachers and their more challenging students. For example, student disruption attracts teacher correction. The students are resentful of these corrections, triggering more disruption, eliciting further correction, and so the loop develops.

The only way out of this self-perpetuating communication cycle is for teachers to, firstly, resist the temptation to focus on correction. Secondly, it is important that they then deliberately create a balance in their management-focussed conversations with students by clarifying a small number of achievable expectations then generously acknowledge even modest displays of pro-social and on-task behaviour.

Point #6:  The Balance Model comprises three sets of strategies.
The first set of behaviour management strategies in the Balance Model (described in Point 5) is clarifying expectations. Least intrusive strategies in this set require the teachers to:
(1) Convey confident body language through how they move, how they look, and how they sound. Moving confidently means that teachers are non-apologetic in their demeanour, convey a sense of entitlement and behave as if they “belong”. This is a very difficult strategy for teachers who are new to a school to carry off well. It takes immense poise and an ability to act. Teachers who communicate that they are confident begin working immediately on arrival at the school in the mornings. They make eye contact with students (and colleagues) as they pass and nod, smile and are generous with greetings. They appear professional and speak with authority. While teaching, they deliberately concentrate on what is happening in the here and now.

(2) Establish boundaries of acceptable behaviour and routines of practice that facilitate smooth transitions. Transitions are group movements such as when students move into, out of and around the class, handle equipment and work in groups. Teachers audit their classes’ transitions, evaluate each for effectiveness and develop routines of practice for those that are carried out ineffectively.
(3) Give effective verbal instructions to a group. A teacher using this strategy well firstly cues for attention, and then begins the instruction with a verb. The instruction is short and said in a way that conveys that he is serious. The teacher completes the instruction with “thanks” or “now” rather than the imploring, question-like “please”.

The second set of behaviour management strategies is part of the feedback that teachers give to students. It comprises acknowledgement that is deliberately used to promote on-task and pro-social behaviour. Least intrusive strategies in this set include:

(1) Acknowledging body language such as making eye contact, smiling, using proximity, touching students’ work, and shaking hands with students.
(2) Verbal feedback includes praise (which is particularly useful for groups) as well as the more subtle descriptive encouraging (generally better for acknowledging individuals than praise which, when delivered in front of peers, can be regarded as humiliating).
(3) Providing concrete evidence of incremental improvement through visual symbols. This strategy can also incorporate arranging for students to engage in preferred activities contingent on a set period of learning-focussed behaviour. This strategy is derived from the behaviourist approach. Unfortunately, it is sadly misused and misunderstood by those who have a superficial understanding of behaviourist theory and make mistakes such as getting caught in counterproductive bargaining with students who quickly learn to manipulate the process.
The third set of behaviour management skills is correction for off-task and disruptive behaviour. Effective, least-intrusive correction is provided via:

(1) Body language by making eye contact or head and hand movements that cue the students to desist with what they are doing and resume working.

(2) Verbal interactions. These range across the autocratic reprimand, the behaviourist redirection, the democratic choice and consequence option and the constructivist questioning routine.

(3) Sanctions can be clustered into two types. One type involves sanctions that are applied such as mandated alternative activities or time out. The second type of sanction refers to something that is removed, such as a privilege. Students who have experienced much loss in their lives tend to overreact in negative ways to sanctions that involve removing something. This is entirely understandable from a symbolic perspective and therefore should, therefore, be avoided as a correction strategy for such students.
(4) Following through is the keystone to effective correction. Following through means that the teacher actually does what he said he would and uses the principle of certainty rather than severity. In situations where teachers cannot possibly follow through, they must “pass the baton” to their colleague (without reservation or later criticism).
Once teachers on a staff are acquainted with a common language of behaviour management, such as that conveyed in the generic Balance Model, they could share strategies with one another no matter what broader approach they prefer. For example, in a discussion about establishing expectations, the authoritarian explains that she imposes a few positively stated rules, while the constructivist describes his procedure for class meetings where students articulate their shared values.
Point #7:  Consistency of practice in a school is not necessarily effective.

