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ABSTRACT 

Classroom management and discipline is a major con

cern of administrators, teachers, and parents at all levels 

of formal education. In response to this concern, a variety 

of classroom management systems have been presented as 

remedies to this dilemma. 

There is, in light of the attention afforded class

room management, a need for a model by which the discipline 

systems can be examined. A structured examination of these 

programs, via the "Inquiry Cube", will be of assistance in 

the evaluation of the discipline programs of William Glasser, 

James Dobson, and Lee Canter. 

In this study, the philosophic basis for theoretical 

models was outlined, criteria of adequacy for "good" theo

retical formats discussed, the models used to examine and 

evaluate the selected classroom management systems were 

presented, and a discipline checklist for teachers was 

proposed. 

The major thesis of this study was that values and 

goals act as legislative agents in the determination of the 

organization or structure of discipline systems and programs. 

The structures of discipline programs are then constructed 
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according to a definite set of rules which, in turn, deter

mine and signify the relevant data of the discipline 

systems. 

In examining the programs it was demonstrated that 

the systems suffer the weakness of the reductionist fallacy. 

Care must also be taken to insure student and support staff 

involvement at a meaningful level. Another concern is the 

possibility that any given classroom management program 

may become mechanistic and imposingly uniform, thus elimi

nating many student options. Classroom management and 

discipline, being comprised of its own universe of discourse 

and categories, is educational subject matter and, as such, 

is educative. 

The discipline checklist concluding this work is 

compri.sed of notions included in many of the programs 

studied and, aside from some structural additions, is not 

entirely unique. Yet, if this study is helpful at all, it 

should serve the function of bringing attention to theo

retical models as vehicles which can be used to examine 

and evaluate classroom management systems. The discipline 

programs of the future will only be as good as the tools 

used to determine and inform their adequacy. 



CHAPTER 1 

INTRODUCTION 

The National Gallup Poll of the Public's Attitude 
Toward the Public Schools, conducted annually since 
1969, has made one request of all respondents: 
"Name the major problem facing public schools in 
this country." In every year but one since 1969, 
respondents have identified 'discipline' as the 
number one problem confronting the public schools 
(Nighswander, 1982, p. 1). 

School discipline, both in and out of the classroom, 

remains a major concern among school administrators, faculty, 

and parents at all levels of formal education. It is also 

evident, in light of the vast resources devoted to it, that 

discipline is viewed as a pressing social problem. Large 

amounts of time, money, and human effort are channeled 

toward a variety of attempts to manage school and classroom 

environments. 

Extensive teacher training programs, workshops and 

in-service sessions are devoted to discipline considerations. 

Literature, aimed at school personnel and parents, presents 

remedies to problems associated with school and classroom 

discipline. These remedies range from the "helpful hint" 

variety to step-by-step procedures or systems intended to 

produce an appropriate learning environment. These disci-

pline systems and programs may be adopted and used without 

1 
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adequate attention given to their presuppositions and 

assumptions. A review of the literature and interviews 

with concerned school personnel reveal an inadequate basis 

for the consideration and selection of discipline systems 

and programs. 

Because there is a lack of understanding concer.ning 

the presuppositions and assumptions, structures, and values 

of the alternative school discipline systems and programs, a 

need exists for a theoretical model which can be used as a 

vehicle in the comprehensive evaluation of all aspects of the 

discipline issue. The "Inquiry Cube," a model generated 

to respond to the need for clarification and articulation 

of ideas, offers a framework in which systems and programs, 

presuppositions, assumptions, structure, and values can be 

examined. 

One consequence of the attention focused on school 

and classroom discipline has been the creation and marketing 

of several discipline systems and programs. These alter

native attempts to systematically influence behavior and 

manage school environments come in varied forms and approach 

discipline programs from different perspectives. 

James Dobson's Dare to Discipline, William Glasser's 

Schools Without Failure, and Lee and Marlene Carter's Asser

tive Discipline have established systematic guidelines and 

procedures for school administrators and classroom environ

ments. Although these systems and programs are presented 
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as remedies addressing the problems of school discipline, 

little comparative analysis, beyond substantive description 

of the systems and programs, has been done. 

For these alternative systems and programs to gain 

the status of viable options, an examination must go beyond 

the mere presentation of the programs at the descriptive 

level. A critical examination of these systems and programs 

will result in an evaluation of these systems and programs 

as systems. The clasification and articulation of these 

systems and programs necessitates a contrast in terms of 

the presuppositions, basic assumptions, structures, and 

values which shape the process by which these systems and 

programs work toward their specified goals. 

This study then had four major purposes: 

1. To introduce and explore selected problems of school 

discipline and classroom management and associated 

remedies. 

2. To establish the need for a theoretical format used 

to examine school discipline programs and remedies. 

3. To present a theoretical tool or model used to 

examine alternative school discipline and classroom 

management systems and programs. 

4. To develop a generic model for school discipline 

and classroom management. 



CHAPTER 2 

THEORETICAL FORMATS: THE INQUIRY CUBE 

The purpose of this chapter, the methodological 

section, is to: 

1. Develop the rationale for the use of a theoretical 

model as a vehicle in the examination of school 

and classroom discipline systems and programs. 

2. Discuss criteria of adequacy for theoretical models. 

3. Present the model used in the examination of school 

and classroom discipline systems . 

.. . There is the same sort of advantage in having 
conceptual frameworks manufactured and on hand 
in advance of actual occasions for their use, as 
there is in having tools ready instead of impro
vising them when the need arises (Dewey, 1938, 
p. 138). 

There is rich literature on ideas about models and 

model types. Belth. Black, Decker, Dewey, Peirce, and 

Saunders have done much to distinguish, develop, and extend 

understanding of and meaning about models. 

Dewey's statement suggests that conceptual theoreti

cal formats can be developed then used later in a variety 

of investigations. This position was reinforced when Colleen 

4 



Decker stated that models can be used as "informing con

structs [to] explain or integrate ideas about things" 

(Decker and Saunders, 1974, p. 137). 

In several of her articles, and with Saunders in 

5 

A Model for Models, models are placed into two "Model Types" 

(See Figure 1). One type, theoretical models, are "usually 

empty of content" (Decker & Saunders, 1974, p. 137). 

Theoretical models carry the assumption of an "ultimate 

base in the Natural world" (Decker & Saunders, 1974, p. 137). 

As theoretical constructs these models also "interact with 

the Natural world on an even footing: [having been] con

structed by thought which determines all meaning including 

'reality'" (Decker & Saunders, 1974, p. 137). Theoretical 

models include analogical, archetypal, metaphorical, and 

mathematical models as cases. 

In contrast to theoretical models usually empty of 

content and used as "informing" constructs, descriptive 

models carry the assumption that a model "is always of 

something ... and independent of thought" (Decker & Saunders, 

1974, p. 137). The descriptive model "is usually a sample 

case or paradigm of some situation, the components of which 

are usually quantifiable elements" (Decker & Saunders, 

1974, p. 4). 

Jennie C. Savignano-Casciano seems to be referring 

to this model type when she defined a model as " ... a sym

bolic representation of a system" (Savignano-Casciano, 
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1978, p. 10). A descriptive model then assumes the 'reality' 

of the world of which it is attempting to find an illus

trative paradigmatic case. Descriptive models include 

substantive, component-series, and historical models as 

cases. 

This designation of models as descriptive, refer-

ring to "everyday things," or theoretical models, used in this 

study to integrate or explain ideas about classroom manage

ment and discipline and to clarify the relationships between 

and among these systems, is not enough. Another distinction 

is also necessary. 

A distinction should also be made between a model 

as a particular model type, and a model as an adequate 

model. The determination of a model as a "good" model in

volves adherence to established criteria of adequacy of its 

particular type. Since this study involved the use of a 

theoretical model, the discussion of criteria, particular 

model assumptions, and definition types has been limited to 

theoretical model types. For a detailed discussion of de

scriptive model types, criteria of adequacy, assumptions, 

and definition types see Decker and Saunders (1974, 1978). 

Before discussing theoretical model construction and pre

senting the model used in this study the hypotheses or 

informing directives and parameters, guidelines or limita

tions must be delineated. 
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Hypotheses 

Usually, hypotheses are referred to as statements 

guided by inferences made about the relationships between 

two or more variables and include testing to verify the 

inferred relationships (Mason & Bramble, 1978, p. 54). 

This study has not used this definition of hypotheses. 

Rather, with the use of the "Inquiry Cube", hypo

theses represent the elements acting as informing directives 

which legislate meanings of, organize, and determine what 

constitutes data. Therefore, in this study it is hypothe

sized that: 

1. Values and goals act as legislative agents in the 

determination of the organization or structure of 

discipline systems and programs. 

2. The structures of discipline systems and programs 

are constructed according to a definitive set of 

rules based on the legislative agents. 

3. The parameters or contexts established by rules 

and criteria signify and determine relevant data 

for discipline systems and programs. 

Assumptions 

The following assumptions helped shape the purposes 

of this study: 

1. Approaches to school and classroom discipline can 

be examined as systems. 
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2. Discipline systems and programs are logically 

connected to the presuppositions, assumptions, 

structures, and values from which they are derived. 

3. The adequate examination of these systems and pro

grams necessitates contrasting the presuppositions, 

assumptions, structures, and values of these com

peting systems and programs. 

4. A theoretical model, used to frame discipline sys

tems and program examinations, will be of value since 

it will make the process deliberate and methodolog

ical. 

Limitations 

1. There seemed to be little agreement among authors 

on the technical meanings of terms and concepts 

used in discussions about discipline. Definitions 

of key terms and concepts have been developed and 

used uniformly throughout this study. 

2. Although there were many articles dealing with school 

and classroom discipline, many did not present 

remedies which met the criteria of systems and pro

grams. These non-systematic discipline techniques 

and strategies have not been formally examined, 

but have contributed to a contrasting of the tech

niques and strategies found in the systematic 

programs. 
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3. The scope of the examination in this study has been 

narrowed to include only selected discipline systems 

and programs. 

Assumptions, Criteria, and Models: 
From Ontology to Epistemology 

Distinctions have been made above between theoretical 

and descriptive models. These distinctions may be reality 

claims or ways of conceptualizing in models. As reality 

claims they are illustrations of contrasting ontological 

systems or beliefs. These claims lead the modern reader 

(See Figure 2), into the realm of epistemology. The basic 

question does not seem to center around whether the world 

is real or independent, but how or _if man can know anything 

without judgment directed by criteria. If criteria are 

necessary in the development of meaning and knowledge, are 

the criteria constructed by man, or do they present them

selves to man from nature (Decker & Saunders, 1974)? As 

noted in Figure 2, the ontological claims are beliefs in 

the "reality" of one model over another. Epistemology is 

the criteria for judgment and knowledge or knowing. On 

what then does one base these ontological and epistemologi

cal assertions? Such a question is determined by the 

philosophic status afforded the term "experience". 



Claims 

The world comes to man in 
its pure form. 

The world is qualified 
by man's perceiving 
instruments and man's 
knowledge is the result. 

Han will never know any 
model but the one he 
constructs through the 
instruments and cate
gories which are his 
thought. 

Models 

Real World NATURE 
NATURE 

Real World 
PERCEIVED 

"Real World" 
CONSTRUCTED 

Criteria 

Man's experiences are 
"judged against" the 
original as REAL 

The WORLD is "perceived" 
and "interpreted" through 
man's experiences. 

Man's invention of 
cateeories determines 
his experiences as well 
as the meaning of "the 
world." "The world" 
is constructed 

Figure 2. Claims, Models, and Criteria: From Ontology to Epistemology 
(From Decker & Saunders, 1974, p. 20). 

I-' 
I-' 
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Experience: The Construction of Meaning 

The term "experience" may seem a concept with little 

or no argument attending its meaning. Some common or popu

lar definitions of the term include: 

la: conscious perception or apprehension of 
reality or an external, bodily, or psychic event. 
b: facts or events or the totality of facts or 
events observed. 2a: direct perception in 
events. b: the state ~r result of being engaged 
in an activity or in affairs. c: knowledge, 
skill, or practices derived from direct obser
vation of or participation in events (Webster's, 
1977, p. 403). 

As demonstrated from these dictionary, lexical de-

finition types and uses of "experience" in Figure 2, the 

use of the term is not as straightforward as one might 

initially assume. Decker and Saunders, expanding on a 

notion from Dewey (1934), have stated that "The usual 

distinction when dealing with the term "experience" estab-

lishes a trichotomy between the immediate or given, the 

mediate or significant, and the value mediate or chosen" 

(Decker & Saunders, 1974, p. 21). This distinction, that 

the meaning of experience is comprised of inclusive levels, 

illustrates connectives between previously discussed 

ontological claims carrying criteria on which judgment is 

based. Adhering to any particular use of experience demon

strates commitment to an attending model supporting subse

quen "reality" claims. The use of the term experience 

and "reality" claims can be clarified with an example from 

a discipline system selected for study. 
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James Dobson, when advising parents and teachers, 

supports his discipline principles by purporting that 

"solutions to problems ... can be found through the power of 

prayer and personal appeal to the Great Creator" (Dobson, 

1973, p. 221). His discipline principles are further 

upheld by Scripture, e.g., "Foolishness is bound in the 

heart of the child; but the rod of correction shall drive 

it far from him" (in Dobson, 1973, p. 223). This claim, 

that the world is presented to man in its pure form, from 

God and Scripture, certainly demonstrates a strong commit-

ment to a particular "reality" claim and use of experience. 

To purport that experience is immediate and given 

is to hold that the objects experienced are independent 

and separate from our perception. From this view things in 

our experience "impose order on our perception of the 

facts and even on the facts themselves. Without them there 

would be chaos" (Smith, 1977, p. 10). According to Decker 

and Saunders, this model purports that: 

Things can be counted and the test of 
accuracy is to ·be found in a shared or AGREED 
upon statement on the part of several reporters. 

Man can DISCOVER objects and their rela
tions but holds small sway indeed over their 
INTRINSIC MEANING. 

Ideas refer to the GROUPING of objects. 

Words and ideas are to be tested for ad
equacy in their CORRESPONDENCE to their 
physical referents. 



THEORY AND PRACTICE are separate and of 
the two the practical is more important in 
our world. 

EXPERIENCE in agreement is the beginning 
of meaning. 

14 

Smith (1977, p. 11) clarifies this model with the 

following example: 

Imagine we were in a strange city late at 
night, let us say as travelers, tired and hun
gry. In working to find our way about we would 
be hard pressed to see many distinctions. 
Everything would look to be part of homogeneous 
mass. Our experience would be what William 
James called, "a booming, buzzing, confusion," 
a psychedelic panorama of sound, colors and 
lights that would hardly be an accurate reflec
tion of the physical arrangement of the city. 

Were we to wake the next morning, after 
sufficient rest and nourishment, and view the 
city in the light of day, our experience would 
unquestionably be different. We would see dis
tinct physical objects, like buildings, shops 
and streets. Not only would they appear to 
have an identity of their own, but they could 
seem as having a place, that is, as having a 
role in some overall pattern. 

We would assume, says Smith, "that the structure or 

organization of the city was inherent in the city itself, 

and, thus, completely independent of our' perception" (Smith, 

1977, p. 12). 

As previously noted, belief in experience at the 

immediate, direct sense level, is predicated by a particular 

model often smuggled in by certain ontological claims. 

Moving from experience as given or immediate, to significant 

or mediate level of meaning development involves selecting 

alternative reality claims. 



The philosophic status of "experience" ... de
pends upon our formulation of some goals or ends 
in which the selection of some context, termin
ological scheme, definitional type, category 
set and subsequent concepts are ordered. The 
particular object gains whatever qualities are 
thereby imposed or ... legislated formally or 
methodogically by the particular goal in the 
first place; no intrinsic meaning for anything 
(Saunders, 1969, p. 95). 

15 

Obviously, Saunders' position is in opposition to the 

claim that the world, or ideas and objects directly sensed, 

are independent and discovered by experience. One could 

claim, maintains Saunders, that experiences are limited to 

what is sensed. This simplistic reaction, a typical direct 

or immediate level response, evades the issue. To take such 

a stand is to ignore the mediate or context level of mean-

ing of experience. Proponents of immediate experience as 

determinant of meaning avoid many crucial questions and 

follow the discipline principles of the realist philosophies. 

The question is not one of determining what is 

sensed, but rather, one must consider why an object, idea, 

or thing was noticed. "What is noticed is selected by some 

'synthetic a priori' set of categories for meaning ... the 

contexts employed, the structural forms determine the char

acteristics the 'object' or the 'experience' can have. 

The contexts make the objects possible" (Saunders, 1969, 

p. 94). 

The operational meaning of an object then is the 

consequence of a judgment. This judgment, and inherent 
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attending criteria, are the framing of the values and goals 

acting as prerequisites in determination of meaning. In

stead of moving from the object in experience as immediate 

to the context in which the object gains "meaningfulness", 

one must "turn the process on its head" and articulate the 

values and goals which act, with contextual, structural 

relationals, to legislate the meaning of an idea or concept. 

"Language is one of these structural relationals (with no 

intrinsic referent) ... capable of locating, selecting, and 

contextualizing experience ... " (Saunders, 1969, p. 94). 

The consideration of language as a relational, with 

no intrinsic referent, is again counter to the notion that 

"objects occurring within nature have their own meaning, 

independent of man, i.e., the objects have a real meaning" 

(Engle, Saunders & Blake, 1981, p. 17). Simply put, the 

defining process is crucial to the legislation of meaning. 

Just as the use of the term experience was distinguished 

by a trichotomy (p. 10), the defining process is also 

triadic. This process consists of "the referent or object 

being defined, the symbol used to represent the object and 

the interpretent or framework which sets the context for the 

meaning of the object" (Engle, Saunders & Blake, 1981, 

p. 13). 

The concern here, in the development or "legislation" 

of meaning, is with the "framework" of the words or symbols 

which, selected by a particular goal or value, act also as 



an agent in the attainment by that goal or value. In other 

words, the definition type used at the contextual and 

immediate levels is selected by the goals and values at the 

value mediate level and, in turn, work to achieve these 

same values and goals. 

Definition types, according to Decker and Saunders, 

can be classed under three headings, horative, heuristic, 
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and intergrative. Horative definition types include lexical, 

synonym, and antonym definitions and refer to dictionary 

usage. This type usually defines a word by stating a usage 

of the word or comparison with a more familiar word, either 

similar or oppositive in meaning. "Discipline", for example, 

is defined by Webster's in one instance as "punishment" 

(Webster's New Collegiate Dictionary, 1977, p. 325). 

