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confrontation, which are first expressewn-verbally. With increasing interest in
classroom competence, teacheeed to understand the usk gesture, posture, facial
expression and tone of voice. These haeeome especially imp@ant for effective
teachers in a climate where respect habeaarned rather thasoming automatically
with the job.

Each chapter of the book haining exercises related its theme for the new teacher;
answers are provided at the end of each chaptee last chapter is addressed tofstaf
responsible for staff training and developmesspecially in theschool context, and
includes suggestions for half- and whole-day courses.

Sean Neill has been carrying out research on non-verbal communication at the
University of Warwick over the last ten years, and has taught, and published numerous
research papers @an academic bookilassroom Nonvéxal Communication.

Chris Caswell is a member of the Senior Management Team at Myton School,
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General note

We have generally referred to the teacheryas’ in the text; for clarity we refer to
individual children as ‘heland teachers as ‘she’, excephen dealing with particuta
individuals or the small amount of behaviour specific to one sex. In the great majority o
cases, teacher and pupil behaviour relédetheir roles irrespective of sex.

As discussed in Chapter 2, there is little research evidence in the United Kingdom on
ethnic differences in classnaonon-verbal communicatiokinshaded line drawings have
been used for clarity, including in illustratis based on photographs or recordinfis o
blacks. To preserve anonyiyy sex and appearance habveen changed, except where
they are critical to the points made from an illustration.






Preface—who this book is for

This book is intended for new classmoteachers, including licensed and articled
teachers, and those who advise and traémthThe section on initial encounters with
groups will be valuabléo many others who have tlsame need as teachers to show
authority, such as youth group workers and playground supervisors. Workers with adults
and youth trainers, as well &sachers, have to arouse the&erest of their listeners and
communicate interest in theamd their efforts. Many of thtechniques are also valuable

to those dealing with groups of adults—though hopef ully they will not need our advice
on dealing with disruption. We have addressed the main text to ‘you’ as the
inexperienced practitioner.

Each section of the bookncludes exercises which readers can use on a
selfinstructional basis. At the end of the book we include guidance for people running
courses for colleagues, especially on how they can phase the exercises and on collectin
and using material for more advanced wankin-service and initial courses. Some
techniques, such as videotaping course participants, are potentially challenging and
distressing for those involve@specially those who arereddy having difficulties and
who could potentially benefit most from such a course. As a course leader you must
therefore tread carefully. @wadvice on course arrangement is based on experiénce o
what engages the interest and involvement of participants, without stressing them unduly.
We can’t guarantee thé#tis will work inyour situation, but it should!

Our ideas and conclusions are basedresearch evidence as well as practical
experience. Much of the original reseaishpublished in academiournals which are
only available in specialist liaries, but there are severaldiks available (including Sean
Neill's Classroom Nonvéxal Communicationjvhich give more detailed surveys of this
research. If you want to follow up a patiar point, the books listed under ‘Furnthe
Reading’ have full reference lists which will allow you to follow up topics in more detail.
Except in a few cases whereapit is only covered in journal articles (for example, the
assessments of what kinds of training cowseclassroom non-verbal research work,
covered in Chapter 10) we refer as far as possible to books which are fairly readily
available.

TRAINING—AND SELF-TRAINING—MATERIALS

At the end of each chapter we includeeeses and discussion topics. So why put
exercises in this book? Well,eth are there for three reasoRgstly they should help you
to clarify some of the issues that we eaduring the chapters by applying them to a
specific set of images or circumstances—u 6b ‘test yourself' exercise! The valud o
active learning applies in this area too. Secondly, they will allow you to apply you
existing knowledge (and there will be atlof it!) to given situations, thereby



accentuating the principle that teachers can and do use non-verbal strategies fas part «
their coping armoury. Thirdly, they should allow you to define and develop strategies on
an accumulating basis, by apiolg what you have learned &ar to easily understood and
recognisable situations. Simply stated, thesrcises should, celttively, help you to
develop your knowledge and understanding of non-verbal communication and suggest
how you can apply it to &eal classroom situations.

In order to achieve this our exercises follow two distinct formaisterial and
descriptive—each requiring a different response from you.

Firstly, there are ‘Pictorial Exercises’: ‘Whare these images saying?’ Here we have
used drawings to illustrate particular neerbal signals or patterns of behaviour.

Each chapter will have a number of thesercises, requiring you to provide your own
definitions as to what is probably happeniongwhat you think the image is saying. To
help, we have provided our owdefinition or exphnation for each exercise at the efid o
the chapter (working, of cose, from the privileged position of knowing the situation
from whence the images were taken!).

You should not be unduly concerned if your explanations vary slightly from ours, as
images taken out of context can be ambiguous and misleading. Indeed, this is precisely
the point we shall make peatedly about how non-vexb signals are used: thei
ambiguity allows messages to be conveyethouit either sendeor receiver having to
acknowledge them explicitly. This is most obvious when pupils want to be disruptive
without overtly challenging you, or when yase ironic non-verbal signals to qualify an
apparently innocuous verbal statement; bah-verbal signals can also have a more
positive value. You can convey enthusiasm or praise non-verbally to pupils, who might
reject it, if you gave it verbally,drause of pressures from their peers.

The real value of these pictdriexercises lies in the process of attempting to define the
meaning behind them and, by doing so, becoming more familiar with the potédntial o
such signals. We hope to emcage you to watch your class in a more specific and
structured way and to develop, over a period of time, a sort of ‘thesaurus’ or index o
behaviours from which you wilbe able to predict more acately the intention of the
individuals within your class.

Secondly, there are ‘Descriptive Exercisé¥fhat are these situations saying?’ Here
we are exploring non-verbal features in actual classroomatisitis (taken from our own
experience) where even a series of drawages would be unable to convey the full
nature and complexity of the problem. Wephdhat the circumstances described in these
exercises will be reasonablynfidiar to you, but if not, itis perfectly acceptable, indeed
desirable, for you to modify the situations to fit individuals and circumstances known to
and remembered by you frogour teaching career, trainingr even from your own
school-days!

Within these situations you are asked eosider what the non-verbal dimensions may
be; what you can recognise and what is probably being conveyed. Again, we hope to
encourage you to focus on those non-verbal behaviours that you already recognise an
use, albeit often subconsciously, and wcdme more aware of those strategies and
behaviours that form part of your pupils’ repertoire.

These descriptive exercises may be partibulaseful when used as part of group o
pair situations, where you will be able tcash ideas and may be more inclined to role-



play or mimic particular stances or gestures. It takes courage to do this, but it is the
quickest way of reminding yourself just how powerful non-verbal communication can be.

Where appropriate, many chapters will include comments on a number of common
concerns associated with thbapter content. Theswill be set out in such a way as to
outline the concern and suggest possible solutions. Of course there will be readers whe
will say, ‘Well that won't work here!’, or, ‘Wat, with my class? They must be joking!
Clearly, any solution must suit the circumstances in which it is to apply (we explore this
point more fully in the next section); we aaeutely aware of the limitations of providing
such ‘words of wisdom’. However, finding a beginning may be half the solution and ou
thoughts may serve to trigger a reactionliscussion, which yoand your colleagues can
tailor to fit your own circumstances.

The exercises throughout thm®ok are there to assist in your understanding of the
concepts under discussion, but don't let theesome intimidating. For many readers it
may be sufficient simply to read througind perhaps come back to the exercises later.
Some may feel that the exercises (especibly Descriptive Exercises’) are better suited
to a whole-school INSET topj where teachers have tlogportunity todiscuss the
exercises, pooling their thoughts and experiekdleatever your response is, it should be
remembered that no exercise, no matter hdricate or cleverly costructed, can replace
the ‘real life’ experience that it is attemptitgyreplicate. Your expeences are as valid as
any, and your knowledge of non-verbal communication probably far more advanced than
you have realised. If we can help you to focus your knowledge in such a way as to allow
you to maintain an effective working relationship with and between the pupils m you
charge, and still come away with some loose change in the sanity purse, we shall be
pleased.

WILL IT WORK?

The training materials raise the question, ‘Willwork?’ To this the answer must be
‘Usually’. Perhaps a little more detail, andnare theoretical approach to what we mean
by ‘usually’, will help.

Forecasting what will workin a classroom situation ®#amuch in common with
forecasting the weather. Despite the fachttiveather is controlled by well-known
physical processes, it is virtually impossibleptedict exactly whait will be doing more
than a few days ahead. This is becauseiissible to detectllahe influences which
are at work on a ptcular weather system, and thdliuence of the dctors which are
missed builds up rapidly. As a result, two situations which may appear to be identical can
develop in different directions. Howevergather is not completely unpredictable; some
types of weather system ameore stable and predictable than others, and we can make
overall predictions even if we cannot predin fine detail. Thus we cannot predict
whether it will rain or not on Midsummer Day two years hence, but we can be sure it will
not freeze. (Technically, weather can be dbsd by chaos theorfthe mathematical
variety)—chaos theory, in all its formis, only too familiar to most teachers.)

In the same way, we cannot be sure that a given behavioural tactiovaiilably be
successful in the classroom; you may haveseid what another member of the class was



doing previously; there may be school or home circumstances which influence pupils’
reactions; you may in fact ndte sending out the sigsalou think you are sending.
However, it is most unlikely, for instance, that a flat, monotonous delivery will arouse the
interest of an unenthusiastic class, or thaiffident approach wiltliscipline them. The
very fact that the signals we are lileg with have developed for purposes o
communication means that madtildren will react to them isimilar ways on the basis
of their previous experience. In the same way, verbal commands will usually, but not
always, have the expected effect. If you say ‘Sit down’ the class may not; however, they
are more likely to than ifgu had said, ‘Leave the room’.

Furthermore, non-verbal sigls are more powerful in ogeying feelings than speech
because most recipients are less aware of tifeyou overtly tell aclass that the subject
you are dealing with is really exciting, or that you intend to deal firmly with any
indiscipline, the explicit message may give thore cynical members of the class arclea
target to aim at. If you convey enthusiasm or firmness non-verbally, your audience
extracts the message from your behaviour subliminally. Since they have derived the
message themselves without being aware of having done so, they are less likely to be abl
to challenge it.

SUMMARY

The main text of the book eddressed to inexperienced teaxsh with teacher trainers,
especially at a school level, and other professionals who have similar communication
problems as secondary audienc&ébe final chapter is primdy addressed to trainers.
Though the book is resedr-based, its aim is practical training.

At the end of each chapter we will includgercises of two types. The first are fo
practitioners reading the book on their own; they are short exercises to test existing
knowledge and what has been learnt fraghe chapter. The second set include
descriptions of activity sequences which can be done independently or as a group anc
used as points for discussion. Most of these problems derive from crises which
inexperienced teachers have reported tawvessuggest what might have gone wrong and
possible ways in which the crisis coufdive been averted. We cannot guarantee that
these suggestions will ‘work’ in a particular situation, but they have a high probability o
doing so.



Chapter 1
Introduction

UP THE SWANEE?

The phrase The Blackboard Jigigepitomises the frustrations, anxieties and cyniciém o
those involved in the stresdfoccupation of teaching. kptly highlight the endless
tangle of theoretical advicand pedagogical practice, populated with such strange
creatures as reports, examioas, preparation, capitation, attainment targets, folklore
and headteachers. lldtwonder, then, that many student and ptimmary teachers emte
the jungle well-schooled in identifying éhfauna and flora, but wondering why thei
training has not armed them with a practitahchete’ with whichto cut a preliminary
path.

One particularly painful anthorny tangle for many neveachers is clasoom control.
Deviant and disruptive behaviour can divert them away from their carefully planned
teaching programme, maybe never to retltrns easy for any experienced teacher to
recall their early days in theadsroom when survival rankedyhion the list of priorities,
and when endless evenings were spent wagryieurotically about certain classes and
pupils.