The word “consistency” is bandied about so frequently in the context of behaviour management that it is easy to believe that it is achievable. Frankly, it is difficult enough for one person to be consistent in their practice from day to day, from class to class and from student to student, let alone to achieve it across the entire staff.
The enormous weight of contextual, personal and interpersonal variables that affect the meaning of behaviour management conversations squashes any hope of achieving strategic consistency. And even if, by some miracle of terrible confluence, a group of teachers could communicate in identical ways with all students all of the time, the students, bless their hearts, would perceive what is said and done differently.

If consistency has relevance to behaviour management at all, it resides in intent. However, even this is fraught with complexity. Intent resides in meaning and, in behaviour management, there are (at least) two different ways of perceiving the work. Should a teacher regard behaviour management as policing, keeping order, and ensuring a safe learning environment, she is likely to be approaching her practice from a law and order perspective. Alternatively, a teacher who regards behaviour management as providing a scaffold to facilitate students’ successful connection with learning might be approaching from a social justice perspective. A brief exploration of the intentions behind these two different, some might say opposite, points of view ensues.

From a law and order perspective, the intent of consistency of practice means that every individual is treated the same way, getting what he deserves. In practical terms this commonly means that disruptive students attract correction-based consequences and those who do not disrupt may either be left alone to get on with it or attract acknowledgement, depending on accepted procedures and/or the teacher’s predilection.

Over-correcting a small number of students in a school is the most prevalent consequence of managing behaviour from a law and order perspective. The majority of these students are typically already disengaged learners, some have disabilities that are either diagnosed or not, and some are seriously socially disadvantaged. While this does not excuse their misbehaviour, it goes a long way to explaining why it occurs. What is consistency of practice from the law and order perspective achieving in these cases? Are these students likely to wake up one morning and think “I get it now; I’ll just obey the school rules and all will be well”? Not likely!

From a social justice perspective, the intent of consistency of practice means that every individual is potentially treated differently according to her needs. In practical terms, this commonly means that students who have difficulty engaging with the curriculum attract whatever extra support is appropriate in order to turn that around. Sometimes the interventions are more successful and sometimes less so. Students who are already profitably engaged in learning are left to get on with it without specialised intervention.
Consistency of practice from a social justice perspective can be perceived by those with a law and order orientation as “going soft on offenders”. The debate about the nature of fairness simmers under the surface of discussions about consistency. Unless it is brought to the surface of behaviour management discourse in schools, it will poison any opportunity to arrive at mutually understood intentions amongst staff members.

In every school, fair behaviour management decisions legitimately derive from both perspectives. Teachers are called upon to police students’ behaviour in order to ensure all community members enjoy a safe and productive learning environment. This endeavour varies in sophistication and effectiveness across schools and over time. Fundamentally, educators’ core business is to provide access to the learning environment for different students who exhibit a range of abilities and temperaments, so they have also to embrace inclusive social justice perspectives.
Simultaneously considering these two sets of intentions, characterised as law and order and social justice, is a balancing act that every teacher is required to make. The model in Figure 10 provides a summary of the information in this part of the discussion that can be used to stimulate debate. The model shows the law and order view of fairness as expressing the idea that all students should be treated in the same way and get what they deserve. The model also shows the social justice view of fairness, which contends that students should be treated differently according to their needs.

Figure 10:  Two different perspectives of fairness
What does this discussion contribute to the question of consistency in behaviour management? It says that individual teachers have different perspectives about fundamental ideas affecting their behaviour management at the chalk-face. These differences are often criticised by others, further undermining consistency of approach. For example, those who are committed to the law and order perspective of behaviour management can be critical of those who are motivated by social justice values, and vice versa.

While neither perspective is absolutely right or wrong in relation to any particular decision, because both reflect relevant and justifiable points of view, criticism such as this seriously damages staff morale. At its extreme, law and order advocates criticise social justice aficionados as “bleeding hearts” and are reciprocally referred to as “fascists”. While these aspersions are quasi-jocular, they reveal a conflict of views that should be entertained in professional discourse.