Heuristic definition types, including stipu1ative and os

tensive definitions, are expressed arrangements among users 

of the term (stipu1ative) and actually pointing at or citing 

an example of the object or thing defined (ostensive) (Engle, 

Saunders & Blake, 1981, pp. 20-21). Integrative definition 

types, also termed reducible, are used in highly abstract 

systems where each definition is contingent upon another 

definition; each component is tightly related to every other 

component in a system (Decker & Saunders, 1974, p. 140). 
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Theoretical Models: Criteria of Adequacy 

Ontological claims associated with conceptualizing 

theoretical models as informing constructs have been articu

lated. Justification for "knowing", or "knowing how you 

know", has been clarified. Having discussed the legislation 

of meaning and definition types, it is imperative that rules 

and criteria for "good" theoretical models be delineated. 

Just as there are distinctions to be made between 

model types, distinctions can also be established between 

models of the same types. As discussed in Chapter 2 (p. 5), 

models have been designated as either theoretical or des

criptive, each type comprised of hierarchical cases. 

Theoretical models, for example, include analogical, arche

typal, metaphorical, and mathematical models. This notation, 

however, is not comprehensive or sufficient. One can also 

differentiate between models of like types or cases regard

ing the "goodness" of the model type or case. The question 

involves criteria for knowing when a model is a good model. 

According to Decker and Saunders (1976): 

The principle involved here is that it is 
better to differentiate ideas on the basis 
of the criteria applied to them than to look 
either to the model itself or to the conse
quences of the ideas for contrast. This 
latter process assumes sets of criteria for 
recognizing diverse subject matter areas 
where criteria differ drastically and are 
often mutually exclusive, e.g., criteria for 
a good pulse rate are somewhat different from 
criteria for good logic (p. 134). 
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The task now is to determine the adequacy of a model 

by looking at some criteria that apply to a particular model 

type, for the purposes of this study, theoretical model 

types. 

An example of a theoretical, informing, construct 

might involve a coordinate system. In this model, it is 

essential that the variables on both axes mean something 

consistently. An example of an informing construct, with 

content, might be a coordinated parallel pairs model (Fig

ure 3). Analysis of this model, coordinating level of edu-

cation on one axis with income on the other, would disclose 

any internal inconsistency, e.g., inclusion errors or 

category jumps. 

Along with this internal consistency, which demon-

strates "agreement or harmony of parts to one another or 

to the whole" (Engle. Saunders & Blake, 1981, p. 36), other 

criteria for theoretical model integrity include: 

Parsimony: Economy in the use of means to ends (William 
of Occam: 'Concepts are not to be multiplied 
beyond nec~ssity'); (Rapport: 'to know more means 
operationally speaking, to be able to explain 
or predict more by assuming less'). 

Clear Criteria: A standard on which a judgment or 
decision may be based. 

Precision: Strictly conforming to a standard. pattern 
or convention. 

Logical Rigor: The derivation of valid assertions from 
other assertions assumed to be valid, e.g., sylo-
gistic reasoning: all x are y 

all yare z 
all x are z. 
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1 2 3 4 5 6 7 8 9 10 11 12 13 

Income in the Thousands 

Figure 3. A Coordinated Parallel Pairs 
Model with Content (from Decker 
& Saunders, 1976, p. 135). 
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Categorical Meaning: Absolute or unqualified membership 
in or general class to which a logical predicate or that 
which it predicates belongs (Engle, Saunders & Blake, 
1981, pp. 35-37). 

Another example from Decker and Saunders (1974, pp. 

96-97), has helped to clarify the issue of model integrity. 

Take for example a tic-tac-toe frame; a case of syntactical 

equivalence: 

o X 

X 0 

o 

If we were to number the lines, 
(1) (2) 

--t--"""i-- (3) 

--+--+-- (4) 

and separate the lines, we could find out 

(1) (2) (3) (~) 

whether the lines were equivalent or not by putting them back 

together in a different order. If we have not changed the 

function of the model, the lines were syntactically equi

valent. For instance the following 



(2) (4) 

o X 
---t--_I---(l) 

x o 
---t---1---(3 ) 

o 

would not change the meaning of the model. 
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The above list, promoting model integrity, is not 

the only means available for judging adequacy of theoretical 

models. In A Model for Models and Model Meaning:· Theory, 

Taxonomy, and Reconstruction, Decker and Saunders have 

listed some rules for identifying model types. Although 

means by which model types are determined, some of these 

rules can be used to aid in directing adequate theoretical 

model construction. These rules are as follows: 

1. Vertical lines must be of a lateral relational sig

nificance as in "more of" or "less of", "before" 

or "after", "basic to" or "in depth cases of", etc. 

2. Vertical axes must bear a fixed relationship to 

horizontal axes. 

3. Lines marking level changes must be identified and 

explained (Criteria for changes in meaning or des

criptive functions must be clear). 

4. Should be able to eliminate all concepts and still 

recognize a change in emphasis parallel to other 

emphases at the same level (e.g., indentations). 



5. Must reflect an isomorphic relationship to another 

model. 

6. Focuses on "as if" thinking. 

7. Brings any two things together and regards them as 

related or relatable. 

8. Models deliberately constructed for purposes of 

seeing more in a situation or in an event than we 

could otherwise see, or of seeing what we could not 

otherwise see at all. 

9. The model can in no way be reduced to its object 

or become dissolved into the event being explored 

or explained. 
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10. Often refers to empirical events but does not derive 

from them. 

11. Is invented in order to recommend that the internal 

relationships from one event can be advisedly used 

to reveal or illuminate the internal relationship 

or some other event in order to comprehend some 

bigger pattern. 

12. Does not have to reflect the appearance of the ob

ject it is trying to explain. 

13. May inspect other models of any elaborate variety. 

14. Concerned with offering an account of both the 

inner an d outer phases, and propounding a princiDle 

to explain the whole. 
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15. A systematic repertoire of ideas by means of which 

a given thinker describes some domain to which 

those ideas do not immediately and literally apply. 

16. Useful as blank formats through which a variety of 

ideas may be processed. 

17. Helps the inquirers "push the boundaries" of their 

thinking. 

18. Helps organize the descriptive models but also gives 

rise to models of more extensive variety. 

19. Quantitative measurements are irrelvant (Decker & 

Saunders, 1974, pp. 144-146). 

The use of another example, a discipline "model" by 

Robert Newton (1980, pp. 183-190), can be used to demonstrate 

other model criterion, levels of inclusion. 

In an article titled "Models of Schooling and Theories 

of Discipline", Newton presents the following illustration 

(Figure 4). The lack of concern with model criteria has 

rendered this construct quite weak. The insertion of syn-

tax lines, however, can improve the structure of Newton's 

work. 

When considering the language of the Newton's con

truct one can see that levels have been smuggled into the 

Newton construct. Double syntax lines have been used to 

demarcate these levels. Level one, for instance, incompas

ses the Individual Fulfillment and Scholarly Discipline 

variables. This level essentially provides descriptive 



INDIVIDUAL 
FULFILLMENT 

SCHOLARLY 
DISCIPLINE 

EDUCATIONAL 
TECHNOLOGY 

Figure 4. 

Aim of Basic 
Discipline Principle 

the develop
ment of stu
dent se1f
direction 

demonstra
tion of the 
importantce 
of right 
order to the 
attainment 
of organi
zational 
societal 
goals 

establish
ment of the 
most effi 
cient dis
ciplinary 
patterns to 
achieve the 
desired 
learning 
outcomes 

the right to 
be responsi
ble for his/ 
her own 
behavior 

legitimate 
hierarchical 
authority as 
the key to 
any society/ 
organization 

behavior 
shaped by 
the approp
riate re
wards 

T~_e of Rules 

guidelines which 
permit freedom, 
encourage re
sponsibility 

regulations 
derived from 
organizational 
values/princi
ples 

behaviors/out
comes which are 
most effective 
in producing 
an efficient 
learning en
vironment 

Source of Rules 

adults provide the 
context; student 
determines own 
behavior 

determined by 
responsible 
authority 
(principal/faculty) 

carefully devised 
by behavioral 
analysis, engi
neering 

Newton's "Models ·of·Schoo1ing and Theories of Discipline." 
In The High School Journal, 1980. 

f'-' 
l.J1 



Aim of Basic 
Discipline Principle Type of Rules Source of Rules 

SOCIAL participation life in the principles/regu- determined by 
RECONSTRUCTION in the genera- society of lations for good democratic group 

tion of a just the school; order determined decision 
society social rules by participants 

norms de-
termined 
through a 
responsible 
political 
process 

---_._--_.-

Figure 4. Newton's "Models of Schooling and Theories of Discipline" 
in The High School Journal, 1980 -- Continued 

N 
0'\ 
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accounts of discipline ideas. Level two, the Educational 

Technology designation, illustrates the structural or op

erational elements of these discipline considerations. The 

highest level, three, is value laden, goal-type language, 

such as "good", and "just". Figure 5 is a reworking of 

the Newton construct employing inclusive levels. 

Social Reconstruction 
3 

Educational Technology 
2 

Scholarly Discipline 1 

Individual Fulfillment 

Figure 5. Newton Discipline Conceptions in Levels 

The explication of the criteria and rules for devel

oping and identifying theoretical models have been presented. 

The stage is now set for the final task of this chapter; 

reconstruction of the model used to examine school and class

room discipline systems and programs, the "Inquiry Cube." 
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The Inquiry Cube: Hypotheses Revisited 

The "Inquiry Cube", developed by T. Frank Saunders, 

is the theoretical tool or model used in the examination of 

selected school and classroom discipline systems and pro

grams. The "Inquiry Cube", illustrated as a theoretical 

format empty of content, is shown in Figure 6. 

1-3 2-3 3-3 

1-2 2-2 2-2 

1-1 2-1 - 3-1 

Figure 6. Cube, Empty of Content 

That there are three distinctions that can be made 

between ideas is a basic assumption of the cube. Saunders 

(Decker & Saunders, 1974, pp. 147-48) proposed that: 

1-1. There are things that can be described. 

1-2. There are ideas which can be constructed. 

1-3. There is a value which functions to decide between 

any two alternatives presented. 

2-1. There is a language that is used to describe 

things. 



2-2. There is a language in which rules and criteria of 

adequacy are expressed in direct sequence to 

contrasted ideas. 

2-3. There is a continual value conflict which may be 

partly resolved if the "value-laden" horative 

language is examined and any determinate referents 

identified. 

29 

3-1. There are beliefs in some ultimate reality which are 

questioned and that function to close off questions 

of an epistemological variety. 

3-2. There is sufficient material to trace in elaborate 

paths the written history of most ideas or con

structs, especially where there is a conflict between 

"reality claims" and "how do we know we know" 

positions. 

3-3. There is some sense in which an overarching model 

must be forseen in order to develop any series of 

ideas and by which a monitoring process can trace 

the path of any sequence toward any goal anticipated 

by the overarching model. 

Keeping the above proposals in mind, it is now 

possible to reconstruct the cube as it is used in this study. 

A reflexive move to the hypotheses (p. 7) will aid in the 

illustration of this model. Considering both form and 



VALUES and goals act as legislative agents in the 
determination of the organization or structure of 
discipline systems and programs. 

3 

The STRUCTURE of discipline systems and programs are 
constructured according to a definitive set of rules. 

2 

The parameters or CONTEXTS established by rules and 
criteria signify and determine data of discipline 
systems and programs. 

1 

Figure 7. Hypotheses in Levels 

Values/Goals Value Language Value Mediate 

3 

Structure Criteria/Rules Hediate 

2 

Content Data Immediate 

1 

Figure 8. Hypotheses and Epistemology 
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content, this construct demonstrates a hierarchy of levels 

on the vertical axis. The levels, with hypotheses, are de-

pic ted in Figure 7. 

The relationships among the hypotheses and uses of 

the term "experience", as an epistemological base of theore

tical models, is shown in Figure 8. 1 

The internal consistency of the cube is again demon

strated when the same categorical determinants (Figure 9) 

are illustrated with language as a contextualizing relational, 

on the horizontal axis in Figure 9. 

Context Language Value 

Value 1-3 2-3 3-3 

Context 1-2 2-2 3-2 

Content 1-1 2-1 3-1 

Figure 9. Cube Components 

The purpose· of this chapter has not been to re-invent 

the model. Rather, the goal here has been to clarify on

tological and epistemological bases of theoretical models 

lIn Figure 8 the Inquiry Cube appears as a simple 
square. As a cube, the model also necessarily consists of 
depths. The scope of this study, however, does not include 
all these depths of the Inquiry Cube. For a detailed expla
nation of the Inquiry Cube depths and levels see Decker & 
Saunders, 1974 or Saunders & Decker, 1981. 
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and to articulate the model used in this study. The form 

of the "Inquiry Cube" has been illustrated and described. 

The relationship between the components of the cube and hy

potheses of the study have been established. The final 

task then is to present the components of the cube used to 

examine selected school and classroom discipline systems 

and programs. 

Earlier in this chapter the cube was presented as 

a blank format (Figure 6). Later (Figure 9), components 

were added to the construct giving direction to material 

processed through the format. These components must now 

be clarified and extended. In order for this clarification 

to be made deliberate, the cube must be presented level-by

level, square-by-square, component-by-component (Figures 

10, 11, and 12). 

The concluding work of this chapter is to present 

the completed "Inquiry Cube" used in this examination. 

Figure 13 is an illustration of the completed cube. 



Prescriptive Emotive language 
Oughts-Shoulds Duty-Obligation 
Goals-Valued Ends Imperatives 
Purposes Verbal/non-verbal 
Rationale Language 

Values examina-
tion 

1-1 2-3 

Figure 10. Cube Level 3 

Location of mean
ing 
Contextualization 
(Hediate) 
Objectives/ 
Activities 
Competing tech
niques and 
strategies 

1-2 

Theoretical Dis
course 
Criteria for 
Language and in
quiry 
Logic/Structure 
Rules for Rules 

2-2 

Figure 11. Cube Level 2 

Descriptive Common sense 
Experience Lay Terms 
Given Survival Base 
Direct Sense No Rules 
(Immediate) Communication 
Resource/ Skills 
Materials Random/Unclas-
Role Models sified Symbols 
Descriptions 

1-1 2-1 

Figure 12. Cube .. Level 1 
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Legislated values 
"Cheri shed - Commun-
ity" 
Effective disci-
pline designs, 
frameworks 

3-3 

Scientific empiri
cism 
The "real" eauals 
the "known" . 
History 
Other investiga
tions of discipline 
Traditions 

2-3 

Ontological inde-
pendence of nature 
Assumptions 
Guidelines/Regula-
tions 
Directions 
Descriptive Solu-
tions 

3-1 



Values/Goals 
Purpose or Rationale 
Program 

1-3 

Objectives/Activities 
(Competing techniques 
and Strategies and 
Criteria Components or 
Categories 

1-2 

Resources/Materials 
(Role Models) 
Descriptions 
and Criteria 
Reaction/Implementation 

1-1 

Language 
Verbal/Non-Verbal 
Values examination 

2-3 

Logic/Structure 
Criteria to examine 
criteria 
Rules for Rules 

2-2 

Communication Skills 
Random/Unclassified 
Symbols 
No Rules 

2-1 

Figure 13. Inquiry Cube Components 

Comprehensive framework 
and orchestration of 
effective discipline 
designs 

3-3 

History 
Other investigations of 
discipline and the 
tradition for resolution 
and action 

3-2 

Assumptions 
(guidelines/regulations) 
directions 
D~scriptive solutions 
Single lineal program 
with no option 

3-1 

w 
.j::-o 



CHAPTER 3 

REVIEW OF THE LITERATURE ON DISCIPLINE: 
AN INQUIRY EXAMINATION 

The purpose of this chapter is to: 

1. Review different formats of the literature on school 

and classroom discipline systems and programs. 

2. Present the school and classroom discipline systems 

and programs examined in this study. 

3. Define the terms and criteria central to this study. 

4. Examine, via the "Inquiry Cube", the selected school 

and classroom discipline systems and programs. 

Introduction 

There has been, since the Fall of 1983, numerous 

cries of alarm concerning the current state of public educa

tion. A variety of reports and studies have called for 

educational reform. The report of the National Commission 

on Excellence in Education, "A Nation at Risk", and the 

Carnegie Commission's "High School: A Report on Secondary 

Education in America", are just two examples of this concern. 

Even though these reports focused on the apparent academic 

decline of instruction in the public schools; there has also 

been a call for increased discipline in the classroom across 

35 
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the country. On December 9, 1983, President Reagan stressed 

that schools "need to restore good old-fashioned discipline" 

(Washington Post, December 9, 1983). 

Considering this remark by the President of the 

United States, one could speculate as to whether there ever 

was good old-fashioned discipline in the public schools 

and if those approaches were indeed good. That, however, is 

not the purpose of this study. The purpose of this study 

is to demonstrate the applicability of a theoretical model, 

the "Inquiry Cube", as a vehicle with which to examine dis

cipline systems and programs. This is not to imply, however, 

that there have not been other attempts to deal with the 

discipline issue. C. M. Charles, David Duke, and Wilford 

Weber and associates are among those presenting descriptive 

approaches to school and classroom discipline. 

In the Educational Testing Service publication 

Classroom Management Reviews of the Teacher Education and 

Research Literature Weber and associates (1983) have cate

gorized 62 discipline "strategies". These categories include 

"Authoritarian Strategies", Behavior Modification Strategies", 

"Group Process Strategies", Instructional Strategies", 

"Intimidation Strategies", Permissive Strategy", Socio

emotional Climate Strategies", and "Cookbook Strategies". 



Under these categorical headings the authors then attempt 

to classify a variety of discipline strategies and tech

niques. For example, under the category of Authoritarian 

Strategies the goal of the teacher "is to control student 

behavior". This control is achieved with the five follow-

ing strategies (Figure 14). 

AUTHORITARIAN STRATEGIES 

Establishing and Enforcing Rules 
Issuing Commands, Directives and Orders 
Utilizing Mild Desists 
Utilizing Proximity Control 
Utilizing Isolation and Exclusion 

Figure 14. Authoritarian Strategies (Weber and 
associates, 1983, pp. 10-13) 
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The authors then proceed to "classify" the following 

techniques under the category "Behavior Modification Strate-

gies" (Figure 15). The goal for the teacher here is to 

"foster desirable student behavior and eliminate undesirable 

student behavior" (Weber and associates, 1983, pp. 10-13). 