Solutions were hard to come by; every promising path ended abruptly in a seething
morass, and the class showed a mulish tendency to bolt in every direction but the right
one. As a new teacher, you are in a position of havirgdak in a creature which you
cannot directly force to do your bidding and which can collectively outrun you, both
literally and metaphorically. We therefore make apology for concentrating, at the
outset, on how you can detect, from the laddk ears or rolling eyehe signs of trouble
which need your immediate attention, &ell as where a more soothing approach is
required. Secondly, we look at the ‘hands’; the skills which allow you to establish an
maintain effective control and inority—unless you meet a buckibgonco of a class. A
very small number of children and classee uncontrollable, even by the sanctions
available to an experienced teacher.

However, you need to go further, not only to catch and tether, but to persuade the mule
to follow, to set up an environment in which authority and control become merely
subsidiary. Though we have left the positside of the classroom relationship to last,
this is not a reflection of its relativenimportance—any more than our omissidn o
anything related to the ciculum means it does not matighat teachers teach. Children
have instrumental views dheir teachers (e.g. Docking 8® Nash 1974) they expect
them to teach rather than to foeendly, and this expectatida likely to be increased with
the National Curriculum.

Some may regret this lack of true frisship between teacher and class, but this
phenomenon is not confined to the school. Among adults, friends are usually similar in
age and status and friendships do not normally develop between work colleagues whc
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occupy markedly different positions in the hierarchy. You cannot be truly a friend to the
children, simply because you are an lgdand therefore ywo cannot establish a
relationship based on true reciprocity. litably you define the relationship, if only
because if you fail to fulfithe children’s expectations, & may consider themselves
released from the need to attend (Nash 1974). Kastd that if the teacher did not meet

the children’s expectationsahshe should control and téathem, they rebelled against

her; these were norms from which she was not readily allowed to depart. ‘Friendliness is
something of a bonus’ as Nash says, anfekts that novice teacteneed to learn the
rules the class expects.

Perhaps the biggest hurdle teal in arriving at an appradpte relationship lies in the
very nature of most teachers. As a breedtered to be sympathetic to the potential
dangers and problems which can affect oharges, and we are usually intent upon
establishing, as quickly as possible, empathy from which wecan cater for thei
individual needs. It is not sprising, thereforethat for so many gars, teacher training
courses should have concentrated on pogiled methods. Courses in the sociology,
psychology and philosophy @&ducation have tended, mdatidably, to place emphasis
on the factors affecting pupil performandégovernment departments and other bodies
have made part of the basic student teagbeabulary such expssions as ‘equalityfo
opportunity’, ‘special needs’, ‘moral dangemd ‘core curricula’. No one is denying the
immense importance of thesacfors or disputing their place within the training process,
but you will not find yourself in a position where you have the power to influence school
practice in response to these pastoral emdiculum needs for some period into you
career. You are unlikely to get such infiee until you have deonstrated effective
classroom skills.

ALL THE CLASS A STAGE

Whole-class teaching is very diffent to most situetns in the normagocial environment

for which everybody has extensively practised social skills. You need to accentuate some
of your existing skills to deal with this situation, and to abandon others. In normal
conversation, for example, most of us ardlegk at detecting, from the relevant non-
verbal signs, if we are boring our frien@sd can shift the topic of conversation until we
detect more interest; but you cannot allow the children the same freedom to dictate the
curriculum.

In the last resort, teachers have no #ancwhich can cow a child into submission
(given that he has not been suspended fresthool!) and in aaverage-sized class you
cannot physically stop a number of children who are determined to be disruptive.
Ultimately you cannot force children to leaggu must persuade them that to attend to
what you propose teach them is preferable to aryeanative activity. Your chances o
doing so are much greater if you can présewr material in an interesting way and
when the class cooperate with you, rewtrein in a way whic they appreciate.

Many readers may wonder why it is necessary to look at non-verbal behaviour in such
detail. Does it really matter whether you stand with your hands on your hips, or lean back
against your desk? As we hope to showlois. Readers may alsmnder whether these
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aspects of performance are attieaching is all about. Wieould not wish to claim that
they are, but research suggebiat student teachers who wedgle to see their lessons as
a performance which might be more or lesgcessful managed better than those who
were more completely and personallwaélved. Those who niatained a degreefo
detachment were more able to perforracassfully. Selfknowledgéncluding awareness
of one’s non-verbal skillsebds to effective performance.

The success or failure ofiny lesson will hinge orthe effective use of the
communication skills at your disposal. These should form part of your authority, felt
subjectively by your class as linking you to the structure of your school. It may seem odd
that such skills are observég pupils and are understoadthe sense that they convey
authority. Political speeches offer a ghala—some politicians are more effective
speakers than others; a feve aeally charismatic. The ability to speak persuasively can
make a major contribution to political success, but Atkinson (1984) has shown that it
depends on remarkably simple techniquefediive speakers tertd package their ideas
in formats, such as contrasts and three-pdst (islever in the field of human conflict has
so much been owed by so many to so fewjch make it easy for an audience to predict
when the speaker willdish making a point; they caneih respond immediately. Speake
and audience then seem to be ‘on the saaeelength’ as each other. The natural
assumption must then be that the speaker is particularly persuasive. In other words, the
manner of delivery governs thesponse; because it is rdpdaken in, the audience will
form their impression from thdelivery, even if they remaber little of the content.

Significantly, many of the signals used by politicians to coordinate an audience’s
response are conveyed not in the wordskep, but through the non-verbal ‘back-up’
given in the speaker’s postural and facias;uone of voice and speech timing. Atkinson
suggests that politicians have to use relatively simple techniques as this is the only way
that the response of a large audience casybehronised. Eveso, speeches frequently
misfire through faulty technique—if the aedice cannot predict wheo applaud, they
either do not applaud at all, or only hesitgnafter an embarrassing silence. The speake
does not seem to be ‘getting through’. Charisenspeakers often seeim be able to time
their speech so that it overlaps with tnedience’s applause, towithout the importan
points being drowned out; thus they appear to have to struggle to keep their audience’s
enthusiasm under control. Atkinson suggests that most interactions, involvingrsmalle
numbers, will be more complex, and thesrtainly seems tapply to teaching.

Formal or informal? And what about the subject?

The more informal theapproach and the greater the pafrthe children in the smooth
running of the lesson, the more subtle your classroom skills need to be to maintain thei
interest in tasks which some at least waubd have chosen freelin a generally formal
school setting, as an inexperienced teacbercan derive considerable support from the
structure of the school rules, provided that you make sure you know them thoroughly,
and can conduct lessons which are effectiveneif your relationship with the class is
rather cool and distant. In u a setting the pilp are equally awaref how, as teacher,

you should show your authority; any shortfall on your behalf may be immediately
perceived as a sign of weakness. ‘Mastachers’ in such schools, who are often highly
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popular with their classes, have much warmer and more humorous relationships with
their pupils. You can aspire to this desirable situation only as your skills improve; as we
shall show, such relationships depend on the class’s knowledge of the limits you will
allow. Experienced teachers aimove to a new school are sometimes surprised by the
sudden need to put effort into controllingeithclasses; they amot always aware how
much they previously relied on their thorough, but subliminal, knowledge of the formal
and informal procedures of their old school, and their reputation among the children.
More progressive and informal school sejimrmake the inexperienced teacher’s task
easier in some ways, because there is ddsa ‘them and us’ atmosphere to set the
children against you. You still need authottibyconvince them thatour subject is worth
attending to, and to get them to work steadily through the difficult or dull areas which are
present in every subject. Wigechildren expect warm antbn-restrictive relationships
with teachers, you must exise your authority on a narroorderline between coldness
and over-familiarity. Every school contains difficult children; in dealing with these in the
more informal situation you may have to refpre on your own authority, whereas in the
more traditional establishment a framework of rules would provide more assistance. In
fact our videotapes show ah the real differences tweeen classroom processes in
progressive and tréibnal schools are less great thitie apparent ones, simply because
the children at schools tend to have memnilar attitudes than their teachers. In a
progressive school ddren may have no uniform, address the teachers by their first
names and come in freely éhoose their own seats inetltlassroom, but this does not
mean they will treat you as a friend; if@mal school, uniform, lining up outside the
classroom before going to designated seat$,aaldressing you as ‘Sir’ or ‘Miss’ are no
guarantee of order—yet nor do therevent warm relationships.

Figure 1.1Six pupils occupying their positns during Ms. Discord’s lesson.
The seating arrangement wagtodir choosing and held its own
significance
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Just as the similarities between differericads arise because their children react to
teachers in similar ways, so similar {ast apply across subjedioundaries in the
secondary school. When children move from History to Home Economics, they are still
the same children, and theffdrent subject matter does noean a complete difference
in the social relationship they have witkeithteachers. Children are generally unawdre o
the intellectual structure of the particular subject, as you understand it—this would
require knowledge which they are still in the process of learning. You cannot rely on the
appeal of your subject itsebhy the lure of completing theunderstanding of a particula
branch of knowledge, to appeal to any substantial number of your pupils. Some children,
especially in the younger agyroups, will be keen to learn, whatever you do. The
majority will learn if you make it emotionally rewarding—especially if the alternatives
are unrewarding. Their learning depends arsatisfactory teaei/pupil relationship,
which is likely to remain independent of and unconnected to specific subject structures.

Teachers usually see themselessteachers of a particulsubject, and ofte feel that
it is only possible to learn aful lessons from other teackenf their ownsubject. Pupils
are far more likely to be impressed by what is happening in your relationship with them
than by the finer points of the subject. What is more, their like or dislike of you may
powerfully affect their attitude to the subject, and indeed drethey continue or drop it
when option choices become available.

Figure 1.2Shows the ‘mitigators’ affectintipe pupils, each geradly regarded
as having potential for slowingy damaging pupils’ educational
progress:

a known family background conflicts

b reading age below 9:00
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¢ probation, and or problems with the police
d anti-school/authority problems

e confirmed educational hdicap other than low reading age (dyslexia etc.)

Hidden problems in the class

It is very likely that some of your pupilgerformance will be aéfcted by psychological

or social factors which intezfe with their learmig. Recognising these factors, formal o
informal, in or out of the classroom, is a skilled process, normally resulting from the
gradual accumulation of evidem about the child concernefls a new teacher you may

be able to make some early identifications, but usually you will simply not have
sufficient information at the start to make effective judgements or to devise
independently an appropriate strategy to sslweh problems. The words ‘at the start’ are
crucial; if you wait until you hee got to know the childreso that you can react to them

as individuals, the class will long since have made up its mind about you and will be
acting accordingly. You have tget to know twenty-five othirty children; they only
have to get to know one teacher.

As we shall describe later, an experientasther often makes it quietly clear that she
is in charge within half a minute of entagi the room. Videotapesf a class as they
encounter a new teacher sometimes show tieivning realisation that she is a ‘soft
touch’ after only five or ten minutes. Let us take an actual example. Ms Discord, a
probationer teacher of music i large comprehensive schofound herself taking a
particularly difficult class of third-year pupils. It was evident from her initial contacts
with them that although immensely enthus@swvell prepared and sympathetic, she was
unable to make these factors count in terms of her relationship with the form. After only a
few lessons, the *honeymoopériod, she had serious discipline problems and the pupils
lost interest in the subject &seir challenges to her authoritycreased. It is not hard to
imagine the frustration and anxiety which this situation produced after all, her intentions
were admirable. She had been told that the class were failing iedadist and that they
had been labelled as failures. Armed with this limited information she had structured he
lessons to cater for what she consideretigdheir probable indidual needs. So what
went wrong?