School leaders can help individual teachers to reflect on their own perspectives and the influence of these on their behaviour management practices by using examples that avoid the politics of student behaviour. For example, if an asthmatic student in a physical education class is prompted by the teacher to use his inhaler, he is not then encouraged to pass it around for everyone else to share. This anecdote can illustrate the difference between interventions based on need and deserve. As another example, when a child breaks a leg there is no expectation for her to get up and walk, “like all the other children”. We understand that her leg requires external scaffolding in order to support it while internal healing processes do their work. If the leg breaks again some time after the scaffold has been removed, we do not say “we tried scaffolding and it did not work … now get up and walk”.

The pure insanity of these stories can help teachers who have a strong allegiance to the linear, law and order view to contemplate alternative ideas in a new light and reflect differently on their preferred behaviour management strategies. A strong allegiance to this view can be powerfully shaped by the idea that students are somehow maliciously intent on disruption. This belief can also be contested.

While malicious intent is a possibility, most students for most of the time are merely attempting to meet their needs. As Glasser (1975, 1990) described, these genetically programmed needs are to feel safe, for belonging, for self-respect, to have fun and to be free. Students’ behaviour reflects more about what they have learned to do to meet their needs than it does about any other motivation. Students, like their teachers, develop behavioural habits that can be difficult to change.

Characteristics that are deeply intrinsic to teachers as individuals also impact on attempts to achieve consistency of behaviour management practice. These include highly sensitive issues such as a teacher’s gender, age, physical attributes, personality, and possibly the most sensitive of all, ethnicity and cultural background. Each of these characteristics has the potential to contribute to, or detract from the influence one person has with another. As a teacher’s tenure at the school lengthens, however, his influence commonly increases. With tenure, relationships with students, colleagues and parents have an opportunity to mature and a teacher’s confidence typically grows.

Confidence permeates influential behaviour management practice. While attempting to be consistent, less confident teachers using exactly the same strategies as their more confident peers can become confused and frustrated when they do not achieve the same desirable outcomes. These teachers may not be aware that they are revealing their lack of confidence via their body language. Students are influenced by the nuances of body language that include tone of voice, posture, facial expressions and many other micro-characteristics of communication.

The fact that students are well-practiced at reading the demeanour of teachers is not new. Consider the following excerpt from a poem written in the 1700s by Oliver Goldsmith called The Village Schoolmaster.

There, in his mansion, skill’d to rule,

The village master taught his little school;

A man severe he was, and stern to view,

I knew him well, and every truant knew;

Well had the boding tremblers learn’d to trace

The day’s disasters in his morning face.

The search for consistency does not lie in identical practice, since one teacher can gain his students’ attention by merely walking into the classroom while his colleague has to tap dance, metaphorically speaking, to achieve the same impact. However, not all is lost in this endeavour. Consistency can be approached through teachers’ shared intent.

Consistency of intent is a concept emerging directly from a group’s common philosophy. Those who work in religious-based schools are naturally advantaged when it comes to collectively articulating a shared philosophy of practice. These schools employ teachers who adhere (or at least say they do) to particular beliefs and values. This does not mean that public school educators do not share beliefs and values … many do. It is, however, a much more challenging enterprise when there is no common ideology (other than what is articulated in the sector-wide policy) from which to develop intentions that are truly shared.

School leaders can be accused of “wasting time engaging in talk fests” with teachers as they invite them to explore ideas and values relating to intention. It can be useful to reframe these sessions as “talk fiestas”. As a marketing device, this gentle and somewhat amusing reframe can lull hard-nosed pragmatists into marginally engaging in the process. This is probably as good as it will get with those few who find it threatening to overtly reflect on what they believe, particularly when they are in a peer group setting.

Point #8:  Universities must teach behaviour management in preparation programs.
Experienced teachers, who are themselves expert managers of behaviour, can take their expertise entirely for granted. They can forget how they learned what they so long ago incorporated into their personal styles. An experienced teacher can enter a room and quell an incipient rebellion with a look, while the novice has no hope of emulating either the strategy or achieving the outcome. In this example, the expert and the novice entering the room and looking at students convey entirely different meanings.