Although this attempt by Weber and associates to 

clarify the discipline issue may be helpful, there seem to 

be some structural irregularities in this format. As noted 

in Chapter 2 of this study, Categorical Meaning is among 

the criteria for a "good" model. There is little doubt the 

categories established by the authors of the ETS publica-

tion are inadequate. Categories must be sufficient and 

necessarily, exhaustive and mutually exclusive. It is easy to 



BEHAVIOR MODIFICATION STRATEGIES 

Utilizing Positive Reinforcement 
Utilizing Praise and Encouragement 
Utilizing Modeling 
Utilizing Shaping 
Utilizing Token Economy Systems 
Utilizing Contingency Contracting 
Utilizing Group Contingencies 
Reinforcing Incompatible Alternatives 
Utilizing Behaviorial Counseling 
Utilizing Self-Monitoring 
Utilizing Cues, Prompts, and Signals 
Utilizing Negative Reinforcement 
Administering Punishment 
Utilizing Overcorrection 
Utilizing Response Cost 
Utilizing Negative Practice 
Utilizing Satiation 
Utilizing Extinction 
Utilizing Fading 
Utilizing Time-Out 

Figure 15. Behavior Modification Strategies (Weber and 
associates, 1983, pp. 10-13) 
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fault the above categories on the latter count. "Authori

tarian" and "Behavior Modification" are certainly not 

mutually exclusive categories for many of the strategies 

classified. "Positive Reinforcement" is a strategy classi

fied under "Behavior Modification". In other readings 

Canter, classed as authoritarian by Weber and associates, 

and Glasser, listed as 'Reality Therapy', stress the use of 

positive reinforcement. This confusing inappropriate 

classification points out structural inadequacy. It is 

also obvious that each of these discipline categories would 

not receive equal weight; financially in a school budget, 

for example. 

That these "models" of discipline, or rather, de

scriptions of various discipline systems and programs deserve 

examination and evaluation is not the focus of this study. 

These "consumer guides", a term Duke and Meckel used in 

reference to their Teacher's Guide to Classroom Management, 

are no doubt useful. The focus here, as in the discipline 

literature-mentioned, is with the examination and evaluation 

of selected discipline systems and programs. 

The difference in this examination of classroom 

management and discipline systems exists in the concern 

given the structure of the examination. The model has been 

articulated and its internal integrity established. The 

stage is now set for the examination of Canter's, Dobson's, 

and Glasser's discipline systems and programs. The first 
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step in the actual examination involves the definition of 

terms pertinent to this portion of the study. 

Discipline System and Program Examinations: 
An Inguiry Model Approach 

A basic assumption of this study (p. 8) is that the 

discipline systems and programs can be examined as systems. 

According to Engle, Saunders, and Blake (1981, p. 19) a 

system "is formally taken to refer to any ordering .of cate

gories which have their sequence and variables, definition 

type and general objectives all based on a common pattern 

or held together by a continuous pervasive." As demonstrated 

in the methodological section, the examination of these 

discipline systems and programs as systems such as those 

of Lee and Marlene Canter (1980), James Dobson (1973), and 

William Glasser (1969) necessitates a systematic approach. 

The first part of the cube used in this examination, squares 

1-3, 1-2, and 1-1 illustrate this demand for systemization 

(See Figure 16). 

Assertive Discipline 

As stated by Lee Canter, the GOAL (1-3) of Asser-

tive Discipline is to "help teachers increase their influence 

in the c1assroom ... " (Canter, 1980, p. 9). The RATIONALE 

directed by this goal is a reaction against contemporary 

discipline ideas. According to Canter, the discipline sys-

tems, programs, strategies, and techniques now in use result 



Figure 16. Definition of Terms (From Engle, Saunders, 
& Blake, 1981, pp. 23-26) 
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PURPOSE VALUES: Desired ends for specific activities. Pur
pose provides the starting point from which to derive action; 
activities are done for a reason. A purpose can be seen as 
a purpose whenever a criterion can be formulated by which to 
establish a determinate step in the progress toward a speci
fied goal. When stated in generic form, purposes provide 
the parameters and the bench marks for establishing goals. 
In the process of making clear the key terms of purpose state
ments, goals are established. 

Goals: Goals are operationally developed definitions of 
a value. Operationally expressed, goals point to what 
is known. Goals provide the criteria for measuring a 
single objective and for coordinating the activities de
rived from different objectives designed to contribute 
to the accomplishment of the given goal. 

1-3 

OBJECTIVES: Derived from the language of the goals, objec
tives are specifications given the major concepts within a 
goal. Operationally stated, these specifications are capable 
of measurement to determine phases of completion. Objectives, 
derived from a single goal and taken collectively, assure 
the attainment of the goal. Objectives provide the evalua
tion criteria for identifying and measuring the completion 
of the activity. 

Activities: The specific tasks required to accomplish 
an objective from which they are derived and are in 
sequence to cumulatively constitute the objective. 

(Competing techniques and strategies, Context) 

1-2 

RESOURCES: Those conditions or materials that must accompany 
the activities in order to complete or achieve them. 

(Role Models, Descriptions, Content) 

1-1 
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from a distorted view of discipline. These distortions are 

presented by Canter as prevailing myths. These myths relate 

to effects of discipline on the student, and the perception 

held by parents, and especially school administrators, of 

the "good" teacher. Other factors that have limited the 

ability of the teacher and diminished teacher influence in-

clude real or perceived lowered role status, use of conflict

ing philosophies, increasing numbers of problem students, 

lack of training, and unrealistic expectations held by 

teachers. 

The consequence of these prevailing myths, and real 

or perceived factors that limit teacher ability to influence 

students, is loss of teacher control in the classroom. 

Teachers, to regain this control, must "take charge". 

Teachers need to become assertive. 

The move to component 1-2, ALTERNATIVES, involves 

teacher response style. According to Canter, there are 

three basic "teacher response styles" (Canter, 1980, p. 16) 

or ALTERNATIVE approaches used in dealing with perceived 

problem behavior in the classroom (Figure 17). 

NON-ASSERTIVE 

Wishy-washy 
Powerless 
Passive 

HOSTILE 

Negative 
Abusive 
Sarcastic 

ASSERTIVE 

Positive 
Persistent 
Consistent 

Figure 17. Canter Teacher Response Styles 



Although teachers are not always easily plugged 

into one of the above discriminating "response styles", 

Canter feels the Assertive Approach is most effective. 

The assertive teacher, states Canter, is one who: 

... clearly and firmly communicates her wants 
and needs to her students and is prepared to 
reinforce her words with appropriate actions. 
She responds in a manner which maximizes her 
potential to get her needs met, but in no way 
violates the best interests of the students 
(Canter, 1980, p. 9). 
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Along with clear communication, an assertive teacher 

also "establishes the parameters of what she expects from 

the child and what the child can expect in return from the 

teacher" (Canter, 1980: p. 9). Teachers must also erase 

negative expectations regarding their ability to influence 

student behavior. 

A basic assumption (1-1) in the Assertive Discipline 

Program is that teachers must develop positive expectations 

concerning their abilities to influence student behavior. 

The first step is to realize that all students can behave 

appropriately. Regardless of student ignorance, peer pres-

sure, inadequate parenting, socio-economic background, or 

classroom environment, teachers have the right to expect 

appropriate behavior. Maintaining negative expectations 

is devas ta ting for the teacher and can be DESCRIBED by 

presenting specific examples of the previously mentioned 

teacher response styles: Non-Assertive, Hostile, and 

Assertive (Canter, 1980, pp. 34-39). 
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NON-ASSERTIVE: 

Does not clearly communicate needs but instead asks 
students to accomplish intermediate behaviors. 

Desired Behavior: 

"Stop fighting in school." A non-assertive teacher 
asks the child to make an effort to change. "I 
want you to really try to stop fighting." 

Ask the child to think about his behavior. "You 
had better start thinking about things before 
you start swinging." 

HOSTILE: 

Teacher gets own needs met but disregards needs and 
feelings of students. "You act your age!" "If I 
ever see you do that again, you'll be sorry." 

ASSERTIVE: 

Clearly and firmly expresses teacher wants and feel
ings and is prepared to back up words with actions. 
"Stop talking with your neighbor, get to work." 
"I don't allow running in the classroom, now walk. ,,-

Teachers, non-assertive, hostile, and assertive, can 

also be DESCRIBED by the direct effects these styles have 

on the teacher and students (Canter, 1980, pp. 34-39). 

NON-ASSERTIVE: 

HOSTILE: 

ASSERTIVE: 

Constant testing of wills 
Teacher burnout 
Inner hostility 

Teacher feels guilty 
Students dislike teacher and school 
Parent/child difficulty 

Teacher/student needs are met 
Students trust and respect the teacher 
Students have opportunity to choose 

how to behave 
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Teachers, to increase their influences in the class-

room and raise expectations must: 

Deal realistically with the child and your 
potential influence on his behavior. You may have 
to be 'firmer', more 'positive' in dealing with 
appropriate behavior. 

Accept the reality that you have the right to 
set firm limits, and that ALL students need them. 

Accept the right that you have the right to ask 
for assistance in limit setting from the principal, 
peers, etc. 

Ask for assistance from the student's parents. 

Accept the reality that certain students re
quire additional positive motivators to influence 
them to behave appropriately (Canter, 1980, pp. 
54-58). 

Thus far the examination of discipline systems and 

programs involved the Assertive Discipline program and com

ponents 1-3, 1-2, and 1-1 of the "Inquiry Cube". There are 

basically two ways this examination could proceed. One 

method would be to process each system or program completely 

through the cube. Another approach would be to process 

the systems through the first three components of the cube 

then do the same for the other components. This second 

course has been adopted. The program by James Dobson, found 

in his Dare to Discipline, will now be examined. The pro

gram established by William Glasser in Schools Without 

Failure will then be examined. 
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Dare to Discipline 

In apparent contrast to Canter's goal of "increas

ing the teacher's influence in the classroom", James Dobson 

has stated the GOAL (1-3) of his plan to "create an effective 

learning environment" (Dobson, 1978). The RATIONALE is that 

"children should respect parents and teachers; authority 

need not be feared, it need not be harsh. Authority is 

respect for leadership" (Dobson, 1978). Dobson, like Canter, 

feels contemporary discipline practices are disasterous for 

the teacher and the students. "It is foolish to believe," 

states Dobson, "that self control is maximized in an environ-

ment which places no obligation on its children" (Dobson, 

1973, p. 105). Educational disci~line, due to elimination of 

traditional rules and regulations, is on the decline and can 

be characterized by the dichotomous view Dobson holds of 

teachers. Teachers, implied Dobson, can be classed in tvlO 

ALTERNATIVE TYPES (1-2), "skilled" and "unskilled" (Figure 

18) . 

UNSKILLED 

Seeks student affection 
Ignores student testing, 

challenges 
Becomes angry, violent 

SKILLED 

Enforces her suggestion 
Does not scream, hit 
Gives individual attention 

Figure 18. Dobson Teacher Types (Dobson, 1978) 
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Skilled teachers, for Dobson, are the authorities 

in the classroom and approach instructional duties in a very 

"businesslike" manner, acquiring a leadership role. Skilled 

teachers are those who also are aware of the differences 

among individuals in the class. There are, states Dobson, 

categories of children who "fail in school" (Dobson, 1973, 

p. 132). This failure, associated with another aspect of 

discipline to be discussed later, may also lead to behavior 

problems. The categories of potential problem children are 

DESCRIBED (1-1) by Dobson as the "late bloomers", "slow 

learners", and "underachiever.s" (Dobson, 1973, pp. 139-148). 

Teachers, the authorities in the classroom, must 

take into account the individual differences in the students 

but remain firm. Early challenging behavior on the part of 

the student must be dealt with immediately. Instead of get-

ting angry, the teacher remains firm. An example of this 

firmness, applied to a disruptive students, might be as 

follows: 

I am not sure you heard what I told you to do. 
Next time, here's what I want you to do. I am 
in charge, you're to follow me (Dobson, 1978). 

This firm, businesslike approach, consistently ap

plied, will insure a leadership role for the teacher. 

Teachers cannot be "part of the gang". After all, says 

Dobson, "familiarity breeds contempt" (Dobson, 1978). 
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A skillful teacher, says Dobson tongue-in-cheek, 

"doesn't smile until Thanksgiving" (Dobson, 1978). After 

all, "no love in September; respect in January (Dobson, 

1978). 

School Without Failure 

The GOAL (1-3) of the Glasser discipline system is 

to eliminate failure experienced by many students in school. 

The RATIONALE for this goal is that students experiencing 

failure, become angry and frustrated. This failure becomes 

manifest in reactions against society, i.e., delinquency, 

withdrawal, and inappropriate behavior (Glasser, 1969, p. 

18). For Glasser school and classroom discipline is not 

concerned so much with enhancing teacher influence, as in 

the Canter plan, or creating a particular learning environ

ment as Dobson proposes. Although these issues are discussed 

by Glasser, the primary focus is student identify. 

The problems of schools and inappropriate school and 

classroom behavior on the part of students is, according to 

Glasser, a "problem of failure ... perpetuated by the existing 

framework of schools" (Glasser, 1969, p. 18). ALTERNATIVES 

(1-2) must be found to traditional psychiatric and sociologic 

approaches to education. These approaches assume motivation 

on the. part of students, but when motivators are used, 

they are "analogous to a gun" (Glasser, 1969, p. 18). In

stead of creating an atmosphere where teachers and students 

are involved with each other and with the curriculum through 
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thinking and problem solving, schools traditionally rely 

on rules, regulations, threats, and punishments. Although 

Glasser realizes that some rules are necessary, the real 

need is to eliminate the "failure identity" built into edu

cation. It is only a "success identity" that will enable 

students to meet their basic needs. 

The basic needs of people, according to Glasser, are 

success identities. Identities of success can be achieved 

in two "pathways" for children: the home and school. In 

the context of the school, "education flourishes when the 

teacher and student are involved with each other and equally 

involved with the curriculum through thinking and problem 

solving" (Glasser, 1969, p. 23). This atmosphere, which 

promotes the acquisition of a successful identity, will en

able the child to make correct choices thereby avoiding 

deviant, undesirable social and personal behavior in the 

search for just such an identity. The question now, for 

this ALTERNATIVE, relates to those practices educators can 

use to promote the creation or adoption of a successful 

identity in children. 

One of the first tasks of teachers and administra

tors is to realize that "failt~re breeds failure". Educators 

must "work in the present and realize one can succeed if 

involved with a responsible person" (Glasser, 1969, p. 23). 

While DESCRIBING (1-1) methods for teachers and administra

tors in dealing with students, Glasser maintains that we 



50 

must always "relate behavior to feelings" (Glasser, 1969, 

p. 24). "People who fail," says Glasser, "fall back upon 

emotion to direct their behavior ... while people who succeed 

rely on reason and logic ... we must deal with behavior because 

only behavior can be changed ... Ordinarily, teachers tell 

a student what he is doing wrong and then threatens punish

ment" (Glasser, 1969, pp. -24-25). This tactic, Glasser 

contends, does not allow the student to assume responsibility 

for their behavior. Responsible children are aware and re

quire fewer rules and punishments. 

In order for a child to learn responsibility, he or 

she must make a commitment. We must, in the words of Glasser, 

"get children to make a value judgment about what he is now 

doing that is contributing to his failure ... Neither school 

nor therapist should attempt to manipulate the world so that 

the child does not suffer the reasonable consequences of his 

behavior" (Glasser, 1969, p. 25). A teacher, attempting to 

promote responsibility on the part of the student might 

deal with inappropriate behavior by asking the following 

questions: 

What are you doing? (Be warm, personable, in 
the present) 

Is the behavior helping you? 
What can you do that is different? 

Although the approach taken by the teacher is central 

to the eventual handling of student behavior problems, it is 

not the primary vehicle resulting in a secure success identity 
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for students. The essential elements in the Glasser program 

focus on open classroom meetings held regularly by the 

teacher and/or principal and counselor. These class-wide 

meetings, which can be used in all classes, regardless of 

subject matter, are of three types: Social Problem Solving, 

Open Ended, and Educational Diagnostic Meetings. Instead 

of taking away from the class material, these meetings are 

to become part of the curriculum. 

Assertive Discipline Components 2-3, 2-2 

This study thus far, has focused on one inclusive 

aspect of the cube: Values/Goals, Purpose or Rationale 

(1-3). From these directives, Objectives/Activities or 

Competing (Alternative) strategies and techniques have been 

articulated (1-2). These objectives and alternatives have 

then given attention to Resources/Materials, Role Models, 

and Descriptions in component 1-1. The next aspect of the 

cube (Figure 13), involves these same Values and Goals but 

the focus is illuminated by Value language, Logic/Structure, 

Criteria, and Communication Skills, components 2-3, 2-2, 

and 2-1. 

As discussed earlier, language is a relational 

directed by values, expressed in definition types, giving 

meaning to data or things immediately sensed. The concern 

then of this examination is now laterally given the goal 

and Value Language (2-3), definitions and criteria of 
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adequacy for each program (2-2), and communication skills 

and symbols (2-1) ultimately attending the values and goals 

of the selected discipline systems. 

In order to examine the Value Language (2-3) of 

Assertive Discipline, it is necessary to first present the 

distorted views, or myths now held by administrators, teach-

ers, and parents which, acting as barriers, prevent classroom 

teachers from meeting their own needs and the needs and rights 

of students. 

The first myth, " ... if you discipline a child you 

will cause him irreparable 'psychic' trauma" (Canter, 1980, 

p. 4), is, according to Canter, counter to the position of 

an assertive teacher. Unless one has an effective disci-

p1ine method that is thoroughly understood and implemented 

comfortably, it is virtually impossible to meet one's needs 

in the classroom. The consequence of belief in this dis

tortion, and the myth that "a 'good' teacher should be able 

to handle all behavior problems on her own, and in the con

fines of the classroom" (Canter, 1980, p. 5), is the loss 

of teacher and student rights. 

The teacher. stipulates Canter, has the following 

rights: 

... to establish a classroom structure and routine 
that provides the optimal learning environment in 
light of your own strengths and weaknesses. 