Firstly what she could not have known at the outset was the number and complexity o
the problems affecting each pupil. Looking at these factors for just six members of that
class, Figure 1.1 shows six boys as théydsaing her lesson; §ure 1.2 shows how each
of the six was affected byve well-known circumstances likely to interfere with thei
classroom performance. Already we have mglex pattern, likely to tax the skillsf o
even the most experienced teacher.
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Figure 1.3Shows the results of a like/digi sociogram drawn from the results
of questionnaires completed filhe whole form. Only those
responses relevant to thparticular group are shown

Like for -------- y E—

Dislike for. f——

Figure 1.3 adds a third factor. It is adiHislike sociogram (a diagram of cliques,
friendships and antipathies within a growghich, as well as looking like a schematic
presentation of Custer’s LaStand, indicates ehpotential social flashpoints. A teache
who already knew the group might try to control seating positions so that potential
opponents were out of reach, airleast keep a careful eyfer instance, that the boy in
the front row was not being teased. As a teacher you could ruimto further problems
if your efforts to encourage this child antagonised the others, and you did not understanc
the reason for their recalcitrance.

Obviously, knowledge of the children’s backgrounds and relationships can be helpful,
ul, but you cannot rely on having it, and must be able to cope without. Even if the
information had been available to Ms Discord, she might have found it difficult to
remember on the spur of the moment wigddted to whom. Mangxperienced teachers,
in fact, purposely avoid gettijnthe ‘low-down’ on a new c&s from its previous teacher,
so that they start with clean slate. They know thataifchild has had a personality clash
with the previous teacher, thigill not necessarily recur with their different approach,
provided they are not warned into going looking for troulblds makes it essential to be
able to spot what is happening as it happémshe more formal classroom, this has to be
done by watching the pupils.

What is clearly evident from it example is that in ordeo be effective, a teacher’s
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sensitivity to the learning needs of pupils must go hand in hand with a structured and
controlled working environmeénMany of the pupils in this example did not see Ms
Discord as holding any authority over them. Their rejection of her authority led to he
punishing the class as a whole and henceventual resentment of the help she was
offering. As Robertson (1989) suggests, puaits well able to recognise what constitutes
authority in their eyeswhether it is subjedvased or based on skill in social dynamics.
What Ms Discord lacked were those sociallskithich reflected théeacher’s status and
authority so she could hold the attention anédatithe actions of thclass. This was ifa

more important than any specific or individual needs the boys had.

SUMMARY

The classroom situation and the teacher’s rolg differ from normal social situations.

This can cause problems for you as a neacher, especially as the class may feel
justified in disregarding teactsewho do not conform to the teaclrole as they expect it.
Despite superficialdifferences, teachgmpil relationships show many underlying
similarities in formal and informal schools and the same interactional skills apply. These
skills are valuable to you as a new teachedealing with class situations, because you
are unlikely to have detailed knowledge of pupils’ circumstances and backgrounds.



Chapter 2
What is non-verbal communication?

In this chapter we look at the types of signal covered by the term ‘non-verbal
communication’; the following chapters cover how they can be applied in particula
circumstances. Non-verbal communication can be defined in a range of ways, but in this
book we are concerned with non-verbal signused in face-to-face interaction mainly
actual behaviour, but also signals such as dress and room arrangement which you or th
children may ‘set up’ before yomeet each other. These ‘st signals allow you, more

or less consciously, to plaxhead and alter what happevizen you actually meet. We are
excluding aspects such as the design ardt-gaheme of your classroom, which are
included as non-verbal communication by some authors, but over which you usually will
have little influence.

In contrast to the approach in the reétthe book, where we look at the group o
signals which are used in a particular context, such as getting attention, we will look here
at each type of non-verbalgsial in turn. We then need to look at the ways in which
different individuals’ use of non-verbal signals can vary. When we make rather definite
statements below, on the uses of particsignals, this is based on English culture. Some
types of non-verbal signal show more differences between cultures than others, and this i
discussed in the last section of the chapter.

TYPES OF NON-VERBAL SIGNAL AND THEIR MEANINGS

We are mainly concerned witvisual signals: facial expression, gaze, head and body
posture, hand movements, interpersonal distance and spacing; other non-verbal signal
such as the intonation and pace of speat,dress, are covered more briefly.

Posture and spacing set the scene for tardotion between people. Under classroom
conditions, use of space, personal distatmech and posture are related. The message
they convey depends on what else is lesppg at the time; they often indicate the
intensity with which the main signal is being sent.

Gaze indicates attention amavolvement. Inmost cases people do not look at each
other continuously; the gpopriate level of gaze vias between situations.

Facial expression plays a majmle in conveying feelings. It can also be used to
indicate to listeners whatey should feel about thsibject being discussed.

Intonation, like facial exmssion, can be used to show listeners how they should
respond to what is being said. It can convey enthusiasm, authority and so on, but it alsc
plays a major role in stressing the mairdaubsidiary elementsf an explanation ro
argument. Timing in speech sends similar messages. Theimgen speakers, especially
the time a speaker or questioner is prepavedait for a response (wait time), indicates
aspects of the relationship such as the degree of respect for the other’s contribution.
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Hand movements fall into three main groups: wielding movements such as picking up
and moving things, which do not have a communicative purpose; speech-related gesture
which convey messages about the subject that is being talked about; and relationship
oriented signals. Under classm conditions many of the latter are signals of dominance
or control.

Posture and use of space

We deal with these signals first, because the layout and use ofispheelassroom are
usually set up by the teachefore teaching starts. They therefore help set the scene fo
the ensuing classroom drama. We can undwisthis most easily if we look first at
personal distance and touch, to whepacing and layout are related.

Personal distance influences the intensity of a relationship or of a communication
within a relationship. (Hence we speak metaphorically of being ‘close’ to someorie, or o
their being ‘distant’.) If you approach pupils more closely, they will be more warmed by
your praise, or more hurt by your criticism.mild rebuke from close to is as threatening
as a bellow from across the room; the increased intensity from proximity balances the
reduced intensity of the signal itself. Redd distance itself is ambiguous and conveys
little information on its own, but it increases the anxiety the other person feels concerning
what you intend.

If we reduce personal distance as far assjibe, we touch. Though its meanings are
the same as proximity, touch is an especipdiyerful and potentially threatening signal.
The recipient of your other non-verbal andbad signals can chesto disregard them,
but if you can touch somebody you can physically force them to do what you want. Strict
conventions therefore surround touch. Asadtah grow older, and therefore less willing
to accept praise, comfort or acism from adults, their teaehs have to be increasingly
cautious in using touch. Right through eduaratthough, pupils see some uses of touch
as friendly and pleasurable, so the adwoenetimes given thaeachers should newve
touch children under any circumstanceexsessive. The signifance of a reductionfo
individual distance, mentioned above, is largely due to the increased risk of touch which
it implies.

Posture often indicates whaparson’s intentions are, in relation to personal distance.
Leaning towards another person, whether sitting or standing, is an ‘intention movement’;
your intention, if you actually moved, would be to get closer to them. The posture
therefore indicates increas@uensity of communication, as does touch itself. Leaning
away sends the opposite signal. Leaning over someone, or being higher than them, i
dominant and potentially threatening because if you actuallyted to attack someone
you could launch your attack better from above. Sitting or kneeling down to someone, at
or below their level, is correspondingly non-threatening. Standing up is dominant, not
only because it gives you héig but because it gives ydreedom to move around and
regulate your distance from pupils. Sitting down sends the opposite messages, especiall
if you then allow the pupils freedom to move around in their turn.

Classroom layout is a frozen formali®n of personal space. How the space is
arranged, how individual pupils are positioned and who has freedom of movement are
aspects of classroom organisation which send messages about how you intend to run th
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classroom. Very often the teasts table is set apart, iraditing a psychological distance
between her and the children. thre formal classroom, chilen who sit at the front or in
central positions are more inveld than those on the periphery, distant from the teacher.
Friends usually sit together if they are allowed to do so, and in the informal classroom,
where they face each othegzg adds to this closeness.

Gaze

There are some similarities between theoant of gaze and personal spacing. A child
being reprimanded may often look down or away, avoiding your eye, to distancefhimsel
from the unpleasant experience.

Most classroom communicatigaquires teacher and child meeet each other’s eye, at
least intermittently. Sustaidegaze indicates close interest in the other person; like a
close approach it can be stressful becausenged further cues to interpret whether the
attention is friendly or hostile. For this reason you may find the concentrated attdntion o
a class disconcerting, especially if theg tise concentration frown, described below.

Facial expressionand head position

Both these sets of sighalsvblve the head; but they are distinct and can be combined in
various ways. Expression is the more important.

The effects of head positioneaoften the same as thosepofture on a smaller scale
a raised chin (‘looking down your nose’), like standing over someone, is dominant; a
bowed head, like kneeling down, is non-threatening. A distinctive signal, much used by
some teachers, is the ‘head cock’, witte thead over to one side, which signifies
sympathetic interest.

Research shows that children, from theigu years on, judge whether the overall
meaning of a non-verbal signal is friendlyr negative primarily from the facial
expression. Other aspects, such as geanaeosture, have a subsidiary influence.

Smiling and frowning are the most sali@dssroom expressionthe frown can cause
confusion because it caimply concentration as welbs threat or anger. The
concentration frown looks exactlike a slight anger frown; the two cannot be told apart
without other cues. Thelpok the same apparently because a slight frown helps you see
more clearly, whether what you are lookingrégrests or annoys you. Pupils may use the
concentration frown when listening intently you, or you may use it yourself, to stress
what you are talking about, Bkthe puzzled and surprisedpeassions described in the
next paragraph.

These two common expressions—the puzblexv and the surprised frown—are often
used like gestures, to indicate how the pupils should respond to what you are saying. By
using the appropriate broexpression you signal whether what you are talking about
requires pupils’ close attention, is diffic to understand, or is interesting and
unexpected.
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Intonation

Presenting examples of intdimn really requires the use aftape to accompany the book

(as used by Brazil, Coulthard and Johns (1980)); the limited amount we can convey in
writing does not mean that intonation is unimportant, however. The most important
distinction is between ‘proclaiing tone’, which falls towards the end to the phrase, used
for new information, and ‘referring tone’, wdh falls then rises towards the end, used fo
what is already known by thigstener. In an gxanation or a story, proclaiming tone
marks the sections which advance the argument, referring tone those which fill in the
detail. Children are sensitive to these differeringsne from an early age; pre-schoolers
can use them appropriatelhen retelling a story.

Effective teachers have animated intoorg ‘flat’, unenthusiastic speech shows
uncertainty. You can manipulate how you use the tones; if you use proclaiming tone
repeatedly with the same information, bpeatedly indicating it is new and exciting you
may improve the chance of the class actuddliging it in. Equally, politicians, fo
example, use referring tone when talking d@tsmmething controversial, to imply that all
reasonable people accept theiew. Other intonation padtns include the measured
speech of authority and the haahe of sarcasm, as wal the meaningful silence.

Gestures and hand signals

We have grouped speech-related gestures ratadionship- or emtion-related hand
movements together, though the mességeg convey are very different.

Speech-related gestures serve two purposestlyFihey can provide a concordance to
the speech, marking out its structure and hoig tb be interpreted. Secondly, if they
carry some of the message, they force listeners to watch the speaker as well; if they only
listen, they will miss part of the meaning. If it is not overdone, this can be an effective
way of manipulating pupils’ attention.

Animated speakers use gestures msiteely to punctuate their speefieats)and to
illuminate the ideas they are talking about. Some subjects lend themselves to
pantomiming(a biology teacher as gorilla is a vivid memoryfrom thirty years ago).