However, even experienced teachers are not necessarily skilled in the pedagogical area of behaviour management and, as such, do not provide reliable models for their aspiring colleagues. Unfortunately, a few teachers are experts in poor behaviour management practices yet teach enough students well enough to muddle along for years without reflecting on their own practices or being called to account. Some teachers fail hopelessly in their endeavours to engage students with behaviour difficulties. While these teachers are doing their best with the information that they have, this circumstance exists and we are all here, in part, to find ways to deal with it. One way to reduce the likelihood of this occurring in the future is through effective teacher preparation.
Unfortunately, personnel in the Faculties of Education of universities do not always recognise behaviour management as a fundamental part of teacher preparation. There is a sense in some institutions that if teachers teach well enough they will not need to manage student disruption because it will not emerge. Ironically, this guilt-inspiring idea is deeply reinforced when excellent teachers are observed hardly managing at all. This observed expert practice is an end-point, a result of years of intense labour. I guarantee that if two such excellent teachers swapped schools, they would be back to ground zero in terms of their influence on student engagement. They would have to begin again, establishing their expectations and balancing their acknowledging and corrective feedback.

It is not enough to provide aspiring teachers with “tips” and “embedding” information in curriculum areas. Nor is it sufficient to have a one-off lecture from a class teacher invited in for the session.
The pedagogy of behaviour management has a rich theoretical base and is strategically complex. Teaching is now so demanding and professional accountability is so great, that early career teachers have to be able to approach their work with the confidence that a robust knowledge base provides. It is plainly unfair to expect early career teachers to plunge into the classroom without preparing them for the most important aspect of their careers … how to elicit cooperation from a large group of coerced students who display a range of social (not to mention learning) competencies in order to forge and maintain positive professional relationships with them.
Back in 1993, Wang, Haertel and Walberg reported on a meta-analysis of 50 years of research in teaching. They found 28 factors that influenced student learning. Of these, classroom management headed the list under the category classroom instruction and climate. Playing catch up after teachers have tried, failed, and become despondent is a painful process, so it is important to prepare teachers well. As elders advise, “begin as you mean to go on”.
Conclusion:  Tips for teachers, key priorities for policy and action suggestions.
Tips for teachers:

(1) No matter what your level of experience, you can become more informed about this complex area of pedagogical practice by asking questions of your colleagues, reflecting on your own evolving practice and interrogating the literature. Through these processes, you will discover your preferred behaviour management style and have opportunities to refine your favourite strategies. Share these with your colleagues.
(2) The stress of teaching is clearly exacerbated by the demands of managing student behaviour, and the constant hyper-vigilance required of teachers takes its toll. You know that something will inevitably go wrong every day, usually multiple things, and you have no choice but to manage these wisely and defensibly. Therefore, in order to be fit for teaching, maintain your physical and psychological health by getting sufficient sleep, eating well, reducing alcohol on school nights and exercising regularly. Primary teachers run marathons daily, secondary teachers sprint repeatedly. Train for this relentless physical and psychological demand as would an athlete.
(3) Recognise that mistakes are unavoidable especially since you are working in an intensely personal profession, so forgive yourself and plan to do better tomorrow. However personally challenging student behaviour feels, it is not about you. In order to teach well you have to find peace within the chaos and project confidence within the intensely demanding work that is teaching. Above all, tenaciously hold onto the idea that you are making a positive difference in the lives of your students. Gibbs (2003) has much to say about the benefits of teachers having self-efficacy which, at its core, is exemplified by this belief.
Key policy priorities:

(1) Provide early career teachers, those who are re-entering the profession after a substantial break, and teachers who move schools after long tenure in another with access to excellent professional learning in behaviour management.
(2) Insist that tertiary educators recognise behaviour management as a serious component of pedagogy. Lobby for them to establish a stand alone semester unit of behaviour management studies in the teaching degree. Refuse to be fobbed off with “every lecturer embeds tips in their particular curriculum areas” or “the students learn this component during the practicum”.
(3) Identify teachers who have particular strengths in behaviour management expertise and provide incentives for them to remain in teaching and create pathways for them to mentor others.

Action plan ideas:

(1) Inform universities that after a specified date, an essential criterion for the employment of graduates is successful completion of a stand alone semester unit of behaviour management studies.

(2) Work with school leaders and academics to identify good behaviour management practice in particular settings. Build bodies of local knowledge that are relevant to different school communities.
(3) Recognise brilliance in this area of pedagogical practice with some form of public acknowledgment.
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