... to determine and request appropriate behavior 
from the st~dents which meet your needs and en
courage the positive social and educational 
development of the child . 

. ... to ask for help from parents, the principal, 
etc., when you need assistance with a child 
(Canter, 1980, p. 2). 
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Directly related to these teacher rights and needs 

are the rights and needs of students. Teachers, having 

"taken charge" and adopted a leadership role in the class

room, insure the following student rights and needs: 

... a teacher who is in a position to and will 
help the child limit his inappropriate se1f
disruptive behavior . 

. .. a teacher who is in the position to and will 
provide the child with positive support for his 
appropriate behavior . 

.. . the opportunity to choose how to behave and 
know the consequences that will follow (Canter, 
1980, pp. 8-9), 

The benefit of responding assertively to student 

behavior is the assurance that teacher and students needs 

and rights are met. The question now centers around the 

CRITERIA (2-2) for an optimal learning environment, "posi-

tive social and educational development," and the "assertive" 

teacher. The first step in clarifying the criteria of these 

aspects of the Canter program is to define discipline. 

For Canter, discipline in the classroom is comprised 

of those "basic techniques of influence" used by teachers to 

control student behavior and establish the desired classroom 

environment (Canter, 1980, p. 3). In defining discipline by 
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the skills necessary to achieve it, Canter also is setting 

the criteria for a "positive social and educational develop

ment of the student. "In order to grow educationally, 

socially, and emotionally," states Canter, "children need 

to be in an environment in which there is a concerned teacher 

who will set firm, consistent limits while providing warmth 

and support for their appropriate behavior" (Canter, 1980, 

p. 7). An optimal learning environment, which further sup

ports the need for an assertive stance by teachers, is an 

atmosphere where students will be able to meet their needs 

but not fear for their emotional and physical safety. In 

order that this environment be achieved, "children need t'o 

know what response there will be to their behavior by the 

teachers, both positive and negative. It is only then that 

the child will be in the position to choose how he will be

have" (Canter, 1980, p. 8). By establishing the above defi-

nition of discipline, positive social and educational 

development, and the optimal learning environment, Canter 

reinforces the need for teachers to become more assertive. 

The question now is what, for Canter, are the criteria of an 

assertive teacher? 

An assertive teacher is one who: 

... clearly and firmly communicates her wants and 
needs to her students and is prepared to reinforce 
her words with appropriate actions. She responds 
in a manner which maximizes her potential to get 
her needs met, but in no way violates the best 
interests of the students. 
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If "clear and firm communication", and "reinforcing 

words with appropriate actions" are part of the criteria of 

an assertive teacher, then it is also necessary to consider 

criteria that establishes adequacy for these considerations. 

The essentials for clear, firm communication involves set

ting limits and subsequent follow through. "Allowing stu

dents to engage in inappropriate self-disruptive behavior 

is essentially a 'threat' to a student's well-being and in 

the long run the most severe punishment that can be 

inflicted upon a student" (Canter, 1980, p. 92). 

In order to clearly communicate needs and wants, 

teachers must first become aware of the behaviors they want 

and need from students. This awareness involves determining 

the specific behaviors wanted and needed from students. 

Once this determination has been accomplished, it is neces

sary, states Canter, to "analyze both strengths and weak

nesses in relation to the teacher's ability to get their 

needs met." The following criteria have been established 

by Canter to aid in analyzing teacher strengths and weak

nesses: 

1. How effectively do you communicate your wants and needs to 

your students? If we came into your classroom would 

your students be able to tell us specifically what 

you want them to be doing at that moment? Could 

you tell us? 
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2. How effectively do you verbally assert yourself? 

a. How effectively to you verbally respond when 

children do not do what you want (VERBAL LIMIT 

SETTING)? 

b. How effectively do you verbally respond when 

children do what you want (POSITIVE VERBAL 

ASSERTION)? 

3. How effectively do you assertively follow through 

on your verbal responses? How well do you follow 

through with appropriate consequences? 

4. How effectively do you plan how you will deal with 

the behavior of your students? Do you systemati

cally plan how you will prevent behavior problems 

from developing or eliminating them when they do 

develop? 

Once a teacher has analyzed both strengths and weak

nesses in relation to the above criteria, it is possible to 

consistently respond assertively to student behavior. By 

establishing specific desirable behavior, reinforcing 

appropriate behavior with positive assertions, following 

through with appropriate consequences, and systematically 

planning, the teacher will meet the needs of the students 

while satisfying her own rights and needs. Responding 

assertively will "provide a student with a choice ... and 

the opportunity to learn the natural consequence of his 

inappropriate actions, and that he is responsible for his 
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behavior" (Canter, 1980, p. 93). The teacher, in achieving 

this, has the following responsibilities; 

1. Let the students clearly know the behavior you do 

not want. 

2. Let the students know the consequences of inapprop

riate behavior. 

3. Make sure they receive the consequences (Canter, 

1980, p. 93). 

Assertive teachers, in responding to appropriate 

behavior must be positive. In reacting to inappropriate 

behavior, however, a teacher must "promise, not threaten". 

Inappropriate and undesirable behavior on the part of stu

dents must be dealt with by delivering pre-established 

negative "natural" consequences. The criteria for deter

mining these negative consequences, according to Canter 

(1980, p. 95), are: 

1. One the teacher is comfortable using. 

2. Something the child does not like, but is not 

physically or psychologically harmful. 

3. Provided to the child as a choice. 

4. Provided as soon as possible after the child chooses 

to disregard your request. 

5. Provided in a matter of fact manner, without hos

tility or yelling. 

6. Provided every time the child disregards your 

limits. 
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Just as this limit setting and follow through helps 

to establish the desired learning environment and provide 

the student with behavior choices, positive assertions or 

reinforcements are used to help direct student behavior. As 

stated by Canter, positive assertions have several benefits. 

These benefits of responding positively to appropriate stu-

dent behavior include (Canter, 1980, pp. 118-120): 

... maximizing your influence with regard to the 
children's behavior . 

.. . reducing the frequency of problem behavior . 

... creating a more positive classroom environment 
which is easier to work in. 

Like the negative consequences, the essential posi-

tive assertions also have criteria_which act to insure 

effectiveness. These criteria include: 

1. Responses you the teachers are comfortable with. 

2. Something the child wants and enjoys. 

3. Provided as soon as possible after the child chooses 

to behave appropriately. 

4. Provided as often as possible. 

5. Planned out before being utilized (Canter, 1980, 

pp. 120-121). 

Assertive Discipline Communication Skills (2-1) 

The purpose of these components of the examination 

have been to present the Value language (2-3) and subsequent 

Criteria (2-2) of the Assertive Discipline program. The 
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next step will involve the aspect of language but, at the 

lowest level. The concern here is with those Communication 

Skills (2-1) necessary to demonstrate effective application 

of the criteria established for an assertive teacher. 

There are numerous specific CO~ruNICATION SKILLS 

(2-1), directed by the criteria established by Canter, for 

the assertive teacher. It is easiest to discuss these skills 

as they relate to the "realities of the classroom" mentioned 

previously in component 1-1. These realities, affecting 

teacher expectations, include dealings with appropriate 

behavior, limit setting, asking for assistance, and using 

positive motivators. 

In dealing with appropriate student behavior via 

positive reinforcements, it is essential that one consider 

HOW something is done as well as WHAT is used as a positive 

consequence. In many instances the teacher may be the best 

positive follow through. Included as reinforcers here 

might be non-verbal responses such as hugs, eye contact, 

winks, smiles, using the student's name, and "I" messages. 

An example of non-verbal, positive communication skills 

supporting the student's appropriate behavior might be as 

follows (Canter, 1980, p. 121): 

Teacher: "Susan, I like the way you ar.e working. 

When delivering the message, utilize eye contact, 
first name, and in addition, touch the student 
in a manner which will communicate your approval 
(i.e., put your hand on her shoulder). 



It is important, when utilizing both verbal and 

non-verbal positive consequences, that teachers realize 
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the possibility these motivators can become bribery. Canter 

suggests the teacher consider how long certain positive 

consequences should be used but warns they should not be 

eliminated all at once. What is needed, contends Canter, 

is a balance between positive and limit-setting assertions 

(Canter, 1980, p. 133). 

In establishing limit-setting assertions it is im

perative the teacher must "feel she has the influence to 

help students eliminate inappropriate, problem behavior" 

Canter, 1980, p. 72). The crucial element here is for the 

students to know the teacher is in control. To insure this 

influence is simply to "say what you mean, and mean what 

you say" (Canter, 1980, p. 72). Taking charge of the class

room, becoming the leader, necessitates adherence to the first 

and only commandment of Assertion Discipline: "Thou shalt 

not make a demand thou art not prepared to follow through 

upon" (Canter, 1980, p. 74). The examples below are sugges

tions for teachers wishing to verbally request specific 

behavior (Canter, 1980, p. 72): 

HINTS 

Everyone should be working. 

'I' MESSAGES 

I want you to open your books and get to work. 
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QUESTIONS 

Would you please get to work? 

DEMANDS 

Get to work now. 

It is stated by Canter, when using the above requests, 

that teachers should be aware that the demand implies a con

sequence for non-compliance. Before the demand is made, 

the teacher must be prepaored to follow through. Often, when 

a request for a specific behavior is made, the students will 

try to manipulate and sidetrack the teacher with promises 

or apologies. When this occurs, "the students in effect, 

take control of the interchange, thus preventing the teacher 

from meeting her own needs and the realistic needs of stu-

dents" (Canter, 1980, p. 78). An approach advocated by 

Canter in dealing with the issue of sidetracking and manipu

lation by students is termed the "Broken Record". This 

method is simply the continual reaffirmation of teacher needs 

and wants and discourages manipulation of the teacher by 

students. The broken record approach can best be clarified 

by the following example (Canter, 1980, pp. 85-86): 

Matt does not do his classwork. 
about this, he becomes volatile 
a response he has learned to be 
manipulating his teachers. 

When confronted 
in his response, 
effective in 

TEACHER: Matt, I will not put up with your 
refusing to work. You will do 
your work in this class (STATEMENT 
OF WANT). 

~~TT: I don't give a darn what you say. 
You can't make me. 



TEACHER: (calmly. firmly): Matt. you will 
do your work in this class (BROKEN 
RECORD). 

MATT: If you want your work done -- you 
do it~ 

TEACHER: (calmly): Matt. you will do your 
work in this class -- or I will 
call your parents. It is your 
choice FOLLOW-THROUGH CONSEQUENCE). 

MATT: You just want to get me into trouble. 

TEACHER: That's not the point. you have a 
choice: You will choose to do your 
work in class -- or you will choose 
to have me call your parents (BROKEN 
RECORD FOLLOW-THROUGH). 

MATT: I won't do my work. 

TEACHER: (calmly): Okay. You have chosen to 
have your parents called. I will 
call them at recess. 
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This example of the broken record approach has been 

used to demonstrate its application with manipulative stu

dents. This technique can also be used, as with the others 

mentioned. in dealing with uncooperative or manipulative 

parents. Because teachers. according to the Assertive 

Discipline plan. have the right to expect help from both 

parents and the principal. the final consideration of the 

Canter program in component 2-1 will focus on communication 

skills in this area. 

Many teachers. asserts Canter. "have difficulty 

being assertive with parents; they do not clearly and firmly 

let the parents know what they want and need from them. nor 

do they stand up for their rights." Teachers often downgrade 
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the child's inappropriate behavior, belittle themselves, or 

end up apologizing for bothering the parents (Canter, 1980, 

p. 157). The Canters, in an effort to instruct one how to 

deal assertively with parents, have presented the following 

"model" (Canter, 1980, p. 160): 

1. Assert yourself and contact the parents as soon 

as you see there is, or possibly will be, a situa

tion with the child where you will need the parents' 

cooperation. 

2. Know what you want from your meeting or conversation 

with the parents (GOAL). 

3. Plan how you will achieve the goal (OBJECTIVES). 

4. Know why you want the parents' cooperation and 

assistance (RATIONALE). 

5. Be prepared to explain what you feel will occur if 

the parents are not cooperative (CONSEQUENCES). 

6. Have documentation to support your comments. 

Along with the communication skills mentioned earlier 

and utilized according to the above format, other techniques 

supported by Canter include actively receiving and sending 

messages and the yes/no response (Canter, 1980, pp. 164-165). 

The active reception of messages, used with both 

parents and principals, simply involves repeating the mes

sage to be sure what you tear is what they meant to say. 

The basic assumption here is that it is necessary to "check 

out" the transmission of important messages. The yes/no 



response is another tactic to clarify verbal messages of 

parents and principals. Instead of accepting responses 
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like "I'll consider it", or "I really want to do what you 

asked -- I just don't know if it's possible", the teacher 

becomes assertive and asks for a YES or NO response (Canter, 

1980, p. 165). 

Finally, the Canters have delineated the following 

stipulations as necessary when planning to elicit the 

support of the principal (Canter, 1980, pp. 169-170): 

1. Assert yourself as' soon as you see that there is, 

or may be, a situation with a child in which you 

will need the principal's support. 

2. Know specifically what yo~want the principal to 

do (GOALS). 

3. Determine how you want the principal to help you 

(OBJECTIVES). 

4. Explain why you want and need the principal's assis

tance (RATIONALE). 

5. Be straight with the principal as to what you feel 

will happen if you do not get his support (CONSE

QUENCES). 

The language aspects of the Assertive Discipline 

program, components 2-3, 2-2, and 2-1, have now been pre

sented. The next portion of this examination, discussion 

of the Dobson and Glasser discipline systems in relation 

to these same components, will now be considered. 
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Dare to Discipline Components 2-3. 2-2 

James Dobson. in articulating the VALUE LANGUAGE (2-3) 

of his discipline program, states that "Children thrive 

best in an atmosphere of genuine love, undergirded by reas

onable, consistent discipline" (Dobson, 1973, p. 13). 

Without love, authority, and reasonable limits, children 

will not gain the guidance needed. The lack of educational 

discipline, "tender affection made possible by mutual re-

spect ... (Dobson, 1973, p. 14), ultimately results in the 

adoption of, and finding expression in appropriate be

havior choices. The "ideal model" of this type of disci

pline, one in which love and authority coexist, should be 

found in the home but in many instances does not occur. 

The lack of parental discipline, and the resulting "un-

resolved inner conf-1icts" may be, contends Dobson, a 1ead-

ing cause of delinquency (Dobson, 1973, p. 103). The 

pattern is then perpetuated in adulthood by the one-time 

delinquent. Simply put, ineffective parents create in

effective parents. What is needed, states Dobson, is 

discipline. "When properly applied discipline works": 

It permits the tender affection made possible by 
MUTUAL respect between parent and child. It 
bridges the generation gap which otherwise sepa
rates family members who should love and trust 
each other. It allows the GOD of our fathers 
to be introducted to our beloved children. It 
permits a teacher to do the kind of job in the 
classroom for which she was commissioned. It 
encourages a child to respect his fellowman, 
and live as a responsible. constructive citizen. 



As might be expected, there is a price tag ~n 
these benefits: they require courage, cons~s
tency, conviction, dilligence, and enthusiastic 
effort. In short, one must DARE TO DISCIPLINE 
(Dobson, 1973, p. 14). 
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The question then, in dealing with the VALUE LANGUAGE 

of Dobson, is not whether one should discipline children 

and students. Rather, the concern now is one of definition 

and demonstrates a move to component 2-2. What, for Dobson, 

constitutes "discipline?" 

In the Canter program the CRITERIA (2-2) established 

for discipline involved techniques used to influence student 

behavior. Dobson, in Dare to Discipline, takes a much broad-

er view. "Discipline," explains Dobson, "is not limited 

to the context of punishment ... 

Children also need to be taught SELF-discipline 
and responsible behavior. They need assistance 
in learning how to face the challenge and obli
gations of living. They must learn the art 
of self-control. They should be equipped with 
the personal strength needed to meet the demands 
imposed on them by their school, peer group, and 
later adult responsibilities (Dobson, 1973, p. 13). 

It is Dobson's contention that discipline must not 

be limited to the control of behavior, but also includes 

another aspect, the "training of a child's mental facilities 

and moral character" (Dobson, 1973, p. 132). The expansion 

of the discipline definition, as in the Dobson plan, to 

include both obedience and intellectual responsibility 

raises the issue also posed by Glasser; the concern with 

student failure. Dobson, in an attempt to deal with this 



dilemma, describes approaches felt effective with the 

categories of children requiring "academic discipline." 
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As mentioned in component 1-1, Dobson has listed 

three categories of students who are considered "academic 

casua1ities." These failure types included "The Late 

Bloomer", "The Slow Learner", and "The Underachiever" 

(Dobson, 1973, pp. 133-158). These children, while repre

sentative of the academic failure groups, also seem to be 

among those creating many of the behavior problems for 

teachers. Dobson, in discussing these academic and behavior 

problematic children, presents the following criteria for 

inclusion into these three categories (Figure19). 

Dare to Discipline Communication Skills 2-1 

A move now, from component 2-2 (CRITERIA) to 2-1 

COMMUNICATION SKILLS), will allow discussion of the remedies 

and corresponding skills teachers and parents can utilize 

in dealing with these children failure types. 

The problem of the late bloomer, according to Dobson, 

"Began as a developmental lag" (Dobson, 1973, p. 135). 

The inpending failure for this category of child results 

not from inability, but rather, is a consequence of schedul

ing the child's entrance to the first grade according to age 

(Dobson, 1973, p. 137). The optimal timetable for entrance 

into the first grade "should be determined by neurological, 

psycho1ogi.ca1, social and pediatric variables" (Dobson, 

1973, p. 137). 



The Late Bloomer 

immature 

The Slow Learner 

feels rejected 
failure image 
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unable to concentrate, 
sit still often academically retained 

disinterested, unmotivated 
feels inferior, inadequate 

The Underachiever 

unsuccessful despite ability 
little self control 
feels fantastically inferior 

Figure 19. Dobson Failure Categories 



The slow learner, unlike the late bloomer, will 

not benefit from changes in timing of formal education. 
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The problem here, for students of the slow learner variety, 

is essentially that of parent and teacher expectations. 

The slow learner, not receiving the advantages of special 

programs, is forced to compete in the regular classroom. 