More soberly, talk about shapes (such aditieeof the trenches in the First World Warr,
or the shape of a mathematiesjuation) or movements (such as rocks rolling along and
eroding the bottom of a stream) may be illustrateécbgic gestures; the gesturing hand
traces out the shape or imitates the movemi®lathematical ideas (or ideas in athe
subjects) can be represented by gestures hasvmathematical equations; as ideas have
no physical form, these ametaphoricgestures. Mathematics is a precise subject, and
this precision is represented by the foreéirtp-thumb precision grip being made in a
vacuum. Thumb and finger carefully hold tmisible idea for theclass’s inspection.
This is only one of a range of gesturesichhmanipulate ideas as objects, to show the
audience how they should be handled mentally.

There are various other hand movements which can be described as more relation-ship
oriented. Some, such as nominating whom is to talk next by pointing at them, or holding
up a hand to stop them talking, are quick movements related to gesturing; but there is ¢
range of more static hand postures, relate status and confidence. Folded arnts, o
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hands on hips are dominating or threatening, while a range of fumbling or preening
movements indicate stress or atyi You are most likely tase these at stressful points
during the session, for instance during trans#ifsrom one class activity to another, when
delay and disorganisation are possible.

GROUP DIFFERENCES IN SIGNALS

So far we have assumed that everyoaeeives the same message from the same
nonverbal signals. However some non-verbal signals vary markedly in the way different
people use them and the magss they convey, while otfseare much more stable.

What counts as fashionable dress, for example, changes, usually, from month to month
We may recognise a fashionably dressed tegonewithin the limis of school uniform,

a fashionably dressed child!) as being aipaldr kind of person, even though we are
constantly having to look for something new.

On the other hand, a smile usually means pleasure (though if it is a sardonic smile, we
may not share the pleasure), whether we & in the classroorjungle or among the
head-hunters of New Guineailrfr actually exists of firsencounters between Westerners
and isolated tribes in New Guinea, who were able to commurgaite effectively with
each other despite no shared language. Hheyed signals fofriendly and surprised
expressions, though other non-verbal signeush as those for counting, were different.
Though we need to bear in mind individual and cultural differences in understanding
non-verbal signals, if you could communicate reliably in Papua New Guineahgold
be able to get through to the natives of Papplewick.

In discussing the various types of non-verbal signal, we therefore distirgpiigben
universal (e.g. smiling) andculturally variable signals (e.g. counting). Though this
distinction is a bit over-simplified, it is useful in pointing out the types of signal—the
culturally influenced ones—where possibilities for misunderstanding are greatest.

There is good evidence thatettsmile, for example, is aniversal signal, based on
genetic predispositions. We can be faidgnfident of the meaning of such universal
signals, though during childhood their use is affected by culture and individual
experience. For example, the confideptus face’ (looking down your nose ta
somebody) starts off in pre-school children as a universal and very definite signal, used in
confrontations by the winner. With age it comes under more control by the child, and
becomes more subtle. Dominant children use it in a wider range of situations, often when
coping with non-social problems. In other words, older children tend to radiate ‘effortless
superiority’; their self-confidence is visible to others evefotgethey interact with them.

This self-confidence carries through to adotiti; student teachers who were confident at
the time of their selection interview tended to do better on the course and when they got
jobs.

Most facial expressionsgaze, body posture, interpersonal distance and hand
movements such as pointing, fall into this group, in which the meaning of the signal is
stable, but the accepted usage for it varies aoaptd culture, or even within cultures.
Though some faciabxpressions, such as that efaf, are universain some cultures
(such as Japan) it may be bad form to shioem in public. Equally, closeness and touch
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show affection and friendliness, but are bad form among men and older boys (except fo
footballers!) in England and America, but yrfeeely be used by Arab, Eastern European

or Italian men. As a result the Japanese iIpa seen as inscrutable and the English as
cold and reserved by members of other cultures.

Culturally variable signals offer rich possibilities for misunderstanding. Two
wellknown gestures in the United KingdometW-sign and the thumbs-up, are culturally
based and learnt by each wmidual who uses them. Howevef,you go hitch-hiking in
Sardinia you should beware of hailing a car with the thumbs-up, which is an obscene
insult there. The driver tts accosted will express higi in no uncertain terms;
however, he will be quite unimpressed by your V-sign in return, which in Sicily is an
innocuous ‘victory’ or ‘two’. Gestures and intonation are the most prominent gréups o
culturally variable signals.

When a signal is culturally variable, weust look out for misunderstanding between
members of different cultural groups. lby are teaching ethniminority children you
should be on your guard against misunderstanding such signals, and being misunderstoo
when you use them yourself. \&n a signal is universal, problems may arise not with the
signal itself, but because its use reflects d#fiférunderstandings of the situation. Thus a
downcast gaze means subservience, but Westaahers often want children who are
being reprimanded to look ahem. This can lead to glems if the child being
reprimanded comes from a culture which s$es obedience to elders (American teachers
have had problems of this sort with Angam Indian children) oshares the teacher’s
culture, but is withdrawn orhy, and therefore ore findsdking at the teacher, with its
undertone of challenge, too risky and stressful. On the other hand, among American black
children, for instance, returning the teathegaze is defiant. The teacher unwittingly
helps them to subvert her authority by requiring them to look at her.

Unfortunately there is little research on cultural differences in non-verbal
communication among schoolchildren in Britain. Most of the available research is on
American children, geecially black children. This indicates, for example, that black
children tend to stand closer to each othertartduch more than white children. English
pre-school teachers tend to touch blackdrkih, especially boysnore. This has been
interpreted as control, with the teachers gestricter with blackoys; but English black
children may interpret the touch as friendly, in line with their American counterparts. We
do not know if American and English black children behave similarly, and we have
hardly any information on other important groups, such as Asian children. American
research suggests that the mambal behaviour of adults from immigrant groups changes
over generations as they settle in, but there is no corresponding information for children
in England. Children learn tepeak English with the locdialect, but we do not knov i
their non-verbal communication takes on the corresipgridialect’.

This last point is one reason to be cautious in assuming children will necessarily have
communication difficulties. If they comtue to have problems, this would reflect
prejudice rather thapoor communications. A further i from American research is
that parents often see education as a critmate by which their children can advance in
a potentially hostile environemt. They may therefore reggeachers who seem to them
to be making undue allowances for their children out of a misplaced sense of equality,
thereby permitting them to cut themselves off from vital opportunities. This means you
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must try to find out what not only children but also their parents perceive and understand
in educational situations.

INDIVIDUAL DIFFERENCES IN SIGNALS

An individual childwho is withdrawn or shy may aldod looking at the teacher too
stressful for similar reasonBor children of the same cute as the teacher, individual
variation leads to different responses to theesaituation. These in turn are reflected in
different non-verbal behaviouand different responses tmur behaviour as teacher.
Withdrawn children may encounter problebecause they are over-sensitive to signals
which a normal child would ignore, or besautheir uncertainty leads them to send
inappropriate signalof stress. On the other hand, disruptive children seem to be poor at
picking up early-warning sigt@which indicate potential odrontation with the teacher.
They therefore unexpectedly find themselves in aiolWwn confrontation, which a
normal child would probably have avoided. From their point of view the confrontation
may be unjustified, and &y may react accordingly.

This reflects the general tendency of children with special needs to develop nonverbal
skills more slowly than normal childrer¥ou may find that spcial needs children
continue into their teens to take ironic statements literally, whereas only the youngest
normal schoolchildren would do this. By the secondary years normal children use the
non-verbal components of the message to go beyond the literal meaning of the verba
components. However, special needs childreact similarly tonormal children to
changes in classroom layout from tables to rows (Chapter 3) and to the controllifig use o
touch (Chapter 9). Ovelathere are likely to be congdable individual differences in
the ways children with special needs re@achon-verbal signalsThese differences will
be of two types. Firstly, there are the delayslevelopment mentioned above. Secondly
there are specific differences in sensitivity. Sensitivity may be reduced, as for the
disruptive children mentioned above; or it ynbe increased, as for autistic children.
These are hyper-sensitive to social contady ttiherefore react to normal social contact
in the same way as normal children woud@gct to hostile contacittempts to get them
to respond by normal tactissich as looking at the teachmerely increase their aversion;
they are more likely to respond if an adult approaches them but does not attempt to make
contact by looking at them or talking to theim these cases chikelr’'s responses are not
totally outside the range of behaviour which normal children would show under extreme
conditions; they merely produce them in contexts which reflect their abnormal
understanding of the situation.

SEX DIFFERENCES IN SIGNALS

With the exception of some gdship signals (discussed in Chapter 9) both sexes use the
same range of signals (with a few trivial difaces in adults due tmdy structure e.g. in

the way the legs are crossed). Most of oaverage, therefore, refers to children and
teachers of either sex. Males tend to baemassertive than females, and some signals
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which tend to be thought of as male are assertiveness signals which are shown by botl
sexes, though more commonly by males. Similarly, females tend to use more sociable
signals, such as smiling, but thisaagis a difference only in frequency.

SUMMARY

This chapter summarises the non-verbhbnnels available and the messaged sen
through each. Three broad types of messagseamt through non-verbal signals, the imos
important being messages identifying feelings, both positive and negative. These feelings
can be about interpersonal relationships, such as praise, interest or criticism, or about th
subject matter of the lesson. Positive and tiegdieelings are conveyed mainly by facial
expressions, but secondarily by some types of intonation (such as wait time) and gesture
and head and body posture. The second godupessages, related to the first, is about
the intensity of feeling omvolvement. Greater intensity ggnalled by increased gaze
and proximity, though other signals such as speechmmlare used. For example, both
intense criticism and intensegse would be signalled by sained gaze, but they would
be distinguished by the facial expressioedisThe final group of non-verbal messages
supplement the meaning of speech; either by taking over part of the message or by
indicating how it is structured and can be decoded. Most gestures and the intonation
patterns of speech fatto this group.

The exercises allow you to assess how much your existing knowledge of non-verbal
signals allows you to judge intentions—both as isolated signals and as signals in context.

TRAINING MATERIALS

How much do we know already?

We have found that a common reaction when discussing non-verbal communication with
teachers is their tendency to dismiss muchtafs ‘psychobabblebr, worse still, as
descriptive inventions used to turn non-events into deeply significant ones! The extent to
which you can rely on non-verbal communication as a reliable classroom tool will
depend as much on your own reaction as anything else.

Research suggests that n@rbal communication can account fortop80 per centfo
impression conveyed and that most of usadmeady aware of muabf its meaning by the
time we are five, and reach an adult leveskifl by the age ofwelve to fourteen.

As a somewhat light-heartaédtroduction, considr your immediate reactions to the
following images—images that cartrie coloured by the spoken word!

Pictorial Exercise—‘Cat Pictures’

Question 1Which animal would you bprepared to approach?
Question 2Perhaps, more significantly, if you had to make an approach, how would it
vary with each display?
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Clearly these considerations have little to do with classroom situations, but they do
illustrate a point, namely that we are all able to read non-verbal images in such atway tha
we form opinions and react accordingly.

Applying these thoughts to the human field, the following exercise serves to illustrate
the power behind some of the more obvious stances taken by our pupils. Avid followers
of ‘tough guy’ movies may instantly recognise some of these stereotypes!

Single figure stances

Question 1What is your assessment of eaélthe boys in Figures 2.4-2.67?

Question 2Images can, on occasions, be as gomuis as the spokemord. Take the
stances depicted in Figures 2.7-2.9, for gXamand make an assessment of what you
feel each could be saying andwbat extent they are likelp present a potential threat to
your classroom control. They may be sending conflicting messages, so what else is
needed if the image is to beore clearly understood?