In this atmosphere, one of competition implying winners and 

losers, the slow learner is doomed to failure (Dobson, 1973, 

p. 140). This child, one who "would if he could -- but he 

can't", also is openly rejected by students and receives 

little sympathy from teachers. Solutions for this type of 

students are not found in the traditional methods of reten

tion in the same grade. That tactic, says Dobson, " ... ac

compiishes absolutely nothing but to ice the cake of failure" 

(Dobson, 1973, p. 141). In order to allow a chance of success 

for the slow learner, the teacher must change her expecta

tions. The grades of the slow learner, should not be based 

on competition with other students but "based on the amount 

of effort he expends, and the learning that ensues in light 

of his capacity" (Dobson, 1973, p. 143). Dobson, in con

tinuing the discussion of the slow learner, makes the 

following recommendations (Dobson, 1973, pp. 146-147); 

1. Teach them to read, even if a one to one teacher

student ratio is required. 

2. The slow learner should be shielded from the de

vastation of failure. Scholastic goals which he 
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cannot reach should be deemphasized. He should 

be praised when he does the best he can, even if 

his work isn't the same quality as his peers might 

produce. 

3. Remember that success breeds success. The best 

motivator for a slow learner is to know that he is 

succeeding. If the adults in his life show confi

dence in him, he will be more likely to have 

confidence in himself. We tend to act the way 

we think other people 'see' us. 

The last failure category discussed by Dobson, the 

underachiever, is quite distinct from those mentioned earlier. 

Here there is not a problem of development or ability. The 

problem associated with the underachiever is one of SELF

DISCIPLINE. The child may well be able to complete the 

assigned tasks, but lacks in the self control necessary "to 

bear down on something he considers painful and difficult" 

(Dobson, 1973, p. 148). Typical responses to this behavior 

problem states Dobson, follow one of three approaches (Dobson, 

1973, p. 149). Often the child is threatened with "ground

ing" or removal of privileges, given a long-range bribe, or 

the problem is left for the student to solve with the hope 

of learning responsibility will result. According to Dobson, 

there are only two "functional" solutions. The first plan 

is parent involvement to the extent that the child has no 

choice but to do the work. This approach necessitates close 
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communication between parents and the school so that parents 

are aware of the student's academic responsibilities. This 

solution, however, is seen as the least effective. Parents 

often do not have the needed self discipline themselves 

(Dobson, 1973, p. 151). 

The second approach, one favored by Dobson, involves 

a system of immediate reinforcement. This method, states 

Dobson metaphorically, "ser~es the same function as a starter 

on a car: you can't drive very far with it, but it gets 

the engine going much e~sier than pushing" (Dobson, 1973, 

p. 152). These material, artificial rewards should be based, 

apparently to be most effective, on a "definite, reachable 

monetary system ... and. applied to small units of behavior" 

(Dobson, 1973, p. 152). 

Although the skills and techniques just mentioned 

apply to students of all ages, Dobson feels the late adoles

cent is deserving of more sophisticated attention. An 

individual this age should be treated like an adult: "he's 

more likely to act like one if he is given the status offered 

to other adults" (Dobson, 1973, p. 119). 

As is readily observed, there are major distinctions 

between the language issues of Assertive Discipline and the 

Dobson plan. The operational and programmatic definitions 

certainly depict marked variance. The attention now, in 

moving to the Value Language component (2-3), is again 

focused on William Glasser's REALITY THERAPY. 
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Schools Without Failure Components 2-3, 2-2 

In Schools Without Failure, William Glasser presents 

numerous examples of the VALUE LANGUAGE (2-3) operationa1-

izing the goals and purposes previously presented. For 

Glasser, people have one basic need: a success identity. 

This identity of success is comprised of two ingredients, 

love and self-worth. Love, in the school situation, is 

stipulated as social responsibility. Self-worth is portrayed 

as requiring knowledge, and involves the ability to think 

(Glasser, 1969, p. 16). Children not acquiring successful 

identities withdraw or turn to delinquency which creates a 

failure identity. The adoption of a failure identity results 

in anger, frustration, loneliness, and forces the child to 

react against society. The creation and perpetuation of 

failure identities and associated negative consequences are 

the responsibility of the schools. "It is school and school 

alone," purports Glasser, "which pins the label of failure 

on children" (Glasser, 1969, p. 30). Schools, implies Glasser, 

in adhering to tradition, teach "thought conformity" and 

have built failure into the system of education. The in-

cessant failure now existing in schools is, in actuality, 

antithetic to the goals of education. The goals of educa-

tion contends Glasser: 

... are to give people the mental tools to deal 
effectively with new situations, to place fewer 
restrictions on their lives caused by fear of 
difficult problems, and to enable people to 



deal with new situations and difficult problems 
rationally rather than emotionally (Glasser, 
1969, p. 49). 
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Glasser's VALUE LANGUAGE, when compared to the state-

ments of Dobson, seems strikingly similar. Both discuss 

the need for love, responsibility, and the elimination of 

failure often inherent in current educational practices. 

As this examination proceeds to component 2-2 (CRITERIA/ 

LOGIC-STRUCTURE) the similarities cease. One departure 

between these two discipline programs centers on notions of 

the definitions of discipline. As previously noted, Dobson 

makes a distinction between discipline as respect for author-

ity and motivation or academic discipline. Glasser, in pro-

fessing the merits of "Reality Therapy", does not include 

motivational issues. 

The CRITERIA (2-2) defining discipline in the Glasser 

plan are also the "keystone of Reality Therapy". Discipline, 

according to this designation, means when a child makes a 

value judgment and a commitment to change his behavior, no 

excuse is acceptable for not following through" (Glasser, 

1969, p. 27). This formulation by Glasser, one in which 

the child "suffers the painful consequences of his· misbe-

havior", does not include excess pain or punitive measures 

(Glasser, 1969, p. 27). 

"In punishment, pain follows an act that someone 

else disapproves of, and the someone else usually provides 

the pain; with discipline, in contrast, the pain is a 
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natural and realistic consequence of a person's behavior." 

"Discipline," continues Glasser, 

... asks only that a student evaluate his behavior 
and commit himself to a better course. Discipline 
also requires the involvement of an important 
person during the evaluation and commitment. For 
discipline to be successful, the important person 
-- the teacher -- must under no circumstances 
accept any excuse for a commitment not being 
fulfilled. If she takes an excuse, she breaks 
the involvement because the student then knows 
she really doesn't care ... Teachers ~ho care 
accept no excuses (Glasser, 1969, p. 27). 

As is readily apparent, the Glasser definition of 

discipline does not focus on the actual changing of student 

behavior. The concern is on the student and the ability to 

make judgments about one's actions. Discipline, from this 

angle, one in which there is close, personal interaction 

between student and teacher, calls for teachers to posses 

certain attributes. The criteria for a teacher of this 

caliber, according to the Glasser plan, are as follows: 

... students who fail ... because they are lonely ... 
need involvement with educators who are warm 
and personal and who will work with their be
havior in the present. They need teachers who 
will encourage them to make a value judgment of 
their behavior rather than preach or dictate; 
teachers who will help them plan better behavior 
and who will expect a commitment from the stu
dents that they will not excuse them again and 
again as they commit and recommit until they 
finally learn to fulfill a commitment. When 
they LEARN to do so, they are no longer lonely; 
they gain maturity, respect, love, and a 
successful identity (Glasser, 1969, p. 27). 

The above criteria for teachers concerned ~l7i th the 

learning or adoption of successful identities for their 
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students are one of the crucial elements in the Glasser pro

gram. Unlike Canter and Dobson, who both apparently support 

the traditional curriculum and educational practices, Glasser 

contends that student failure and, therefore, disruptive 

behavior are also closely related to curricular and methodo

logical concerns. In order to create an atmosphere in which 

students can succeed and meet their basic need of love and 

self-worth, changes must be implemented relating to course 

content, grading and structure within the classroom. 

A major problem in education, states Glasser, is 

a consequence of the work done in school. "Schools usually 

do not teach a relevant curriculum; when they do, they fail 

to teach the child how he can re1a~e this learning to his 

life outside the school" (Glasser, 1969, p. 58). The tradi

tional curriculum resulting in a "fact centered, nonthinking 

education is a prime cause of discipline problems" (Glasser, 

1969, p. 92). When the material is relevant, student moti

vation is heightened. The teaching of relevance where 

children can express their own ideas, should be part of an 

education for success. Relevance, however, is just one 

criterion. 

Another factor that limits success and insures 

failure is current methods of grading. We have chastises 

Glasser, come to view grades, the traditional A, B, C, D, 

F designations, as the "be-all-end-al1 of education" 

(Glasser, 1969, p. 69). These marks, which tend to support 
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a fact centered education when derived from alleged "objec

tive" measures, encourage cheating, are not indicators of 

good performance, and have become symbolic of knowledge. 

Current grading practices, supported by an irrelevant cur

riculum, tend to artifically separate or alienate individuals 

from one another. An alternative, one that creates group 

feeling and promotes responsibility on the part of students, 

is needed. This alternative, acting as an introduction to 

component 2-1 (COMMUNICATION SKILLS), is the implementation 

of class or group meetings. 

Schools Without Failure Communication Skills 2-1 

A critical element in the Glasser program, based 

on the tenets of Reality Therapy, involve the COMMUNICATION 

SKILLS (2-1) necessary for teachers to successfully utilize 

classroom meetings. As previously noted in component 1-1, 

these meetings, which are of three types and equated to non

judgmental discussions, must become part of the curriculum. 

Initially, the successful use of classroom meetings 

requires a commitment on the part of administrators and 

teachers. Unless teachers see the value of these meetings, 

failure is assured. Used properly, classroom meetings will 

"bridge the gap between school and life, giving students 

experience in problem solving" (Glasser, 1969, p. 167). 

The types of meetings, conducted in a circular arrangement, 

include Social Problem Solving, Open Ended Meetings, and 

Educational Diagnostic Meetings. 
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The Social Problem Solving meetings, in which the 

teacher acts as group leader, deals essentially with the 

social behavior or discipline problems of students. This 

group discussion, states Glasser: 

... should always be directed toward solving the 
problem; the solution should never include 
punishment or fault finding ... The pseudo solution 
of problems through fault finding is one of the 
most worthless pursuits continually to occupy 
all segments of our society. Its constant 
companion, punishment, is equally ineffective ... 
the purpose of the social problem solving 
meetings is to help those who have problems 
find better ways to behave (Glasser, 1969, 
p. 152). 

"The corner-stone of a relevant education," purports 

Glasser, are Open Ended meetings. In this meeting type 

teachers do not ask for factual answers but, rather, offer 

thought provoking questions related to the lives of students 

and often directly linked to current curriculum concerns. 

This meeting, also conducted in a tight circle, is, of the 

three, used most often and may have the consequence of 

helping to later determine curriculum modifications. 

The final meeting type, the Educational Diagnostic 

meeting, is always related to topics studied by the class. 

Although never used to evaluate student progress, educational 

diagnostic meetings help the teacher determine what the 

students actually know or don't know about the content being 

studied. Also conducted in a non-judgmental manner, this 

meeting will permit the teacher to consider effective and 

ineffective teaching methods. 
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The classroom meetings proposed' by Glasser, being 

the foci of his program to rid students of the shadow of 

failure and inappropriate behavior choices, depend essen

tially on positive teacher attitudes and expectations for 

success. Unless teachers feel committed, sensing the value 

of such interaction, the meetings are doomed to failure 

thus leaving us where we started; in a schooling situation 

dominated by irrelevant curriculum and "increasing the 

gap between the school and the world" (Glasser, 1969, p. 65). 

History of Discipline Designs Component 3-2 

The examination of the selected discipline systems 

and programs, at this point, is two-thirds complete. The 

first three components, Values/Goals (1-3), Competing or 

Alternatives Techniques and Strategies (1-2), and Role Model 

Descriptions (1-1) served as vehicles aiding in this aspect 

of the analysis of the Canter, Dobson, and Glasser proposals. 

The second three components, Value Language (2-3), Criteria/ 

Logic-Structure (2-2), and Communication Skills (1-1) also 

served as informing segments, instrumental in illuminating 

other considerations of these selected systems. Concern now 

will be given the final three elements of the inquiry model; 

The Comprehensive Framework and Orchestration of Effective 

Discipline Designs (3-3), History and Traditions (3-2), and 

Assumptions/Directions (3-1). 

Until now this study and examination has followed 

a consistent, systematic approach. There is now need for 
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a minor digression from this pattern. Normally, the next 

element receiving attention would be component 3-3, the 

Comprehensive Discipline Framework. In this study, however, 

the 3-3 component of the examination is a consideration of 

Chapter 4. The next component directing this examination 

then is the History and Traditions of resolution for action 

relating to classroom discipline issues. 

It will be remembered that a particular sequencing 

decision was made (p. 45) by which the selected discipline 

systems and programs would be set up for examination by 

sets of inclusive components, i.e., Assertive Discipline 

and components 1-3, 1-2, 1-1; then the Dobson plan and 1-3, 

1-2, 1-1, etc. This tactic was employed for two reasons. 

First, this approach seemed the easiest way to 

facilitate contrasting of comparative elements of these 

systems and programs. Second, and most crucial, it is felt 

these systems and programs share a certain elaborate history; 

based on Kurt Lewin's conception of Field Theory. Before 

the explanation of the Lewin work can begin, however, 

definitions of terms used in the theory must be presented. 

Topology: Non-quantitative mathematics of spatial 

relations. 

Field: Totality of existing, mutually dependent facts. 
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Life Space: The psychological experience of an indi-

vidual, consisting of mutually dependent facts. 

Locomotion: Movement from one region, within a field 

to another. 

Valence: Attraction to, or repulsion from, a goal. 

Vector: Strength, by arrow length, and direction of 

a force. 

In order to understand Kurt Lewin's "Field Theory", 

it is important that one first understand the basic assump

tion underlying this conceptualization developed to aid 

in the explanation of human behavior. 

The first concern of Lewin was with the perception 

and organization of experience (Schellenberg, 1979, p. 64). 

It was felt by Lewin and his followers that instead of con

sidering behavior as caused by characteristics of the 

individual, we needed to look at the total psychological 

field of the individual or group under study. Behavior 

could only be predicted if the individual's total field of 

forces (life space) at a given point in time can be repre

sented. As a conceptual tool for representing the total 

field of the individual, Lewin borrowed and added to the 

concept of topology. 

Topology, a non-quantitative measure of spatial 

relations, included, for Lewin, positive and negative values 

representing the segments of an individual's psychological 

field. The events in this field, being goal-directed, also 
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expressed direction of movement as well as static re1a-

tionships. 

A "field", as used by Lewin, "is a totality of ex-

isting facts, which are conceived as mutually exclusive" 

(Schellenberg, 1978, p. 70). The psychological experiences 

of an individual at a given point in time is his "life 

space". The world of the individual at a given point in 

time is his life space and includes the individual and the 

environment as it is perceived. Behavior is a function of 

this life space and is always a product of the interaction 

between an individual and his environment. "An act of be-

havior," continues Schellenberg, "is never simply caused by 

the person or determined by factor~ of his environment but 

is always a result of both acting upon one another" (1978, 

p. 70). This interaction between the person and the environ

ment is dynamic. To represent this constant changing, Lewin 

included arrows indicating direction (broken arrows for 

direction; solid arrows for forces initiating change) of 

movement within the life space. For Lewin then: 

The tendency of the person to change his location 
within the life space ... to move from one region to 
another (locomotion) is a result of this field 
of forces. The degree of attraction of various 
regions is represented by plus marks (or minus 
marks) to indicate the 'valence' of various 
regions. The valence of a given region is de
termined by the degree to which the various forces 
point toward (or away) from it (Schellenberg, 
1978, p. 71). 
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Another important element in the Field Theory construction of 

Lewin is the notion of tension systems. 

A tension system " ... represents any field in which 

behavior is directed toward a goal ... Tension is readiness 

for action ... and may arise from some need within the person 

or from some feature of the environment or, more often, 

from both together" (Schellenberg, 1978, p. 71). Regardless 

of the source, the individual is set in motion. Simple 

tension systems produce goal-directed behavior but often 

the structure of the force field produces opposing tendencies 

of action (Schellenberg, 1978, p. 71). Lewin identified 

the following three types of conflict fields or situations 

representing opposing tendencies of action (Figure 20). 

To understand an individual's behavior then is: 

... to know the totality of forces operating in his 
psychological field. It is the total field, not 
the elements in isolation, that produces his be
havior. This behavior ... always takes place in the 
present, there is no need to include past events 
in the analysis except insofar as they were-a part 
of the present psychological field (Schellenberg, 
1978, p. 72). 

Assertive Discipline Component 3-1 

The common HISTORY, component 3-2, of the discipline 

systems and programs selected for examination has been pre

sented. This background, explaining attempts to predict 

behavior and induce change in group and individual behavior, 

represents the context or structural level of the elements 
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CASES OF CONFLICT 

(1) Approach-Approach: In this type of conflict (tension 
system) the decision is usually easy. The choice here 
is between two "goods". After the choice is made, 
however, the goal chosen may seem inferior; oscilla
tion may occur (Lewin, 1961, p. 97). 

(2) Approach-Avoidance: Tension system has both positive 
and negative valence (a). The attainment of a goal (G) 
is impeded by a barrier (B) (b). After the child has 
met the barrier and failed, the barrier itself acquires 
a negative valence. The negative vector increases in 
strength and becomes stronger than the positive (c). 
The child then goes out of the field. An example would 
be a child who wants to climb a tree but is afraid 
(Lewin, 1961, p. 98). 

+ 

(a) 

G 
+ 

Goal is impeded by barrier. 

Figure 20. Cases of Conflict 

(c) 

G 
+ 

Barrier takes on' negative 
valence. 
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(3) Avoidance-Avoidance: The child stands between two 
negative valences. An example might be a child is 
threatened by punishment to do a task. A consequence 
of the two negative vectors (vt, vp) the child moves 
out of the field in the direction of R. In order 
to get the child to perform the desired task, move
ment must be constrained. 

Task 

\t 
R---~® 

.1 
V P 

Punishment 

Figure 20. Cases of Conflict, Continued 



to follow in component 3-1; GUIDELINES/REGULATIONS or 

DESCRIPTIVE SOLUTIONS employed by Canter, Dobson, and 

Glasser in their respective discipline programs. 
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In the Assertive Discipline program there are a 

variety of GUIDELINES or REGULATIONS (1-1) dealing with 

different aspects of an assertive teacher. These DESCRIP

TIVE SOLUTIONS encompass additional procedures focused on 

the assertive response style, effective planning directives, 

and specific rules and follow-through consequences. 