Figure 2.1

Figure 2.2
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Figure 2.5

Descriptive Exercise—dsing your knowledge’

It is important at the outset to examittee breadth of your existing knowledge and
understanding. Try using the exercises below to survey your existing skills. The
situations outlined may be familiar to you. If you have the opportunity, discuss you
reactions with others and, if it helps, develbg situations by linkig them to events that

you have encountered personally.

Situation 1

Jon and lan are late for their lesson. Theyehjst had break on the field, which they
spent together, and have arrived in a somewlshtevelled state, ties undone, shirt tails
out and chewing gum.
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Figure 2.6

Figure 2.7
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Figure 2.8

Figure 2.9

Mrs Powerhouse, an experiendedcher, has been concerned with thelaviour and
attitude for some time and in particular thdeef that they have been having on the
remainder of her class. On their arrival shiead®ut restoring the balance of power in the
following manner.

She asked to see them both outside dlassroom, placing Jon some way up the
corridor out of earshot. She then spoke to lan: ‘Look at me, lan. Take your hands out o
your pockets, do up your tie and stand up straight. Are you chewing? Well take it out and
hold it; you can put it in the bin later/

She spent some minutes explaining herceom, on a number afccasions reminding
lan to face her. She then ended by saying, ‘Now let's assume tha #ligast history
and start again. Go in now and get your work out.’

During the whole incident she kept her eyes fixed on lan, but as he returned to the
classroom she placed a friendly hand on hmutder as he passed. Mrs Powerhouse then
turned her attention to Jon. ‘Right’, she said, ‘come here lad. Did you hear any of that?
Well I'm sure that you can guess what it was about ... .

The repeat performance over, all returb@the lesson and worked productively.
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This sort of situation occurs every daysichools, at all levels and ages, but why did
Mrs Powerhouse deal thiit in that way?

Question 1Why did she remove them from the room first? What may have been their
reaction if they had remained? How could tise affected the remainder of the class?

Question 2As she spoke to the boys, she mdden change their posture. Why did
she do this, and why is it generally so successful?

Question 3Why did she separate the boys wiske began talking to them? What
effect would this have had on the one waiting?

Question 41t may have been a successful ploytlois occasion, bueaving a class in
order to deal with miscreants can bedangerous gamble, especially for the less
experienced teacher. Can you suggest wayshich she could hee dealt with the
situation inside the classroom andl $tave retained her power and status?

TRAINING MATERIALS—ANSWERS TO EXERCISES

Figure 2.1 This posture is what most people thiof as an ‘angry’ cat. However, the
threat posture is a mixture of aggression (shown by the arched back androstil¢ail,
which make the animal look larger and méoemidable) and fear (shown especially in
the face and ears). This cat will probably eatr if approached boldl The vital point to
notice is that angry teat indicates an elemeott fear; thus if you shout at a class you are
conveying some degree of fear of them.

Figure 2.2 Fearful threat, shown by @rnered cat. The headssnilar to 2.1 and the
hunched posture is non-threatening. An animal in this posture would fight backf only i
attacked, but ‘feels’ itself to be in imminent danger of attack. If approached, it wilf flee i
it can. We hope you never expegenthis degree of fear indlclassroom, but there are
less extreme versions (e.g. Figure 7.16).

Figure 2.3 Dominant cat, which will attack regyl if its opponent does not retreaf. |
approached by a person, it yneecome more fearful (Figeir2.1). This posture differs
from a relaxed posture mainly in the steadyeyand rather deliberate, ‘walking tall’ gait.
The two main points are willingness to atbnce, and calm lack of defensiveness.

Figure 2.4 A cheerful extrovert at a school with a uniform, who was photographed
demonstrating adjustments to this unifoilfastrating typical forms of adaptation and
exaggeration. His alterations to the styling of his clothing show both awareness of the
then current fashion style and the self-confidenecessary to wear it like this. Such an
overt display as this wouldedrly be appreciated by higgrs. The relaxed, nonchalant
stance, with all his weight transferred to one hip, hands resting loosely in pockets and
head tilted to one side, indicates the leskkonfidence necessaty deal with a low-
level challenge from the teacher. Handledrectly, however, he should not represent a
high risk. Many experienced teachers woaigbid a challenge here, or at least couch
their challenge in humour; given jocular recognition and having made his point, the boy
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will probably be happy to readjust his clothing.

Figure 2.5Here we have the potential for troablThe aggressive stance, arms drawn
back, coupled with the raised jaw and fixed staall suggest that i character is ready
for conflict. The problem may have been causklsgwhere, but is potentially difficultifo
the current teacher to deal with. Later chapters will suggest how to defuse a situation like
this, but the first and most important rule shbe for the teachéo avoid echoing anyfo
these signals; to do so would be to invite confrontation.

Figure 2.6 There is little sign of potential cdidt here. This character is showing all
the signs of submission andfeat, indeed, it may be as otuas the teacher can do to
regenerate this pupil’s cadénce. The downcast face, lawd shoulders and loose arm
position all signal a pupil who has no stomach for conflict. This is not to say, however,
that he will not become part of a difficult situation, particularly if he is allowed to
become prey to peer-barrackingcause of perceived weakness.

Figure 2.7 Joint gaze and conversation accompatgnéion directed tdhe work; note
their orientation towards eachther, shuttingout communication from outsidef |
cooperation has been specifically forbidden, this could be a challenge, though thei
relaxed postures suggest not. Such codiperas likely to happen anyway, and the
prudent teacher will avoichaking a challenge df wherever possible.

Figure 2.8 An ‘interaction set’ (the boy facing away from you is acting as the
boundary of the group) waiting for the start of a lesson. Rough-and-tumble barging and
chewing uniform are likely to be against tlubes of most schools; their direction of gaze
indicates that the boy on the right is monitoring what the reaction will be. The boy in the
centre indicates the importance of aate and speedy reaction. His apparently
threatening moves are in faftinching away from a strike from the boy on the left. In
avoiding this attack he bumped into the boy on the right, who counterattacked him. An
inexperienced teacher migbasily punish him for his appently offensive behaviour,
when he is in fact the @akest member of the group.

Figure 2.9 This image may make you wonder wiyau have said, either because you
perceive this as a pupil who is totally absorlwed alternatively, o@ on the point of a
nervous breakdown. The staosupled with a neutral ex@sion and furrowed brow, are
commonly seen in people in a state elep concentration, veim reading a book, fo
example. The arm hold, however, seems tticate a level of anxiety. This picture is
ambiguous in this respect and is difficult to read out of the context from which it was
taken, but give yourself a point if you read both interpretations!

Descriptive Exercise—'Using your knowledge’

Question 1

Mrs Powerhouse’s decision to remove both pupils from the room was an astute move.
Not only did it have the effect of isolating them from their peers and removing the
possibility of visual and verbal back-up (smiling, laughing, etc.), but it also left the class
in the dark as to how she was using her authority and removed the possibility of he
exposing her weakness if she had fattetiave any effect on the offenders.
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Question 2

Adopting a specific posturalttitude when speaking the boys was another successful
tactic. She took the first boy through a series of status-reducing exerices; standing
straight, removing hands from pockets, and insisting on eye contact is an excelleft way o
showing that you hold the status to do these things and, in the process, strips the pupil o
his assumed power. In normal social intéats equality is signalled by neither side
having the right to comment on the other's non-verbal postures. Assuming that righ
indicates a clear hierarchy. If we think otthituation within the Armed Forces, this is a
common exercise withew recruits when establishingetbhain of command. Particularly
powerful in this approach is the making ameintenance of eye otact. Pupils who are

low in status will find eyecontact from the teacher unmigrg, as they know it has no
affectionate interpretation and mukserefore reflect the opposite.

Question 3

Separating the boys was yet another useful ploy. By distancing one pupil she was
exercising her authority in showing that she has the power to do this. In addition the boy
is placed at a distance from which he isabie to follow the conversation. He has no
alternative but to use his imagination, and seeing his friend being stripped of his
challenge will only serve to reduce his own.

Question 4

No matter how much authority you hold oveclass, leaving them, even for a moment,
can be a risky business. To deal with thisblem equally effectigly in the classroom

she would have had to have separated the boys in some way, keeping them at the front
the room, facing her and so that they werdai®d from any symplagtic or reinforcing
gestures, particularly eye cawet with their peers. Thdtarnative would have been to
allow them to take their plade the room and go to themm situ,ideally speaking to them

from behind, after ensuring that the remainofethe class are busily engaged on the task

at hand. To make this approach reallgcassful she would have needed to whisper,
thereby giving the opportunity to move in close to the boys, invading their personal space
and adding a further measure of discomfort, to reinforce the message.



Chapter 3
Stage directions and props

Some aspects of non-verbal communicationtsiflbroadest sense, can be arranged before
the lesson starts. These include the layout of the room, which can influence
communication with the class in generawoth specific childrenand dress cues, which

both teacher and children can use as a fixgdadito everybody #y encounter of the

kind of person they would like to be takas. These factors hattee enormous advantage

that you can arrange them with time to eefl and if necessary to consult colleagues:
unfortunately their effect is not strong enough to overcome disastrous execution during
the lesson itself.

Goffman’s (1972) ‘dramaturgical’ view of social interaction—that in front of an
audience social actors penforroles which may differ sharply from their private
behaviour—applies very obviously to the old-style formal classroom, where the teacher is
actually raised on a dais in front of her aamdie, but is appropriato all classrooms. Fo
instance, Delamont (1976) describes they wa which established teachers with thei
own teaching bases were able to present then personality angiew of their subject
by their room displays of books, apparatuspictures. By contrast, new teachers were
shown to be marginal members of the staff by having no base in their subject area, sc
they often had to move round like the children, with no right to control the environment
of their classroom. (One of wscalls teaching science in ardinary clasroom with no
gas or water as a triumph of improvisatioreoeurriculum which did not greatly impress
the classes he taught.) In many schools, of course, this segregation between the
established and the novice is not displayed in the same way, as all teachers move fron
room to room, though specialist subject rooms serve as discipline-specific settings.

THE EFFECTS OF SEATING ARRANGEMENT

Seating arrangements such as a circldhhanseshoe of chairs are often suggested fo
lessons where everybody in the class is aftiinvolved, for instace discussions, music,
or language work. Here the seating arranggnaed positioning of the children is being
used to convey an expectation of the lesson process, and you will often move the
furniture between or within lessons to fit the work you plan to do. (Incidentally, you
right to rearrange the furnituggain indicates your superior status relative to the class.)
By contrast, primary teachers both in England and Australia, who felt they had had open-
plan schools imposed on them, restored the more formal arrangement they preferred by
arranging desks to face them, using cupti®ato wall off their area and limiting
children’s freedom of movement to areaseowhich they couldmaintain effective
surveillance.

Classroom arrangemerdssigned to facilitate particulainds of class interaction are a
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‘fossilized’ example of th way social interaction is inflneed by distance. Hall's (1966)
pioneering book pointed out that people space themselves out in characteristic ways in
normal interaction. Though subsequent work has shown that things are much more
complex than Hall's original classification sche suggests, it is still useful as a means

for organising our thinking. Hall termed the normal spacing of two to five feet, which
people adopt when talking to friends acquaintances, sitting or standing, ‘social
distance’. Teachers are likedo sit or stand at this distem in the staffroom; children will
adopt ‘social distance’ in the playground aasdroom when talking to each other, and it

is the distance to which children will approach when they are talking to you in the
corridor or at your desk or table. Peopleondre closer than thig ‘personal distance’,

run the risk of bumping each other acciddlyt and unless they have an intimate
relationship, they tend to move further apart. (Secondary pupils may use personal
distance subversively, a$scussed in Chapter 9.)

Personal distance increasas children get older. Yoig children are much more
inclined to stand close to each other or to adults, and they are more willing to touch or be
touched by them (Chapter 9). Because ofntplication of intimacy, personal distance
intensifies any conversation where it is usedethbr aggressive, astee, or helpful and
friendly (Chapter 9). One sign of your cortower the classroom is that you always have
freedom of movement so you can adjustirydistance from children and invade thei
personal distance if you want to, whergas often deny them freedom of movement.

Without indulging in a disgracef scrum, there is no way iwhich a class of thirty can
all be within social distancef the teacher; many must fall side this range, into Hall's
(1966) ‘public distance’ (Figure 3.1). Atithdistance a more measured and less subtle
type of communication becomes necessarys Tvery clear in large open spaces such
as playing fields, but the influence is allgapparent in the ordinary classroom. People
who want to hold an ordinary conversatioannot easily do so at public distance and
have to move to social deice, but the constraints ofildic distance are no problem
when talk is directed at a group inngeal, rather than a specific individual.

The effects of distance do not apply equally to all members dofldiss; children are
inevitably at different distares. If you spend much of the lesson near your blackboard o
desk, a child in the front row of the cla@sm may usually be at a social distancefrom
you, while one at the back wakeldom be out of public distance. Research since the1920s
has suggested that classrooms contain an ‘action zone’ where the teacher direétsmost
her attention and from which most of tletass response comes. That somechildren
receive vastly more attentidrom the teacher than othengas been welldocumented; as
we shall see in Chapter 7, this is probablgvitable. However, Adamsand Biddle (1970)
claimed that in a conventional classroonithwthe teacher at ceefiront, her attention
was concentrated on childrenarkite-shaped area in the centfthe classran. Those at
the rear corners of the classroom got littlerdtta; this isrelatively easily related to thei
distance from the teacher. Atdi it seems puzzlingthat thoaethe front corners of the
classroom also got little attention, butobservations on university seminars provide an
explanation. Students or chitdr outof the teacher’s main lird sight (in this case those
sitting at the ends of a table oneither sid¢éhefteacher) are efféetly ‘further’ from he
than those who areconstantipder her eye; being looket only occasionally from a
close distance isequivalent to being looked at often from further away! Classroom
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folklore confirms thesemi-immunity of the seats which are literally ‘beneath the teacher’s
notice’.

Figure 3.1Personal, social and public distance as the teacher moves round the
classroom (cf. Figure 9.3). Herlmeviour will have particularly
strong effects on the children withiersonal distance, but she will be
more easily able to influence children within social distance with
lower-intensity behaviour than the rest of the class

Subsequent research has indicated that Adana Biddle’s ‘kite’ is rather idealised,
and that the distribution of attention, wdiblways uneven, can take different shapes,
depending on the layout of the classroom, the subject being taught, and, no doubt, the
particular children being taught and the cliques they fall into.

Seating position and lessomvolvement—cause or effect?

A critical question is whether children choasaats to reflect thelvehaviour, or whethre
seating position itself determines behavicDhviously if behaviour can be affected by
seating position, you are offered a contethnique which does hdike most others,
depend on constant vigilance to detect second-by-second changes in children’s
behaviour. This assumes, of course, that goe teaching in a scbhlowhere you have a
legitimate right to control children’s seating position—if there is a formal or informal
rule that children can control their own sgatour efforts may be resented and resisted.
There is a widespread fedliramong teachers that arrargichildren in suitable groups

and moving them to enforce discipline @féective techniquesi/hile moving children
around is potentially a useful tactic, in most classrooms it needs to be applied with
discretion. As an obvious controlling tactic, it is likely to be resented or resisted if you
move children once trouble has occurred, frestablished positions they have chosen
themselves.

A general awareness of where potential btetmakers are likely to base themselves,
and the ability to show decisiveness in dealing with them, may serve you better. Fo
example, Ms Hola, a Spanish teacher in odewstape recordings, in her first oral lesson
immediately but pleasantly moved a group of boys out of a huddle half behind the storage
heater in the back corner of the classrodrhis was in her first couple of minutes’
contact with the class and before finding out whether these were the troublemakers. Sh
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thus gave herself the chance to start getting the interest of the subject and her enthusias
for it across in a quiet aneceptive atmosphere, havingesldy demonstrated that she
had control of the classroom (the successful progress of this lesson is dealt with in
Chapter 5). As another example, Mr Weathg's first move was to tell his class they
could sit where they liked, his second to thkm they could take their jackets off, as it
was a hot day (clothes are discussed in more detail below). Hgdlegpermissioffior

them to choose, indicating atice that he had the right tontrol these aspects of thei
behaviour, and that he was a sympatheticqrer$f he had left the class to make thei
own decisions with no previous word, he would have started to lose the initiative, as
anything he then said woulthve been a reaction to actidhey had already taken. We

will meet him again irChapters 7 and 8.

In more formal schools, you may usefully be able to arrange children in alphabetical
order at this stage in the school year, as Marland (1975) suggests, perhaps disguising yol
true intentions by telling them that this will make it much easier for you to leam thei
names. You then have the opportunity to show your benevolence later in the year by
relaxing your control ovethe seating arrangements.

The little research evidence on seating position which is available is somewhat
equivocal. Macpherson (1983), working in Aadian secondary schools, found that the
most dominant and disruptive children in tlass chose their owrating positions so as
to be as far as possible from the teacMiddle-ranking children sat between them and
the teacher, with the lowest-ranking (and most work-oriented) children closest to her. (As
the teacher was based in one corner of the classroom, thele‘hoibes’ were
concentrated in the other roer.) When the teacher countered this arrangement by
moving to the back corner opposite lisk and doing as much of her teaching as
possible from there, the seating arrangemsmddenly reversed itself. The dominant
children took over the previously despised sdst the teacher’s dk, driving the least
powerful members of the clage the back corner, so theyere once more under the
teacher’s eye. Here, clearlgeating arrangements reflecteldildren’s relative ability to
control their interation with the teacher.

A rather different picturemerges from Schwebel and Cherlin (1972), working with
primary children. When children’s seats reeswapped by the experimenters, children
who were moved forward worked more and were rated as more attentive and likeable by
their teachers. One explarati may be that once childreearn what the reputations o
particular classroom positionsearthey have to live up to their position in classroom
society, whether they chose it for themseleedad it chosen for them. This may apply
more to younger children; work with students suggests that by this age, individuals have
strong preferences and resist attempts tangh their style, wdther they are active
participants who normally choose central seatdpw participants who choose peripheral
seats.

Schwebel and Cherlin’s studsuggests that the effect eéating position may be as
much on the teacher’'s perd¢em of children and her expedions of them as on the
children’s actual behaviour. There is soesdence for this from a similar study by
Moore and Glynn (1984) on primary children in New Guinea; when a child to whom the
teacher addressed many questions swappesl wéhtone to whom she addressed fewer,
their subsequent levels of questionindglegted their new positions. Teachers, like
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children, get to know the reputation of fiemlar areas of the assroom and base thei
responses on this knowledge.

Seating arrangements: tables and rows

We have already mentioned that not being looked at makes the child feel ‘further’ from
you. Not facing you also magethe child feel ‘further aay’. The same applies to
classroom arrangements withe children seatedround tables, with many facing away
from or sideways on to the teacher. Thesetgpical of primary dwools and almost all

the research on the effects of these seamgngements has been done at this age; but
they also occur in science laboratoriesl axther practical rooms where large tables o
benches are needed to caoyt the work. Therds some evidence to suggest that in
situations like this, moving a child who is faciagiay from you so that he is face-to-face
can improve work and behaviour.

Available research on the effect of seatmgangement in junischools (Wheldall and
Glynn 1989 summarise this work) suggests that children’s application and output of work
improves when they are moved from tableups to rows, and deteriorates when they
return to tables. This applies for both norrohildren and those with special needs. One
problem here is that these studies weretsieom (a week or two with each arrangement)
and the differences may mainly reflecetimovelty of the semg change. However,
similar studies of mixed and single-sex groups found that juniors worked better in mixed-
sex groups, whether these were an experimental novelty or their usual seating pattern—ir
other words, moving children who normally tked in mixed pairs te@egregated seating
led to a decrease in performance. The oppafect occurred vth secondary pupils.

This reflects the change inilihren’s preferences from sarsex to mixed-sex informal
groupings with age.

When we remember the importance of peaations to children, it is likely that
children will take the oppdtunity to talk to each other if the layout permit, and seating
across a typically sized table is the best position for conversation (Sommer 1969)! People
of all ages prefer to face daother to talk, and a tableggles them at the distance they
would normally choose if they had freedom of movement. Obviously you can hope that
this conversation will be about the work, but you will have to produce stimulating work
to ensure that this is so; even then weoill probably have to keep a careful eye on
proceedings. Bennett, Desforgeisal.’s (1984) work in infant classrooms suggests that
children’s genuine attempts belp each other can often hawery limited value, simply
because by definition they have not yet achiba full grasp of the curriculum area they
are dealing with, and the blind tend to lead the blind astray. This effect will probably
occur at any age, though as children beconwe critical andmore aware of the
deficiencies of their own knowledge, theyytse more cautious ioffering advice. Olde
children are also much more aware of tHatiee cleverness of diérent members of the
class, and will probably terep their acceptance of suggestidnystheir knowledge of the
source. Bossert (19Y9ound that in classes wleremphasis was placed on academic
performance, children would only sit with others of similar ability, probably for this
reason.

Seating positions also provide an informatisgram. Our own expence is that it is
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possible to predict the children who will kmmutual choices on a sociogram by looking

at how children arrange themselves wheeytlare free to sit wherthey like. Seating
choice will fit friendship patterns more acctaly for high-status members of the class,
who will displace lav-status members and iatés: this is fortunate, as the higher-status
ones are more likely to cause you classroom management problems. As long ago as 196
it was found that American college studemnpsjudices relating to sex and race were
reflected in the way they segregated tkelwes in the classom. When prejudice
lessened, so did segregation. There isnailai tendency to segregate into clusters in
dining-hall queues and the playground.

Actual choice of seat is a relatively statimlex of feelings, but, as we shall see in
Chapters 5 and 9, children show their degree of involvement on a moment-to-moment
basis by mutual orientatiomnd eye contact. $eck (1983) analysed in detail a mixed-
sex group of seven to nine-yeads. One child had beenvgin a task by the teacher and
had to get the rest to carry it out. When ¢hédren were working as a group they formed
one cluster; if they were all listening to one child, all turned to focus on her, while if they
had split into pairs to work the pairsiemted towards each har, cutting off othe
members of the group (these patterns arstithted in the exercises for Chapter 5). The
teacher’'s assignment of aadership role to one chilsometimes differed from the
children’s existing hierarchy, dnthen, especially, much dfieir time was spent sorting
out who was in charge. The course of thesguments was clearly reflected in thei
postures. When the task was finished the group as a whole woulduppenthe outside
world by leaning back in their chairand looking round. Seating postures and
arrangements offer useful cues which you can use to check what is going on from acros:
the room; they can be taken in relatively quickly and you do not have to be able to hea
what members of the groupre saying to get a general picture of their level o
cooperation and involveemt with their work.

COSTUMING THE STAGE: THE MESSAGES OF DRESS

You will be well aware of your own need to ‘dress for the part’; you are unlikely to have
got where you are unless you have been@pately dressed for your interviews. Most
schools have unstated norms of staff dress. If as a new teacher you are going to have t
rely for support or assistance from yaolleagues, you are probably well advised to
dress as ‘one of the team’, as sé@ough the eyesf the children.