Adopting an assertive response style requires per

sistence and consistency. The following are additional 

procedures designed to assist teachers in developing and 

maintaining an assertive response style: 

Mental Rehearsal. The more one visualizes, thinks 

about how one will respond to discipline situations, 

the higher the probability that response will be

come automatic. 

Write it Down. It is important that too much is not 

left to memory. Teachers should' habitually record 

reminders relating to consequences, both positive 

and negative, chosen by the student. 

Positive-Though Actions. Practice recognizing the 

appropriate behavior of students. When flashes 

of relief, relating to appropriate behavior are 

sensed, act on these feelings and thoughts with 

positive assertions. 
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Positive Self-Assertions. Give yourself positive 

feed-back on your performance. Self-compliments 

lead to self-confidence. 

Relaxation Training. 'When teachers get "uptight", 

relaxation training should be practiced (Canter, 

1980, pp. 152-154). 

l-iaintaining an assertive response style is essential 

to the Canter plan but the above procedures are meaningless 

without effective planning related to the actual practice 

of the assertive approach used in the classroom. The first 

step in the effective planning phase is to determine pre-

cisely what behaviors are wanted the first day and week of 

class. Once this is stipulated, the assertive teacher must 

then establish the positive and limit-setting consequences 

to be utilized. The next task, taking place on the first 

day of school, is to present the discipline plan to the 

students. In addition to verbally communicating these 

demands, Canter feels it is useful to do one or all of the 

following: 

1. Make a chart for your room which covers the be

haviors you want. 

2. Have students (if appropriate) write down the 

behaviors you want, and keep it on their desks. 

3. Have students write a letter to their parents 

which covers your discipline guidelines. Have the 

parents read, sign, and return the letter (Canter, 

1980, p. 136). 
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In order to keep the classroom environment manage

able, Canter also concluded that the room rules must be low 

in number (5 or 6) and should also be posted. It is crucial 

that teachers consistently enforce the regulations and recog

nize appropriate and inappropriate behaviors. While one, 

according to Canter, should not punish the entire class for 

misbehavior of a few, it is necessary to always employ a 

positive follow-through effort that involves all the students. 

Listed below are examples of rules suggested by Canter: 

1. Follow my directions the first time I give them. 

2. Stay in your seat unless you have permission to 

get up. 

3. Raise your hand and wait tp be called upon before 

you speak, during discussions or work time. 

4. Keep your hands, feet, and objects to yourself. 

5. No cussing or teasing. (Canter, 1980, p. 137). 

If a student disregards the posted rules, Canter 

suggests the following as negative consequences: 

1. The first time you do not follow directions, 

shout out, or bother someone, I will put your 

name on the board. When your name goes on the 

board, it means you will have to stay after 

school that day for ten minutes. 

2. If you again choose to disrupt, I will put a 

check next to your name. One check equals an 

additional ten minutes after school. 



3. If you get your name and more than two checks 

on the board during the day, I will call your 

parents (Canter, 1980, p. 138). 
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Although these rules and negative consequences are 

presented by Canter, it is important to remember these rules 

and consequences are arbitrary. Teachers establish regula

tions in relation to their individual situations. Other 

consequences suggested by Canter include time-out, meeting 

with the principal, and sending the student home. 

As mentioned earlier, it is essential that approp

riate student behavior be recognized and rewarded. The 

following are positive consequences recommended by Canter: 

l1ARBLES IN A JAR. When the class is doing what 
you want, drop a marble in a jar. The sound of 
the marble dropping into the jar immediately 
lets the students know they are doing what you 
want and that you recognize their efforts. Each 
marble can be worth, for example, 30 seconds to 
one minute of free choice at the end of the day. 
Bonus marbles can be added for particularly 
'good' classes. This will also allow recogni
tion for 'super' or 'improved' behavior. 

SECRET WORDS. Determine a positive consequence 
for the class. For example a popcorn party. 
When the students behave appropriately, put 
the first letter on the board. When the class 
behavior permits the teacher to put all the 
letters on the board -- POPCORN PARTY -- the 
class receives the surprise. 

GRAB BAG. Students are permitted to go to 
the grab bag and receive a surprise for 
special positive behavior or vastly improved 
behavior. 



RENT CLASSROOM VALUABLES. Through appropriate 
behavior, the students can earn the right to 
'rent' classroom 'valuables' such as puzzles, 
games, books, etc. 

WHITE ELEPHANT RAFFLE. Students bring a 'white 
elephant' from home -- toys, jewelry, etc. Stu
dents earn raffle tickets for appropriate be
havior. At the end of the week have a raffle. 

POSITIVE NOTES, PHONE CALLS HOlm. When a student 
behaves appropriately, the teacher should rein
force the student by contacting parents. Canter 
recommends choosing two students a day for this 
reinforcement (Canter, 1980, pp. 141-142). 
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The Canter discipline system, applicable in the 

classroom and on a school-wide basis, has been processed 

through the directing components of the Inquiry Cube. The 

next step, continuing at level one, component three, in-

vo1ves these same elements, GUIDELINES/REGULATIONS and 

DESCRIPTIVE SOLUTIONS as presented in the discipline program 

of James Dobson. 

Dare to Discipline Component 3-1 

James Dobson, although not nearly as explicit as 

Canter, has also attempted to articulate GUIDELINES (3-1) 

for his discipline program. He has established the following 

"Six Steps of Effective Classroom Hanagement" (Dobson, 1979). 

1. Recognize that authority, which is reasonable and 

loving has its place. 

2. The first day is the key to discipline. 

3. Deal with early, small problems promptly (First week). 

4. Define your limits, expect to be tested. 



5. Recognize that anger doesn't work. 

6. Respect individual differences. 

Schools Without Failure Component 3-1 

William Glasser, in a variety of articles and in 

Schools Without Failure, has, like Dobson, posted "steps" 

guiding effective discipline practices. These GUIDELINES/ 

REGULATIONS or DESCRIPTIVE SOLUTIONS (3-1) based on the 

Concepts of Reality Therapy, termed "Ten Steps to Positive 

Discipline" include (Glasser, 1977, pp. 61-63): 
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Step 1. Set aside some time to be alone and choose a student 

who is an ongoing discipline problem. Ask your

self, "What am I doing?" List the things usually 

done in dealing with the students, e.g., yelling, 

sarcasm, ignoring, etc. 

Step 2. Ask yourself, "Are these techniques working?" 

Mark a commitment not to use any response on your 

list. 

Step 3. Plan a better tomorrow. Positively reinforce the 

student. Be calm, persistent. 

Step 4. When a problem occurs, ask the student, "What are 

you doing?" Simply respond, "Please stop it." 

Step 5. If the problem continues ask, "What are you doing?" 

Then ask, "Is is against the rules?" Then, "What 

should you be doing?" Convey warmth, support, 

firmness. 
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Step 6. Repeat all of Step Five except the last question. 

Substitute, "We have to work this out, what kind 

of plan can you make to follow our rules?" The 

plan must be one of positive action helping stu

dents move toward responsible behavior. The plan 

should be short-termed, specific and simple. 

Step 7. Student disrupts again. Time for isolation, 'time 

out.' Student must be excluded from the classroom. 

Step 8. In-school suspension is the next step. Hake this 

statement, "Things are not working out here for 

you. You and I have worked hard on the problem, 

but now you're going to have to spend some time 

outside of the class and perhaps talk with some 

other people. Please report to the principal's 

office." 

The In-School suspension, like the 'time-out' area, 

should be comfortable, non-punative. 

Basic ideas communicated to the student: 

"We want you to be in school, we want you to be in 

class, but we expect you to follow our reasonable 

rules. As soon as you have a plan for returning 

to class and following the rules, let me know and 

I'll help you." 

If more than one day is required in suspension, 

notify parents. 
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Step 9. If all else fails, notify parents. Say, "We would 

like your son to return and stay with us as long 

as his behavior is reasonable. When it goes beyond 

reasonableness, he will again be asked to go home. 

Step 10. Send student home permanently or to a community 

service agency. The student should always be wel

come to return, after having developed a specific 

plan. 

Discipline Program Critigue 

Thus far this examination has processed through 

the structured directives of the "Inquiry Cube". The goals, 

contexts, and assumptions of the selected alternative class

room management and discipline systems and programs have 

been articulated. The final step in this chapter involves 

a critical look at the discipline programs of William Glasser, 

James Dobson, and Lee Canter. Before the actual critique 

can take place, however, a model, structuring this evaluation 

of the selected discipline literature must be presented. 

The theoretical construct used at this stage of the study is 

the "parallel pairs" model. For a detailed presentation of 

this model see Engles et. a1. (1981). 

The development of the parallel pairs model requires 

selecting terms related to the discipline systems and pro

grams examined. These terms, acting as variables and com

prising two discipline categories, are illustrated in 
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Figure 21. They include the Glasser, Dobson, and Canter 

discipline programs and classes of individuals involved in 

the discipline processes of the selected systems. 

The listing of these discipline terms, as illustra

ted in this simplistic model, in no way aids in the sorting 

or classification of these terms. The terms, as displayed 

in Figure 21, lack useful meaning and contrast. The addi

tion of syntax lines and later, the incorporation of the 

levels concept, helps to clarify the distinction between 

these two sets of variables. First, double syntax lines 

can be added to separate the categories. Figure 22 indi

cates comparisons between the sets of variables. 

The rotation of the model, as demonstrated in 

Figure 23, makes it possible to list the variables of one 

category on an axis parallel to the other set of variables 

on the other axis. 

The use of this model allows for comparison and 

permits variables to be isolated and set in a parallel re

lationship to the other set of categorical variables. Such 

a move will enhance variable comparisons in a variety of 

ways; i.e., variab1es-variab1e-princip1e, variab1e

category-principle, category-princp1e, category-program

principle, program-program-princip1e. As an illustration, 

for example, the Glasser program can be evaluated in terms 

of the "Role" variables and category. The "Role of the 

Teacher" can also be evaluated in relation to the discipline 



Glasser Discipline Program 

Dobson Discipline Program 

Canter Discipline Program 

Role of Teacher 

Role of Student 

Role of Support 
Personnel 

Figure 21. Discipline Terms in Box 

Glasser Program Role of Teacher 

Dobson Program Role of Student 

Canter Program Role of Support 

Figure 22. Discipline Terms in Categories 

Role Role Role 
of of of 
Teacher Student Support 

Glasser Program 

Dobson Program 

Canter Program 

Figure 23. Parallel Pairs Axes 
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programs examined. The use of the parallel pairs construct, 

while permitting comparison of parallel categorical sets 

of variables, also allows for consideration of the levels 

concept. 

It will be remembered that the "Inquiry Cube" en

couraged the examination of the selected discipline systems 

in terms of hierarchical, inclusive levels. The formation 

of increasingly abstract questions related to discipline 

issues has helped to place the selected discipline systems 

in these levels. Figure 24 illustrates these questions. 

The leveling of the Glasser, Dobson, and Canter programs is 

exemplified in Figure 25. 

The parallel pairs model, as constructed for use 

in the evaluation of the classroom management and discipline 

systems of William Glasser, James Dobson, and Lee Canter 

is illustrated in Figure 26. The use of single syntax 

lines, between "Role of Teacher" and "Role of Student", 

for example, demonstrate demarcation of the parallel vari

ables. 

The evaluation of the classroom management and dis

cipline programs of William Glasser, James Dobson, and Lee 

Canter has been directed by the levels and categories 

illustrated in Figure 26. The next step involves an evalu

ation of each discipline program in relation to the "Role" 

variables on the horizontal axis. Once this phase has 
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What is discipline according to traditional 
theories as opposed to non-traditfonal theories 
in terms of democratic values? 

3 

What is discipline according to traditional 
theories as opposed to non-traditional 
oriented theories? 

2 

What is discipline? 

1 

Figure 24. Discipline Systems Questions Arranged 
in Levels. 



NON-TRADITIONAL 
GLASSER DISCIPLINE PROGRAM 
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Use of classroom meetings to facilitate discussion of 
discipline concerns. Teacher is non-judgmental, pro
moting free and open communication. Disruptive students 
ask to develop plan of corrective action for inapprop
riate behavior. Advocates non-punitive techniques of 
behavior control. Focus on internal, individual needs 
of students. 

3 

NON-TRADITIONAL/TRADITIONAL 
GLASSER/DOBSON/CANTER 

Alternative definitions of discipline. Criteria for a 
particular system or program. Non-Authoritative vs. 
Authoritative role for teacher. Some control techniques 
shared by all systems. Distinctions in control techn~ques 
focus non-punitive vs. punitive means and use of ex
ternal, material reinforcement. Traditional methods 
assume continued traditional educational structures 
evaluation changes. 

2 

TRADITIONAL 
DOBSON/CANTER 

Specific examples of implementation of control tech
niques, rules, and methods for dealing with school 
administration, parents. Suggestions of positive 
material reinforcements, negative (natural) conse
quences. Presentation of presumed teacher/student 
rights. 

I 

Figure 25. Glasser, Dobson, Canter Classroom Manage
ment and Discipline Systems Placed in 
Levels of Inquiry Cube 
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Activity Role 
Role Role of 
of of Support 

Program Teacher Student Staff Evaluation 

Glasser 

Program 

Dobson 

Program 

Canter 

Program 

Evaluation 

Figure 26. Levels, Categories, Variables of Selected 
Discipline Programs in Parallel Pairs Model 



been completed the evaluation will proceed vertically, 

comparing the programs in relation to the "Teacher", 

"Student", and "Support" variables. 

99 

Glasser Program: 
Role of Teacher, Role of Student, Role of Support Staff, 

Evaluation 

An essentail element in the determination of the 

roles of those groups involved in any discipline program is 

incorporated in the criteria used to define discipline. 

In the Glasser program discipline means a child must make 

a value judgment and a commitment to change his behavior. 

The child suffers the consequences of his misbehavior but 

these consequences are not excessively painful or punitive. 

From this definition, the roles of the teacher and student 

are clarified. 

The role of the teacher in the Glasser discipline 

program is guided by positive expectations of student 

ability to behave appropriately in the classroom. When 

misbehavior does occur, the teacher responds with questions 

to determine exactly what the student has done and if, in 

fact, the action is against the classroom rules. Once the 

student is aware that an act is inappropriate, the teacher 

then supplies an appropriate "natural consequence". The 

student may not return to class until a plan, designed to 

eliminate the behavior in question, is accepted by the 

teacher. Teachers also use a variety of strategies and 
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techniques to promote appropriate behavior, i.e., positive 

reinforcement, certain instructional strategies, and natural 

consequences. Before the program is implemented it is 

essential that the teacher has established expectations for 

appropriate behavior and has stopped using responses to 

inappropriate student behavior that do not work. 

The focus of the Glasser classroom mamagement plan 

is on the student and his ability to solve problems relating 

to inappropriate behavior. Student misbehavior earns a 

natural consequence such as time out or a meeting with the 

principal. In order to be readmitted into the classroom the 

student must outline a plan of action eliminating the in

appropriate behavior. The student is to remain out of the 

classroom until a plan is developed and approved. 

The role of the support personnel, others involved 

in the Glasser program, is, to some extent, dependent upon 

the nature of the natural consequences developed by the 

teacher. If a time out or detention room is used, certain 

staffing is required·. Approval will also be needed if a 

meeting with the principal is deemed a consequence. Parents 

are also called if a meeting with the student, teacher, and 

principal is desired. In the case of exceptionally disrup

tive students, a counseling agency outside the school may 

be recommended. This last tactic, removal from school and 

recommendation for outside help, is a last resort for 

parents unable to control their offspring. 
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The Glasser discipline program, while placing exten

sive consideration on the student as problem solver, is 

weakened by a variety of assumptions. It is taken for 

granted, for instance, that a disruptive student is aware 

of the range of behavioral options available that would 

satisfy the needs and wants of a particular classroom 

teacher. Students not accustomed to self-direction may have 

difficulty planning a behavioral change other than an 

immediate, short-term response. If a student disrupted 

a class by fighting, for example, the acceptable plan of 

action may be to simply stop fighting. This course of 

action may well solve short-term problems for the teacher 

but little is done that would offer long-term alternatives 

for the student. The reason for the disruption, say fight

ing, may also be ignored. 

Another point stressed by Glasser is that teachers 

must look at the techniques and strategies presently used 

in dealing with student misbehavior. If the tactics are 

ineffective they should be eliminated. Instead of just 

concentrating on whether the techniques work, a teacher 

should perhaps consider why certain strategies remain 

ineffective. Many adequate techniques may prove worthwhile 

with any number of minor structural changes. The time of 

day a student is assigned time out may, for example, add to 

or detract from the effectiveness of the consequence. 
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Spending lunch alone, away from friends, may well have more 

impact on a disruptive student than removal from a particu

lar class. In short, Glasser discusses the need for 

changing the "acts" of discipline but teacher options 

simply are not offered. 

Dobson Program: 
Role of Teacher, Role of Student, Role of Suppo~t Staff, 

Evaluation 

In the Dobson program the criteria defining disci-

p1ine comprises two major components. On the one hand the 

definition involves punishment, apparently as a means to 

control student behavior. In another context self-control, 

self-discipline, or responsibility must be taught. Guided 

by these criteria, the teacher must maintain an authorative 

posture in the classroom. 

An authorative stance in the classroom involves, 

for Dobson, a leadership role for the teacher. The teacher 

is to take control of the class early, perferab1y within the 

first week of school. As an authority in the classroom 

the teacher can expect to be tested and must deal with 

these minor behavior infractions immediately. Respect and 

the leadership role can only be gained when teachers adopt 

a firm, business-like approach in student-teacher interactions. 

Even though firmness is essential, Dobson stresses the need 

for teachers to refrain from using anger. Dealing with 

student misbehavior when angry simply does not work and 



may undermine the respect gained from an authorative 

stance. 
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The Dobson program, when considered within the "Role 

of the Student", equates inappropriate student behavior with 

failure. Students who fail act inappropriately out of 

frustration and anger. The result is misbehavior in the 

classroom. Although students should be treated as individuals, 

they will, from a loving but firm teacher, learn to respect 

authority &nd gain the responsibility needed to face the 

trials and challenges of later adult life. 

The role of the support staff in the Dobson disci

pline plan involves, primarily, parents. Discipline, which 

includes love and respect for authority, is found, ideally, 

in the home. Parents must, like the teacher, be firm and 

possess the self-discipline to give and enforce guidelines 

that promote self-control and respect. It is also important 

for parents to work with the school to help students avoid 

feelings of failure. This home-school connection can 

involve the monitoring of homework assignments to insure 

completion, material rewards to motivate children, and 

demonstrating support for the teacher. 

As can be readily observed, the focus of the Dobson 

discipline program is on the teacher and the authorative 

stance that must be assumed. The students, while essen

tially passive, are to be viewed as individuals with a 



need to feel successful. A firm, business-like teacher, 

with the aid of supportive parents, will insure respect, 

and responsibility in students. 
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Although a concern with the student as an individual 

is voiced by Dobson, this consideration, as stated by the 

author seems a fundamental weakness. Student disruptions 

in the classroom are a result of the frustration and anger 

experienced in failure. In dealing with student failure 

the author then discusses three failure types: the late 

bloomer, the slow learner, and the underachiever. The 

designation of these types as potential classroom behavior 

problems does clarify, to some extent, the need for individ

ualized attention but Dobson does not discuss teacher 

individualization for students not within these classifi

cations. The handling of inappropriate behavior is dis

cussed essentially in relation to the student failure types. 

Dobson seems to imply inappropriate behavior is perpetuated 

only by these failure types. Recommendations for students 

not considered "academic casualties", or for students at 

the secondary level are, for the most part, not explored. 

The program, in light of these omissions, is left weak and 

incomplete. It seems Dobson is accepting the assumption 

that many students, especially those excluded from the 

failture categories, will naturally achieve self-discipline 

and direction from mere exposure to an authorative teacher. 
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Assertive Discipline: 
Role of the Teacher, Role of the Student, Role of Support 

Staff, Evaluation 

Lee Canter, to introduce the criteria behind the 

assertive teacher, has defined classroom discipline as those 

"basic techniques of influence" used to control student be-

havior. Teachers, having mastered these techniques, assume 

an authorative, traditional role and use these assertiveness 

strategies to increase their influence ever students in the 

classroom. The first step for a teacher adopting an 

assertive role is to develop specific rules to insure 

teacher and students needs and rights. These rules, posted 

throughout the classroom, are to be obeyed by students. 

Failure to adhere to these restraints will result in the 

placement of the student's name on the chalkboard and 

checks (v) against the. name for subsequent infractions. 

The placement of a name upon the chalkboard carries with 

it a predetermined negative consequence. Checks beside 

the name are demonstrative of increased punishment. The 

dispersement of negative consequences for inappropriate 

student behavior, however, is not the only element of the 

teacher's role. The use of positive reinforcement is also 

stressed by Canter. 

A critical component of the assertive discipline 

program, in relation to the teacher, involves the recogni

tion of appropriate student behavior and the reinforcement 
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of this behavior via "positive assertions". This behavior, 

representative of modeling for other students, is awarded 

both on an individual and on a class-wide basis. Chalk

board checks (v) are accumulated by the entire class and 

awards, e.g., free time, or parties are given when a desig

nated number of checks are earned. 

In addition to dispensing positive and negative 

reinforcements, the teacher's role in assertive discipline 

also involves clear communication of teacher expectations 

to students, the principal, and parents. The process of 

teacher-principal and teacher-parent interaction, aimed at 

achieving teacher needs and wants, is structured in great 

detail and with systematic instructions. 

The role of the student in Assertive Discipline is 

one of compliance. Students are given a choice in the class

room, either obey the rules or face the consequences. 

Appropriate behavior on the part of students is rewarded 

and inappropriate action gains a negative consequence. 

Students, having been informed of the classroom rules, are 

simply expected to behave appropriately. 

It is a basic tenet of Assertive Discipline that 

the classroom teacher must have, and is deserving of, the 

support of a variety of others in order to make the program 

operable. The support staff in Assertive Discipline in

cludes the school building administration, other teachers, 

and parents. 
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It is recommended by Canter that the building ad

ministration, specifically the principal, introduce the 

Assertive Discipline Program to the students in a school

wide assembly and hold after school meetings for parents. 

The teacher, having outlined the discipline procedures with 

the principal, should expect support for the program. If 

backing by the principal is not consistent, step-by-step 

guidelines for assertively dealing with the principal are 

outlined. Teachers, employing these methods of influence, 

have, according to Canter, a better chance of satisfying 

their needs and wants. 

Ohters teachers play an important role for any given 

classroom teacher in that Assertive Discipline is best im

plemented on a school-wide basis. Discipline, as a shared, 

common concern, should be discussed at all staff meetings 

and remain an on-going concern. All teachers, to achieve 

maximum efficiency, should practice assertiveness in the 

classroom and work as a team to establish school-wide 

guidelines. 

Parents, like the administration, are expected to 

support the assertive posture of the teaching faculty. In 

addition to attending informational meetings conducted by 

the principal, parents are notified by mail of the disci

pline program. Little input is asked of parents in relation 

to classroom behavior expectations of children. They are 
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expected to adhere to teacher recommendations concerning 

the behavior of their children. If the expected parental 

support does not materialize, however, procedures are es

tablished to help teachers deal assertively with this support 

faction. 

As is readily apparent, the Assertive Discipline 

Program is a high profile technique of behavior control 

calling for a return to a traditional view of education and 

the teacher's role in the educational process. This program, 

however, can be questioned on three counts: the focus on 

discipline, the lack of student contributions, and the lack 

of outside input into the discipline process. 

There is little doubt that the focus of the Asser

tive Discipline Program is on increasing the influence of 

the classroom teacher. The methods suggested by Canter, 

however, also place the controlling of student behavior at 

the forefront. The acts of discipline assume a high profile 

position in the classroom. During a given lesson, for 

example, a disruptive student's name is placed on the chalk

board. This act, pinpointing a specific behavior and apply

ing this negative reinforcement, would seem to draw attention 

away from the lesson and focus, instead, on discipline. The 

content being taught would then take a back seat thus, 

disrupting the flow of the lesson. The same can be said 

for instances in which the class receives reinforcement for 

appropriate behavior. A topic, for instance, is being 
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discussed. The students are involved, concentrating on 

the subject, only to be interrupted when a check is placed 

on the board or as a marble rattles to the bottom of a jar. 

The teacher, in effect, is teaching behavior control rather 

than the lesson planned. Canter's notion of discipline 

becomes the center of interest. 

In the Assertive Discipline Program there is little 

consideration given contributions of students in the process 

of classroom management. Canter seems to stress the notion 

that students do have a choice. The options in Assertive 

Discipline, however, are limited and amount to acting "ap

propriately" and possibly receiving a positive consequence 

or misbehaving and opting for punishment. This choice, one 

in which students accept authorative compliance or else, 

represents an illusion of options. The opportunity for 

students to participate in the discipline decision making 

process is non-existent. Teachers, accepting an authorative 

stance as outlined by Canter, are in a position to determine 

student rights and needs. The goal directed behavior of 

students is stifled. Students' input is not accepted and 

the "choices" alluded to in Assertive Discipline actually 

amount to little or no choice at all. 

This lack of student involvement is not the only 

weakness in discipline as a cooperative effort. Parents, 

and others with a stake in discipline, are also excluded. 

One of the major assumptions of the Assertive Discipline 
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Program is that teachers have a right to expect support from 

the building administration, other teachers, and parents. 

Although it could be argued that parents have a right to 

participate in the behavior management of their children, 

the primary criticism here involves the Canter call for 

teacher uniformity in classroom management issues. 

According to Canter, Assertive Discipline is most 

effective when the program is enforced on a school-wide 

basis. All teachers, in every classroom throughout the 

school, should buy into these discipline procedures. This 

procedural uniformity can, however, be quite dangerous. It 

is certainly possible that all teachers throughout a given 

school may not feel comfortable with this program; other 

options may be preferable. The restriction of procedural 

options, i.e., requiring teachers to implement any given 

program on a wide scale, is counter to any notion that class

room management and discipline is affected by other factors 

such as teacher personality and individual educational 

philosophy. Simply put, many teachers may not need, nor 

desire to use, the strategies and techniques designed by 

the criteria inherent in the Assertive Discipline Program. 

Instead of undermining any given program, teacher diversity 

in classroom management may, in effect, provide increased 

options for all involved. 
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The classroom management and discipline programs 

selected for study have been evaluated in relation to the 

variables along the horizontal axis of the parallel pairs 

model illustrated in Figure 26 (p. 98). The Glasser, 

Dobson, and Canter programs have each been discussed in 

relation to the "Role of the Teacher", "Role of the Student", 

and "Role of the Support Staff". The final portion of this 

evaluation will now comparatively consider these three pro

grams in the levels and contexts of the vertical axis. 

Glasser, Dobson, Canter Programs: 
Role of the Teacher, Evaluation 

As stated earlier, the role of the teacher in any 

given classroom management system is guided by the criteria 

inherent in the definition of discipline. For example, 

Canter defines discipline as those "basic techniques of 

influence" used by teachers to control student behavior and 

establish the desired classroom environment (p. 53). In 

Schools Without Failure, Glasser goes on record as saying 

that discipline is "making a value judgment and a connnitment 

to change his behavior" (p. 73). These definitions, while 

an important element guiding the respective systems and 

programs, also severely weaken the systems and programs 

structurally. 

Canter's definition of discipline is an excellent 

example of radical reductionism. "Discipline" is reduced 
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to the conditions under which it arises. "Discipline" is 

assertiveness or the techniques used to control student 

behavior by an "assertive teacher". This bottom-up process 

of defining is counter to the va1ues-structure-content 

approach exhibited throughout this study. 

Glasser, in defining discipline as making a value 

judgment and a commitment to change behavior also demon-

strates the simplicity of reductionism. "Discipline" is 

reduced to the immediate act of making a value judgment 

and a commitment. The definition is again confused with 

the conditions necessary to achieve it. For further dis-

cussions related to reductionism see Decker (1974), and 

Wolman (1981). 

Glasser, Dobson, Canter Programs: 
Role of the Student, Evaluation 

The consideration of discipline as guided by stu

dent goals or the inclusion of student input in the 

decision making process of classroom management, is, for 

the most part non-existent in the systems studied, especially 

the Dobson and Canter programs. In Assertive Discipline 

and Dare to Discipline the authors, by placing the focus 

on the return of the authorative, traditional teacher, re-

move students from all but immediate, level one, responsi-

bility for their actions. Compliance is the rule. Students, 

in relation to discipline and management of the classroom, 
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have limited options. Glasser, on the other hand, does 

attempt to increase student input in the discipline process. 

The discipline decision making process, as outlined 

by William Glasser in Schools Without Failure, involves 

group meetings conducted by the teacher and includes stu

dent discussion of classroom behavior. Along with these 

meetings, students are also required to develop a plan to 

correct inappropriate behavior in the classroom. Although 

this attempt to introduce goal therapy, or discipline 

guided by student goals, can be seen as commendable, the 

process is simply not deliberate. It is assumed by Glasser 

that students, by describing the planned behavior changes, 

will recognize the goals directing their behavior and, 

subsequently, become aware of the options available which 

would satisfy the criteria establishing an optimal learning 

environment. Requiring that a commitment is made to follow 

the adopted plan is not enough. Guidelines for the student 

developed behavior plans need to be established, insuring 

that the discipline process becomes educative. For de

tailed discussion on discipline as educative see Wayson 

and Lasley (1984). 
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Glasser, Dobson, Canter Programs: 
Role of. Support Staff, Evaluation 

The role of the support staff, or the groups in

volved in education, is limited in the three groups studied. 

Glasser discusses meeting with the principal as a natural 

consequence and sees parents as reinforcers of the teacher 

developed discipline program. Dobson and Canter also view 

the parents and principal in a like role. This view, that 

teachers are fully aware of the needs and rights of students 

and capable of meeting these rights and needs, carries with 

it a simplistic, shortsighted notion of the decision making 

process. There is no hierarchical or lateral inieraction 

among those involved in the process. Instead, the process 

is limited to top down, lineal, teacher controlled commun-

ication. 

The evaluation of the discipline systems of William 

Glasser, James Dobson, and Lee Canter has been completed. 

The parallel pairs model, with "Role" variables on the 

horizontal axis and "Discipline Program" variables in levels 

on the vertical axis, has been used to structure the evalu-

ation, thus making the process deliberate. The next step, 

involving the development and presentation of a comprehen

sive framework of effective discipline designs, is the topic 

of Chapter 4. 



CHAPTER 4 

A COMPREHENS IVE FRAHE\<10RK: 
ORGANIZATION OF EFFECTIVE DISCIPLINE DESIGNS 

The purpose of this chapter is to: 

1. Discuss the decision making process related to the 

issues of classroom management and discipline. 

2. Present and apply a systematic, theoretical tool 

used to orchestrate effective discipline designs. 

3. Present a classroom management and discipline check

list applicable for teacher use in the classroom. 

As demonstrated throughout this study, there has 

been continued development and application of theoretical 

models, the "Inquiry Cube", and a "Parallel Pairs" construct 

used to examine, clarify, and evaluate the classroom manage-

ment and discipline systems of William Glasser, James 

Dobson, and Lee Canter. 

As discussed in the methodological section, and 

demonstrated in this examination and evaluation, values 

(level three) have acted as agents directing the structures 

(level two) of the classroom management and discipline 

systems and programs. The structures of these systems and 

programs are constructed according to a definite set of 

rules or criteria also based on values as legislative 
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agents. The parameters or contexts established by these 

rules and criteria have then determined the relevant data or 

content (level one) for the selected classroom management 

and discipline designs. A critical element of this chapter 

involves the orchestration of effective discipline designs 

applicable for classroom use. Before this segment can be 

presented, however, a discussion of the decision making 

process related to discipline issues is needed. 

The Decision Making Process: 
Levels of Decisions About Classroom Management 

and Discipline 

The notion of levels, a crucial concept in the 

construction and application of theoretical models, can be 

used to distinguish between decisions made relating to dis

cipline and classroom management issues. At the third level 

one can consider the importance of values in determining 

effective discipline designs. These values are determined 

by the community and represent the cherished ideals or 

purposes of any discipline system or program. At the second 

level these values, or articulated purposes or goals, become 

operationalized as administrative policy and represent the 

most effective organization of a discipline system or pro

gram. The first level includes the implementation of the 

selected discipline designs by classroom teachers. This 

framework for discipline decisions demonstrates both verti-

cal and horizontal interaction. At the first level teachers 
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communicate with teachers concernine classroom discipline 

concerns (horizontal); and teachers talking to community 

leaders about value concerns (vertical). Figure 27 

illustrates the levels of decisions to be made about class

room management and discipline issues. 

In Chapter 3 of this study the classroom manage

ment and discipline systems of William Glasser, James 

Dobson, and Lee Canter were examined and evaluated. Thus 

far, in this chapter, the decision process, involving con

sideration of discipline issues in hierarchical levels has 

been explored. The next step is the presentation of a 

comprehensive framework to orchestrate effective discipline 

designs. In order that this proce£s be made deliberate, 

additions to the theoretical model used to evaluate the 

selected discipline systems have been necessary. 

In the final stages of Chapter 3 the "Parallel 

Pairs" model was used to structure the evaluation of the 

classroom management and discipline systems of William 

Glasser, James Dobson, and Lee Canter. It will be re

membered the model consisted of a discipline category 

comprised of "Role" variables on the horizontal axis. On 

the vertical axis the selected discipline systems of 

Glasser, Dobson, and Canter were ordered in hierarchical, 

inclusive levels. This construct has then allowed the 

classroom management systems to be compared individually 

in relation to the variables "Role of Teacher", "Role of 
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3. Cherished Community Values 

The discipline system or program is determined by cherished 
community values, e.g., citizenship, democracy, student 
responsibility, shared decision making. 

2. Administrative Policy 

Structural or organizational rules patterned after a disci
pline systems or program, e.g., Assertive Discipline. 

1. Teacher Implementation 

Actual practice of selected discipline system or program 
in the classroom, e.g., specific rules, positive reinforce
ments, communication skills used. 

Figure 27. Levels of Decisions Involving Discipline System 
Selection and Implementation. 
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Student", and "Role of Support Staff" on the horizontal 

axis. Further evaluation was done comparing the three sys

tems with one another under these same role variables on the 

vertical axis. Also in this model an "Evaluation" component 

was added on each axis to make the comparisons deliberate. 

In this portion of the study yet another addition has been 

made that facilitated the orchestration of an effective 

discipline design. Figure 28 is an illustration of the 

"Parallel Pairs" model depicting the "Discipline Design" 

component. 

The first step in this portion of this study in

volves coordination of an effective discipline design by 

analyses of the evaluation components along the vertical 

axis, i.e., the role variables compared in relation to the 

selected classroom management and discipline systems. 

Effective Discipline Designs: 
Values, Methodology, Content 

Discipline, as defined by Lee Canter and William 

Glasser, includes, respectively, those "basic techniques 

of influence" used to control student behavior and the act 

of "making a value judgment about one's behavior". These 

definitions, it was concluded, demonstrate a form of reduc-

tionism that, consequently, proves to be inadequate. 

Discipline is being confused with the conditions necessary 

for its achievement. Discipline or classroom management, 



Role 
Role Role of Disci-
of of Support Evalu- pline 

Progra Teacher Student Staff ation Design 

Glasser 

Program 

Dobson 

Program 

Canter 

Program 

Evalua-
tion 

Disci-
pline 
Design 

Figure 28. Categories, Variables, of Selected Classroom 
Management Systems in Parallel Pairs }lodel 
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involves much more than is stipulated by Canter and Glasser. 

Discipline deserves subject matter status. 

Discipline, as subject matter with its own generic 

catagories and universe of discourse, can be viewed as an 

educational experience. Raising the status of discipline 

to educative subject matter involves consideration of the 

experiences inherent in a given discipline program. This 

notion, that experience is educative, necessitates, as 

demonstrated in Chapter 2, a levels view of the meaning 

given the experience of classroom management and discipline. 

At level three the experience of discipline in

volves looking at the values guiding the human enterprise. 

These values, which may vary culturally, might include con

cepts of goal therapy, discipline guided by student goals, 

or the desirability of internal versus external control 

mechanisms of any given discipline system. Regardless of 

the values competing to direct a given discipline policy, 

the notion of expanded student options, the Growth Princi

ple, is a fundamental component guiding discipline related 

structural decisions. 