Children themselves, as we have alreadpliled, are especially ‘team-conscious’ in
the early secondary years darkeeping up-to-date withwhatever is the current
‘everybody’swearing it’ is one of the major crossborne by their pants. For example,
among football supporters, very complex systems of meaning for different items o
clothing and exactly how thegre worn (for example the &t type and positioning of a
scarf) can evolve (Marsh, Rosser and HaB®8). In schools wherehildren are allowed
to come in their own choice of clothes this can become an overriding obsession. They
may not wear their hearts on their sleeves,tbey will probably wear their assessment
of the relative importance of in-school and out-of-school activities (Figure 3.2)!
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Figure 3.2Two twelve-year-old girls, firm a 1983 class photograph in a school
with no uniform. The girl on the leftas tinted and styled hair, in
addition to her ear-ringand clothes in the currefashion. The other,
accepted by the rest of the class as its cleverest member, has more
‘pre-teen’ clothes and hair-style

In schools which have a unifo, the new teacher can usky look out for the badge
of the subversive, or check with establislvetieagues if a patterof clothing appears to
be consistently associated witthose who get up to dark deeih the back corner of the
classroom and refuse to come out. If thare uniform rules, yowvill be expected to
enforce them, and you will probably be tested on whether you can do this as soon as yol
meet the class. We have mentioned alibeeway in which Mr Weathering immediately
but positively asserted his control over whether his class could wear their jackets. Many
pupils gain peer status from slight manipulation of the school rules governing dress and
uniform (see the exercises fGhapter 2). Pupils with sudocial confidence often have
high influence with their peers (Caswell 28and tend to be acutely aware of the
dangers to personal status inherentairchallenge based on a clear infringemeit o
uniform or dress rules. Usually with thisrfio of deviant behaviour, posture is relaxed
and the child often smiles and directs cosa&ion only to close group members, all
indicating aclosed challengeln the next two chapters we move on to look at pupils’
behaviour, and especially textent to which it indicatea challenge tyou and whethe
these challenges are serioysen challenge®r closed challengesvhich you can take
with less concern. On the other hand, and more promisingly, pupils’ behaxamur
indicate fascinated acceptancendfat you are trying to do.
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SUMMARY

Classroom layout and dress are aspectmaf-verbal communication which can be
planned in advance to set expectations for the lesson ivls@rts. Distance affects the
quality of interaction, and pilp who are in the centre ofdttlassroom facing the teache
receive more attention than others. This ie doth to active seahoice by pupils and
differential attention by théeacher. Row seating arrangensgrand mixed-sex seating,
lead to higher work output for junior pupils, since they discourage social talk; but these
results may not apply for secondary pupBhort-term changes iohildren’s seating
arrangements reflect the progress of worll aan be used for monitoring pupils from a
distance. Dress is used by teachers, and regpecially pupils, to stake a claim for the
impression they wish to give in the classroom.

The excercises look firstly at how our attitudes to pupils and pupils groups are likely to
be affected by the position thepoose in the classroom, as well as how they form groups
and behave. Secondly we discuss the effect these patterns of behaviour might have on &
inexperienced colleague’s class management problems.

TRAINING MATERIALS

Few of us could, with all honesty, deny thet have attended lages, courses or even
staff meetings without at sontiene deliberately choosing wehe we sat. If you recall the
last time you sat at or near the back, waxy accident or desigri®ere you there with a
specific group of colleagues? Was it that you didn't want to attend, or at leasttdid no
want to take an active part? Do yoecall holding whispered¢onversations, reading
something that had nothing to do with the meeting, or having to ask someone nearby
what point on the agenda hbaden reached? The fact is thdtere we sit and who we sit
with does have a direct bé&ag on our active involvement with the task in hand, even as
professional and responsible adults and even if we have volunteered to be there!

So how much more significant it must be to a group of children who, amazingly, may
not wish to be ‘there’ in the classroom.

Pictorial Exercise:*Who calls the tune?’

The first irst exercise attgpts to examine the tendsn we have to change ou
assumptions as to a pupil or pupils’ intent, according to where they are sitting in the
room.

Figure 3.3 Assuming for the moment that the classroom seating arrangement is fairly
fixed (perhaps this is a lesson taught in haoteacher’'s room and you do not wish to
disturb things), examine the situationsliméd below and cons@ your reactions.
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Figure 3.3

Question 1If this were happening at the rezrthe classroonsome distance from
you, how would you view it?

Question 2If it occurred within the group immediately in front of you, would you feel
the same?

Question 3What are the signs that satiieg positive is taking place?
Question 4Are there any potentially negative signs?

Figure 3.4 With the secondagpire, consider how you could impose your authority on
the group by changing theops; in this case theirs!

Question 5Does this picture suggest to you that this group is likely to be disruptive?

Question 61n what ways could you suggest changing the situation to increase your
status and authority, but withbecausing unnecessary antagonism?

Figure 3.5 It is equally important when seftiyour stage to assess the condition of the
players as and when they arrive. By watchihgm carefully it is often possible to draw
conclusions as to where the potential problems lie and whether to adjust the set
accordingly. We look at this problem in the third picture.

Here we have a number of pupils arriving together.

Question 7Place them in order of concern angtt identify the root cause of your
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uneasiness.

Question 8Would you allow them to sit togethdfso, where and what limitations, if
any, would you place upon them?

Figure 3.4

Descriptive Exercise-Giving an inch’

Miss Newton, a teacher of Science, hasnfib herself having téeach one period pe
week of History to a class difteen-year-olds. She has not long been at the school and
has not had time to become ecognised member of the schabhff in the eyes of the
children. Her first few lessons with thisask went reasonablyell. She had prepared
their work meticulously and she fetat they seemed interested.

After a time, however, she fad that the class were forming themselves into groups o
cligues within the classroom. At the same time they began to pay less and less attentiol
to her, were often not listening, and began to act in a number of devious and disruptive
ways.

By half term, she found that she wagatting the lesson arsbcame more and more
concerned at facing this padlar group. She soon realised that she had to take action.
She took the time to discuss the situation with a colleague and described the way in
which she approached thes¢®n. This is a summary:
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Figure 3.5

I am always in the room when they arrives they come in | stand at the front
and try to direct them tait near me where there are spare spaces. Always,
however, a number, dnl know in advance which thewill be, sit at the back.
When | ask them to movedi stare directly at mie an intimidating way and

say ‘Why? We haven’t done anything/ | always make sure that a monitor hands
out the books and equipment, so thatr keep an eye on the class at all times,
picking them up every timsomething is said or inipd. Recently things have

got worse, and last week they would not stop talking or even listen to
instructions at the start of the lessoramh not sure what | am doing, but | do
know that they can sense that | am bothdxgthem and evea little nervous of
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them.

Question 1From Miss Newton’s description of her lesson, how would you imagine
that she is coming across to tlelass? What non-verbal signals would you ask hereif sh
was displaying?

Question 2What could she do to re-establish her status and authority with this group,
and how could she deal with the pupilBevhave formed themselves into a clique?

TRAINING MATERIALS—ANSWERS TO EXERCISES

Figure 3.3 This image was taken from a Dranesson where pupils were preparing a
improvisation. The mood of the lesson wdaxed, but productive, on the whole. Makin
judgements of a group of pupils is always difficult, particularly a large group like thi
one. However, the tendency here, if viewed from afar, may be to assume at first $ight tha
little is being achieved. Clearly, at the point of illustration only one or two pugls ar
actively engaged in discussion. This is chagdstic of conversational groups of any ¢yp

but it would be difficult, if this was happam at the rear of the room, to say if<hi
discussion was in any way productive.

There are positive signs here, however; signs that the group is working on a task. Th
gaze of all group members is specific in direstand focused on orppil (the boy, froh
left). The forward lean shown lige group members indicatie¢erest in the conversatio
and there is no attempt to block the viewtlbé teacher or to elck on her presence. @h
group at this stage do not represediract challengéo her authority.

If there are any potential concerns they centre onbthe whose relaxed, almios
nonchalant pose indicates higtatus within the class and is echoed in the response of th
remainder of the group. Additional concern may arise from the fact that he is learkng bac
from a group forward of the illustration and may, therefore, have little legitimate cause t
be holding audience in the first place. Ast¢her, you might wisto move unobtrusivel
closer to get a chance of hearing whetheirshmaking a highly constructive contributio
to the development of ideas in their group, minding their business rather than hig own, o
swapping impressions of last night's soap.

Figure 3.4 Changing props is, when appropria#a, excellent way of confirmingro
imposing authority. Here we have a brea&gwouple taken from the same Drama lesso
as Figure 3.3. The diversion from task isnéined to the two pupils front right, aseth
remainder of the group areilstlearly intent on the taskThe boy’s backward lean @n
clutching of the girl's chaiand their mutual smile andage indicate an involvement Wit
each other, rather thamith the task at hand!

The behaviour is still quite closed, however, and confined to the pupils concerred, bot
facts suggesting little attgpt to erode the teacte authority. Even so, it is important t
guide them back to task before thdiehaviour forms a pcedent and erodeseth
involvement of the whole group. Authority can be established by gently remindimg the
of the task, and asking them to return to thiginal seating arrangement. Further effec
could be achieved by insisting in the bogase that he remove his outer coat and niitten
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to comply with the school dress regulations. If these ‘reminders’ are given in a matter-of-
fact way they often serve titlustrate the power base tifie teacher without becoming
antagonistic, particularly if they are done with a smile and low-level humour.

Figure 3.5 This group happens to be male, although they belong to a coeducational
school. The very fadhat they have arrived togethand are so clearly absorbed in each
other says much about themtutual social confidence. daghts about the value of the
forthcoming lesson are probably far from their minds. If you feel uneasy about this group
your thoughts may centre around the ‘physical’ nature of their behaviour.

Boy ‘A’ (facing away) is dominant within this group, and engaged in a playful
encounter with pupil ‘B’ (eyes shut). We carsdeébe the encounter as ‘playful’ as pupil
‘C’ (left) is also interfering with pupil ‘A’. This situation would not occur if pupil ‘A’
were displaying aggressive signals, as npatipheral pupils instinctively back away
from potential violence.

Boy ‘D’ (foreground) is detached fromighgroup, however, and his solitary behaviou
may signal not only his lack of enthusiasm for the next lesson in the short ferm. |
sustained it indicates his emotional, almost ‘moody’ detachment from the group as a
whole. The approach of pupils ‘A’ and ‘Beem poles apart at this stage and it would
seem prudent to keep themaaipduring the lesson. The others will probably end their fun
and games once the lesson begins, but it would be worth mentioning that you have
noticed their ‘high spirits’ and Wibe keeping an eye on them.

Descriptive Exercise—=Giving an inch’

Question 1

Clearly Miss Newton is sending signals tha having the effect afroding her authority

over a period of time. From her description itiear that she feathis particular group.

As she stands in front of éhclass she clearly does rdisplay the relaxed posturd o
someone in control. Directing them toeth chairs, and her attempt to move certain
individuals to the front, draws attention to this. Their response to this request shows that
they believe that shie expecting trouble.

Having equipment handed out by a monitor is aquf acceptable activity; but
operating on the basis of scanning or watghipupils whilst this is being done,
particularly in a way which implies the teacher is watching the ‘hostile tribes’, will erode
any measure of trust that she may have had with the group and again illustrate to the clas
that she is uncertain of her power base. Also the notion of ‘picking up’ children every
time something is said or implied is only likely to lead to irritation, or a sense that she is
trying to ‘get at’ them. In any classroonsmall amount of deviance will take place, but
where this does not amoutt a direct and open chatige to your authority you can
afford to ignore it or, at the very most, corréatvith a fair measw of light-hearted and
relaxed humour.