Level two considerations involve choices between al

ternative discipline structures. In the selected classroom 

management and discipline systems examined, for instance, 

it was demonstrated that the Glasser, Dobson, and Canter 

programs all promoted use of positive teacher expectations, 
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clear communication, positive reinforcement, negative or 

natural consequences, rules, etc. The issue at this level 

then is not necessarily one involving these components. 

Level two concerns look behind these components and include 

questioning the criteria inherent in, for example, the rules. 

l~at are the rules for the rules? What are the criteria 

for clear communication? What are the criteria guiding 

the role of the students or support staff in the discipline 

decision making process? If a high degree of student in

volvement were desired, any given discipline program could 

be structured to facilitate this input. Student committees 

or student government could work with community leaders, 

administration, and teacher groups to develop and evaluate 

both classroom and school-wide discipline programs. In a 

particular classroom students could work with a given teacher 

to develop situationally specific discipline guidelines. 

Student involvement at this level could range from shared 

decision making concerning specific positive reinforcements 

or natural consequences used; to setting aside one day a 

fortnight for student discussion of classroom discipline 

problems. The implementation of a student complaint or 

"bitch" day may do a great deal to foster student involve

ment. 

Also included at level two is the notion of uniform

ity among teaching faculty regarding implementation of a 
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classroom discipline program. In some instances uniformity 

may be an advantage, in other circumstances a mechanistic 

approach could be disasterous. The issue of discipline pro

gram uniformity can also be clarified with the concept of 

levels of problems faced by school personnel. 

It will be remembered in the beginning of this 

chapter a discipline decision making process was outlined. 

Level three considerations involved community values, level 

two was comprised of program organization by the adminis

tration, and level one included teacher implementation in 

the classroom. Along with articulating vertical and lateral 

communication, this decision making scheme has also helped 

to clarify the uniformity concern._ 

There does seem to be a need for some uniformity 

in the discipline policy for a given school or even district. 

Tardiness, absenteeism, or situations involving the possi

bility of student injury may not be directly related to 

inappropriate behavior in the classroom but may be delayed 

causationa1 factors affecting student motivation and be

havior. Instances such as these may well be effectively 

controlled by policy at the administrative level. Cases 

such as these call for some degree of uniformity. 

The notion of uniformity as disasterous is demon

strated when one considers the diversity, for example, of 

teacher personality and teaching style in the classroom. 
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The needs and wants of teachers are not uniform. The needs 

of the students in every class may also not be the same. 

The idea that every teacher should respond in a like manner 

to a given student behavior problem seems foolish. More 

is needed than a band-aid approach that confronts only the 

immediate inappropriate behavior. Discipline as educative 

must also deal with the problems faced by students and not 

just the symptoms. Granted, there may be a need to swiftly 

control a misbehaving student but the reason misbehavior 

occurred is also a crucial consideration. Students may 

misbehave in a like manner, i.e., similar responses, but 

the whys for the actions may not be the same. Treating 

inappropriate behavior uniformly may simply avoid the real 

problem. Requiring teachers to "buy into" a highly 

mechanistic discipline program may well result in limiting 

the alternatives possible for teachers and students. There 

is not simply one teacher response style to discipline 

matters. The types of discipline problems faced by a group 

of teachers may be contingent upon a variety of factors, 

such as teacher personality, instructional techniques and 

skills, or varying student needs. See Lindsey and Cunning

ham (1973), Nadsen (1973), or Carrison (1973) for further 

discussion of these considerations. 

As is evident in the discussion of the decision 

making process earlier in this chapter, the support 
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personnel can be a valuable element in an effective disci

pline program. Input from this faction, community leaders, 

building administration, and other concerned individuals 

or groups, can greatly add to the discipline enterprise. 

Community leaders and groups act as agents to 

introduce those community values or cherished ideals which 

make the discipline program educative. The building admin

istration works to organize the program elements to achieve 

the community values in light of institutional concerns, 

i.e., staffing, budgetary matters. Parents and other 

interested groups, while acting as program supporters or 

constructive critics, can also be an important source for 

generating ideas. Although support staff involvement, at 

least where parents are concerned, may be strong or weak, 

the option for involvement should be available. 

The orchestration of an effective discipline de

sign, in relation to the "Role" variables and levels on the 

vertical axis of the parallel pairs model has been completed. 

Concern here was also given the levels of the decision 

making process for discipline as educative. It is impor

tant to note here that the notion of a discipline program 

in levels and as educative necessarily calls for delayed 

evaluation. Higher level concerns involve community ideals 

and values which, when operationalized as goals, establish 

parameters for administrative guidelines directing classroom 
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procedures. It is a lapsed time determination to evaluate 

if the activities in the top-down goal/objective/activity/ 

resource sequence precisely result in the desired outcomes. 

The vertical discipline design considerations: the 

discipline decision sequence; discipline as educative; and 

teacher, student, and support staff elements, are structural 

or organizational program considerations. The next and 

final task of this chapter involves content, or level one, 

attention. The concern in the development of a discipline 

design on the horizontal axis is with the classroom teacher 

and the development of a checklist for effective classroom 

implementation. 

The delineation of an effective discipline design 

on the horizontal axis involves analyses of the evaluations 

of the Glasser, Dobson, and Canter programs in relation to 

the role variables "Teacher", "Student", and "Support Staff". 

The ensuing discussions, and proposed culminating checklist, 

result from variable components common in the programs 

selected for study. Along with clarifying these content 

level considerations, the structuring of this process also 

insures that the acts of discipline are made deliberate. 

Effective Discipline Design: 
Teacher, Student, Support Staff 

The implementation of an effective discipline de

sign at the classroom level involves a number of deliberate 
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acts on the part of the teacher. These acts include deter

mination of classroom etiquette, use of positive reinforce

ments and natural consequences, communication of teacher 

expectations, and teacher follow-through. 

Classroom Etiquette 

The first step in any effective discipline program 

at the classroom implementation level involves the deter

mination of those elements basic to simple order. Virtually 

all of the discipline programs, plans, or suggestions sur

veyed stress the notion of clear teacher expectations. It 

is recommended this task take place during some period of 

free time when the teacher is not under the stress of regular 

classroom duties. The purpose here is to specify the basic 

elements necessary for efficient functioning of classroom 

activities. Although these considerations are referred to 

as the core classroom rules, they amount to simple classroom 

etiquette. It must be noted that all teachers will not 

specify the same elements. The needs of. teachers vary. 

Specifications might include bringing needed materials to 

class (i.e., paper, pencils, books), follow directions, no 

eating in class, etc. This code of etiquette, or list or 

rules, should be few in number. A large list would be 

difficult to remember and enforcement time consuming. 
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Positive Reinforcements/Natural Consequences 

Once the code of classroom etiquette has been deter

mined, a teacher must develop the positive reinforcements 

and natural consequences to be used in class. The positive 

reinforcements might include simple recognition of a student 

when behavior is not inappropriate, recognition when approp

riate behavior is modeled, or positive notes or calls to 

parents about a particular student. Natural consequences 

for inappropriate behavior could involve detention, time-out, 

teacher-student conferences, student-administration confer

ences, or teacher-parent meetings. Extreme misbehavior, 

i.e., endangering others, may result in suspension. The 

determination of positive reinforcers and natural conse

quences is an on-going process to insure effectiveness. 

For some students a given consequence may not be a deterent. 

In some instances individual consideration may be needed. 

Communication of Teacher Expectations 

Once the code of etiquette, positive reinforcements, 

and natural consequences have been determined, the next 

step will be the communication of the stipulations, rein

forcements, and consequences to the support staff and 

students. Initially teachers should meet with the principal 

to outline the rules and elicit agreement and support. 

Without administrative backing the teacher may, in effect, 



be powerless to carry out this basic behavior outline. 

Following this meeting the teacher will present the code 

of classroom etiquette, reinforcements, and consequences 

to the students. Many authors suggest posting the rules 
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at various points throughout the room and even on the desks 

of the students. The need for high visibility may, however, 

depend on many factors (i.e., age and grade level of stu

dents, classroom atmosphere). Communication of these 

classroom needs and consequences must be clear and precise. 

Students should know exactly what is expected and the out

comes of inappropriate behavior. 

Teacher Follow-Through 

It is essential, during the on-going classroom 

activities, that a teacher remain persistent and consis

tent. The development of a code of classroom etiquette 

is a continuous process. Periodically the consequences and 

rules should be reviewed. When inappropriate or appropriate 

behavior is demonstrated the positive reinforcement or 

negative consequence should follow. These measures, when 

applied inconsistently, lose effe~tiveness. If a conse

quence, whether positive or negative, is presented it should 

be carried out. Teachers should not merely threaten. Words 

should be backed with action. An important consideration 

here, involving the use of verbal and non-verbal teacher 

communication skills, is with the "noise" of the communication. 
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Greatest effectiveness is achieved when the body language, 

for example, is consistent with the verbalization. Other 

considerations involving this aspect of communication might 

be tone of voice, use of eye contact, and spatial elements 

(i.e., diffusion of a discipline situation through teacher 

proximity with a misbehaving student). For an excellent 

discussion of representational and qualitative symbol growth 

see "Symboling: Thinking, Culture, and Alternative Assess

ment", by Colleen Decker (1974). 

The elements of an effective discipline design have 

been presented. The roles of teachers, student, and support 

staff have been outlined. Alternatives, in relation to 

community, administrative, student, and parent involvement 

have been discussed. Finally, the discipline planning pro

cess for classroom implementation has been presented. The 

last step of this chapter then is the illustration of a 

classroom management and discipline checklist for teachers. 

The classroom management and discipline checklist 

for teachers, to be worthwhile, must be usable in the 

classroom. The problems, however, with this approach 

center around the notion of classroom diversity. All 

teachers do not come from the same mold, classroom manage

ment styles vary, to some extent, among teachers. The 

inappropriate behavior faced by teachers also may not be 

such that blanket remedies for all hypothetical situations 
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can be provided. Student individuality and personal 

teacher response style, coupled with specific situational 

factors, may well undermine attempts to apply mechanistic, 

sure fire, cause and effect guidelines. The use, however, 

of the classroom management role variables and discipline 

program elements in a parallel pairs construct has clarified 

the classroom management process. Figure 29 illustrates 

this classroom management and discipline checklist in a 

relational format. 

The horizontal axis of the Classroom Management and 

Discipline Checklist represents the role category and vari

ables of those involved in the process of classroom manage

ment. On the vertical axis the discipline program components 

are placed in sequence. The beauty of this checklist is 

that the roles are placed in a relational format with the 

discipline program elements. The role of the teacher, for 

example, can now be clarified in relation to the classroom 

code of etiquette, positive reinforcements and natural 

consequences, communication guidelines and follow through. 

The roles of the teacher, student and support staff can also 

be articulated in relation to the individual vertical 

elements. Analysis and evaluation of these relationships 

will disclose problematic areas as well as inform teachers 

of possible alternatives. The discipline process is now 

deliberate. 



132 

~ Support 
Program Teacher Student Staff Evaluation 

Classroom 
Code of 
Etiquette 
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cation 
Guide-
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Follow 
Through 

Evalua-
tion 

Figure 29. Classroom Management and Discipline Checklist 
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Summary 

The purposes of this chapter have been met. The 

discipline decision process, comprised of community ideals, 

administrative policy, and teacher classroom implementation, 

has been outlined. A theoretical model, the Parallel Pairs 

format, was developed to orchestrate an effective discipline 

-design incorporating teacher, student, and support staff 

roles with the classroom management and discipline programs 

of William Glasser, James Dobson, and Lee Canter. Finally, 

the activity elements of any classroom management and dis

cipline program were presented in relation to the teacher, 

student, and support staff role variables to form a discipline 

checklist applicable for teacher use in the classroom. 



CHAPTER 5 

CLASSROOH MANAGEHENT AND DISCIPLINE: 
FUTURES, PRESENT, PAST 

As evidenced throughout this study, this examination 

has been structured in levels. Level three consisted of 

values which legislated level two, contexts or structures 

and subsequently dictated the content or data of this exam-

ination and the classroom management and discipline systems 

selected for study. This concern with levels does not, of 

course, end with the first four chapters. Continued employ

ment of this notion has aided in extending the meaning of 

this final chapter. In order to work with "futures" con

siderations, however, we must place the present and past 

in perspective. 

As stated in Chapter 2, the President of the United 

States has recently gone on record as demanding that "good 

old-fashioned discipline" be returned to the nation's schools 

and classrooms. It has already been noted that even if old

fashioned discipline could be re-employed, it doesn't 

necessarily follow that these behavior control practices 

were, or are, indeed good. This desire to return to the 

past, a specification of lapsed time, may be little more 
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than wistful rememberances of "reality" in retrospect. 

We cannot return. 
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The focus of much of the literature acting as con

tent for this examination is on the here and now. The ever

increasing concern of recent writing on classroom management 

and discipline represent attempts to clarify the Eresent 

context or structure of discipline today. Books like Duke 

and Meckel's Teacher's Guide to Classroom Management and 

Classroom Management for Secondary Teachers, by Emmer and 

associates are descriptive presentations of competing dis

cipline practices and specific examples of various discipline 

programs in operation. This concern with discipline is 

popular today, the present. 

The future is our hope and dream, the reason for 

what's been done and what we do. The future is the expres

sion of our collective values, which, when formulated as 

a goal or purpose, act as an agent of its own attainment. 

The future represents unborn ideals guiding our reason and 

behavior. 

The idea that a time frame can be constructed con

sisting of levels, with values acting as legislators of the 

future does something that the confines of the past or 

present will not allow; the growth of options. The notion 

of growing options, coupled with the substantive content 

of this study will help us ask a central question of this 

chapter; What will be the state of discipline in ten years? 
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Many of the techniques and strategies used by 

Glasser, Dobson, and Canter are very similar. Programs of 

all three strongly support the use of positive reinforce

ments, negative, natural or logical consequences, clearly 

communicated rules and expectations, and support personnel, 

such as administrators and parents, as means to achieve 

stated goals and objectives. Other shared factors reflect 

beliefs about effective teacher characteristics, e.g., 

consistency, firmness, and persistence. The commonalities, 

however, in these programs are not suprprising when one 

understands the time tested notions of Lewin and his work 

with tension systems. Hore striking, perhaps, than these 

shared characteristics are those factors which provide 

differentiation among the discipline systems studied. 

One could, in this discussion of discipline system 

differences, begin with elementary explanations about what 

is used as a positive reinforcer or a logical consequence. 

Other examples might include specific examples of rules. 

To begin at this level would ignore the importance of the 

various structures of these systems and distinctions that 

arise when definitions of punishment, discipline, and an 

optimal learning environment are illuminated. To purport 

that the definitions used, whether stipulative or ostensive, 

are the essential system determinants is also weak ground 

on which to stand. The major distinctions among these 

systems is one of values at level three. As one considers 
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the use of a given classroom management and discipline 

system, it may do well to ask what values are generic to the 

strategies and techniques employed. The choice then becomes 

more deliberate as the alternative systems and programs 

are evaluated in terms of those values representing cher

ished community ideals at large. 

The immediate objective may be to gain control of 

the classroom so an adequate learning environment can be 

established. The techniques and strategies suggested by 

the systems and programs examined use similar tactics at 

this level. The goal then involves the organization and 

implementation of a discipline system or program which, for 

example, is tailored by democratic values. This focus on 

the values of the selected discipline systems have directed 

us to concerns of the future and the role classroom manage

ment and discipline may play. 

It will be interesfing, within the next few months 

and years, to see the direction given classroom management 

and discipline issues. At present many management theories, 

especially in business and industry are being questioned. 

Theory J, a personnel management theory allegedly exported 

from Japan, has become a hot topic in administration liter

ature. This notion, which promotes collective decision 

making and partic~pation at all personnel levels is being 

heralded·as a possible alternative to traditional, authori

tarian designs. 
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One must wonder, in light of the visibility now 

afforded issues in education, whether those in the profes-

sion will take a leadership position in the reconstruction 

of management techniques. If not, will we continue to 

rely on band-aid approaches to classroom management and 

discipline and consequently be led away from expression of 

democratic values? It may not be advantageous, for in

stance, to teach about cherished values like democracy then 

use non-democratic approaches when attempting to create 

the desired learning environment. Such contradictions may 

well undermine the perpetuation of these same values. The 

following poem, by e.e. Cummings has been used to illus-

trate ideas about the consequences of continuing traditional 

approaches to discipline: 

old age stick 
up Keep 
Off 
signs 

youth yanks them 
down (old 
age 
cries No 

Tres)&(pas) 
youth laughs 
(sing 
old age 

scolds Forbid 
den Stop 
Must 
n't Don't 



&)youth goes 
right on 
gr 
owing old 

(Cummings, 1968, p. 729) 
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It is not then a question of whether current common 

discipline strategies or techniques should be used. The 

issue seems to be one of values. What values direct and 

ultimately give meaning to these techniques? 

The choice of a discipline system or program is not 

simply a matter of selecting a method to control student 

behavior. Choosing a discipline system involves looking at 

discipline as discipline in levels. Along with helping to 

create an optimal learning environment, discipline systems 

and programs can be used as learning devices to help stu-

dents develop alternatives to achieve life goals. 

A great deal of work still needs to be done in 

relation to the examination of alternative discipline 

systems and programs. The procedures demonstrated here 

could also be employed to examine the classroom management 

and discipline systems and programs developed by others such 

as "social Literacy Training", "Teacher Effectiveness Train-

ing" (TET) , or "Systematic Management, Plan for School Disci

pline" (SMPSD). Another area also in need of examination 

and evaluation involves the numerous teacher's guides to 

discipline that have gained popularity. Instead of exam-

ining the individual systems and programs, it may prove 
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fruitful to look at the models of collected classroom 

management and discipline systems and programs as presented 

by authors like Duke, Meckel, Weber, and Emmer. 

There is a danger in the notion that one can adopt 

a given discipline program by simply buying into popular 

approaches. What is needed is continued and expanding 

concern with formats or constructs that, when used as in

forming models, will lay bare those elements and consequences 

smuggled into descriptive accounts of discipline systems and 

programs. Continued theoretical examinations with models 

like the "Inquiry Cube" will encourage effective evaluation 

of current discipline designs and also promote further pro

gram development. The classroom management and discipline 

systems of the future will only be as adequate as the tools 

available to examine and evaluate these designs. 
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