Things may have got worse largely because the class will have seen themselves a
being punished for something that they hadn’'t even done. They may feel that she has
fired all her guns, and they cerainly know that she is unsure of herself. The more anxious
she becomes, the further she willsedrom her position of authority.
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Question 2

Miss Newton is already aware tife authority systems atrhdisposal. She is aware rfo
example, that she can direaigils to sit in certain place$p appoint mortbrs to issue
books, and to expect a measure of tasknted activity during the lesson. High status
teachers, however, are relaxed and showidente in the way theyse this authority.
They confidently move around the room, they sit in a relaxed way and do not continually
refer to notes. They let certain issues go, particularly if they dgerotive them as a
threat, but they are premat to invade their pupilgdersonal space and use dominance
displays when necessary.

The first step Miss Newton calitake to re-establish her status would be to distance
herself from her pedantic adherence to minor rules. A more relaxed approach to the
pupils, particularly as they enter the classipted with an ‘apparehindifference to thei
seating arrangements wouldnsiderably improve her situation. Smiling, involv-ing the
pupils in domestic discussions, sitting on theldeather than usgit as a protective
barrier, all these are simple moves that she make to convince the class that she is
indeed in command of her situation. With regard to the clique, she would do well to move
around the room more of teperhaps teaching from thedk of the room occasionally,
invading the personal space of those sheeisf ignoring her structions. Picking up
exercise books without first requesting permission and checking that the work is being
completed, reading over a child’s shoulder from behind, involving the reluctant in
discussions, are all moves which indicate she has freedom of movement and initiative. It
is important to carry out these activities while maintaining a sense of low threat and
humour.

If she felt it necessary, she could hold babk cligue at the end of the lesson,
something which she has the formal authaigtglo, and explain that she is unhappy with
their attitude and level of work and give them the option to modify their seating
arrangements or face the consequences af #dleéibns. If this isdone in a quiet voice,
with deliberate and pacedesgxrh whilst holdinglightly longer tharaverage eye contact
with each in turn, ten her authority should once ag be recognised. One word o
warning, however. These suggestions, as waitichanges in appach towards a class,
must evolve over a period of time. To introduce such a radical change in approach might
suggest to the pupils that she is trying émdime too friendly, eveipally’, and they are
likely to treat this with distrust and a total lack of respect.



Chapter 4
Pupil behaviour and deviancy

RULES AND THE GENERATION OF DEVIANCY

Schools provide the setting in which a grelaal of childhood learning takes place.
Learning, unfortunately, is not confined swademic knowledge: may also include
social strategies which enable pupils test the extent of their control on othe
individuals, all too often thensuspecting teacher. Devian@presents just one element
of such behaviour, but one that has far- reagkignificance if yoware a new or student
teacher.

To operate effectively, a daroom must be governed by rules which in the final event
you largely have to impose dlse class teacher, eventifey are not of your making.
Rules are intended to inhibit the behaviour of pupils and to channel them into activities
regulated by the teacher. Any alternative magéden as deviant. Stated simply, if a rule
is broken or ignored, deviancy occurs—no rules, no deviancy!

Deviancy is often considered to be a questid ‘social definition’ (e.g. Turner 1983).
Events become deviant not through being ecBjg kind of act, but when you, as the
teacher, or some other person define thendeagant. Thus concentrated work from a
Maths textbook can be deviant—if it is done in school assembly or English. Talking
about work, sharing equipment and walkinguard the room are more frequent examples
of behaviour which wuld be acceptable in some circstances but nadthers. Not all
deviance is of this type—knocking another child unconscious is unacceptable in all
contexts, inside or outside the classroom, except possibly in the boxing ring and even
here there are deviant ways of performing fiest. It is not surprising that schools and
teachers can exacerbate as well as reducamtevéhaviour - for emple, uniform rules
create their own possibilitider deviance (Chapter 3 amrctercises for Chapter 2).

Many of the deviant acts which offendadigst specific school rules (such as doing
Maths at the wrong time) fall into the classabdsed challengesyhich we describe in
the next chapter, whilepen challengegalso described there) often involve actiens
such as insulting the teacher—which offexghinst more general norms of behaviour.

Teachers can be ‘deviant’ too—the mirroraige of pupil devianceé?upils expect you
to adhere to a number of unstated rules involving maintaining effective control, fairness,
civility, showing knowledgeand accuracy in your subjeand even enthusiasm. They
may feel justified in imposing sanctions onuydy misbehaving or ignoring you, if you
break these rules. If you continue tnmforce rules which ar seen by pupils as
illegitimate, widespread deviance may result (lewr1983). The impli-cation of this is
that rules and attendance to rules are netgotiaPupils and teacher contribute to the
balance of power within the assroom. You need to be able to recognise the belaviou
patterns which may affect your ability to negotiate an effective balance.

A traditional source of help in guiding you in what to look for has always been the
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wealth of staffroom folklore, which offera bewildering variety of systems, generated
through years of accumulatedpexience. Often, however, duadvice is of limited use

as it represents the effeactone particular personality on a class or pupil and will have
underlying it the style and status of that person. These may not be available to you as :
young teacher.

Very often, effective teachers are quite unaware of where their magic skills lie. In fact
once you have achieved a high level of skiilbecomes automatignd it is extremely
difficult to work out exactly what cues or skills you use. This applies both to motor skills,
such as driving a car, and perceptive skills, such as being able to analyse a chess-
playing position or a classroom scene. The various signs we point out laboriously here
are picked up as second natby skilled experienceaachers, who caot understand
why the novice cannot see. To them, devéildren give themsebs away so blatantly
that a placard drawing attention to thesdeémeanour could hardly be more obvious.
However, they may not be able to specify exactly what they pick up, and the same applies
to the signals they send oWile have often found that ew the most effective teachers
get a shock when they see themselves deaoviOften, they congpe unfavourably thei
own copious use of gesture (one of the foundations of their success—Chapter 7) with the
tictac men at the races. Onetpararly expert teacher we videoed later confessed that he
was mystified at the speed tlviwhich classes learnt thedividual characters of thei
teachers. It had not occurred to him tha thasses only had to suss out ten or a dozen
teachers whereas he had to get to know twerhundred childrerand actually teach at
the same time! Even Jove nods sometimes.

INITIAL ENCOUNTERS AND THE LEADERS OF THE PACK

As any experienced teacher will verify, muamowledge of a particular class, group o
individual pupil can be gained from the initial moments of contact. This does not just
apply to the teacher; the class are makjogd use of this timwo (Beynon 1985).

Hence the importance of effective fsptesentation from the start (Chapte
6).Experienced teachers ofteense when problems are likgo arise and are only
tooaware of the effects of the time of day,week, on a lesson with a particular group.
Ball(1980), Caswell (1982), Macphersqi983) and Beynon (1985) have shown
thatparticular pupils, or groups of pupils, may influence strongly the level of control
andwork output in a particular lesson. Pugits have specific roles within the class to
testthe limits of the teaen's control. Many teachsr both experienced and
inexperienced,are aware of Ball's ‘honeymoon period’, during which time pupilsrappea
to assess theapparent range and exterdonfrol that a particular teacher possesses
through herability to build up ‘case law’ response to each challenge she meets (Wragg
and Wood1984).

The threat to teacher authority may oragim from only 10 pecent of the class,
according to children’s reports (Caswell 198®js high-influence group hold a position
of status among their peers. Videotape @sthpupils indicated that their actions were
directed more specificallio classroom disruption than tteosf the rest of the class: thei
disruptive behaviour was more overt and Badumber of clearlyecognisable features.
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A significant and relatively comforting factor flkat, from the same reports, the majority
of the classroom group does not appeaiow® any allegiance to the high-influence
disruptive pupils.

Videotapes often show other members @& thass working away busily, in the next
row to disruptive children, and this is consistent with Furlong’s (1976) description o
interaction sets Furlong claimed that apparentlstable cliques in the classroom
concealed a constantly shifting patternatifances. At any monm children who were
acting together formed an interaction set, these sets had a dynamic rather than a static
equilibrium. The set would persist only for as long as it was in its members’ interests to
belong. Individual children might make a bid to disrupt the classroom, but if the lesson
material was interesting, or the teacheeetfre, they might faito get any support and
find themselves isolated from friends who would normally back them up—the interaction
set shrank to one. However situations whdiseuptive pupils were not effectively dealt
with drew in other members of the form whose behaviour had hitherto not been
disruptive—in Furlong’s terms the disruptive interaction set expanded to take in the
whole class. For muaobf the time the disruptive set would contain the same few children,
but the critical point here from your point of view, is tlaaturate detection and suitable
action can influence interaction sets; if it is not worth while for children to belong to a
disruptive interaction set they will leaveaihd join one which cooperates with you.

Peer group interaction canfedt the teaching environmewhen children try to alte
their status within the groups Furlong has described. Leadership struggles within pee
associations can affect the balance ofstla@m control (Macpherson 1983) as pupils try
to impress others by keeping the teacher undetral—unless it is @arly understood by
both pupils and teacher thatcsuinterference is not permissible. Such situations are
implicitly undersbod by experienced teachers, who will freqbemhove to break up
peer groups which they feebnstitute a threat to overall classroom control, or may pre-
empt such associations, for instance bytisgechildren in alphadtical order (Marland
1975).

Effective teaching require®nstant monitoring of these livioural dynamics. This is
particularly true in the new teaching styles involving activerleay techniques, where
the traditional stance of the teactas the head @futhority usully in one position in the
classroom is replaced by her new role as satyiconstantly patrolling pupils who are
working in groups, at a pace determined by their own abilities and interest. In these
situations the noise level will rise artlere may be much more general classroom
movement, but this does not significantly alter the deviant behavioural patterns—it
merely calls for more acute observation. Denscombe (1980b) describes similar problems
in an ‘open’ secondary daroom where pupils are allovéreedom to move around @n
organise their own learning. Children may invent ingenious new forms of deviation from
the subject-matter of the lesson, such asdwer-friendliness described by Denscombe
(see Chapter 9).

Experienced teachers have long recogniseb\(@ll 1982) that practical lessons tend
to be noisier than acadennnes. Opportunities for deview are increased by the free
working environment. Our tape analysis ree€ain apparent increase in negative (non-
productive) physical and verbal behaviour during practical sessions (Caswell 1982). This
was characterised by slouchiiganing back on chairs, moving around, gazing, prodding
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and pushing other members of the classsdraliting. The appearance thus created Was o
practical sessions being devoid of direction or productive work. This impression,
however, proved to be mislaad; when the tapes wereaxamined to assess the time
spent on actual work in both academic and firaksessions, this was found to vary very
little. The difference is simply that the ‘downtime’ activities are more conspicuous in the
practical lessons.

Why then does an increase in physical sarbal activity denote to most teachers an
increase in deviancy and authority challenges? The answer in part seems to be the natul
of what teachers see as constituting a chg#le Discussions witteachers revealed that
most do not regard inattention as a serious form of deviancy; it does not constitute as
great a threat to their awtity as overt physical and verbal behaviours (Denscombe
1980a). Galton and Willcocks (1983) describasy Riders’—the large group of children
who ‘meet the demands of theassroom at an easy pace, siftimell back, as it were, to
enjoy the ride’. They spend aighth of their time distracted from the task in hand, while
‘doing just enough to avoid the teacher’s attention’. They may be disrupting their own
prospects of learning, but they are not disrupting the lesson.

This was underlined when teachers wesked about pupilsvho, during the
videorecording, were clearlpot concentrating althougthey were causing minimal
visible and verbal disturbance. Commenting on one pupil’'s obvious detachment one
teacher observed: ‘Hazel'svays switched off. A bomloould explodeand she would
take a week to notice. It's usually bestg@ave her.” On another pupil’s inactivity during
Art, the comment was: ‘It's sometimes easier to let it go. What is the point of putting
their backs up? They can be much worse.’

Challenge to teacher authority, then, iséen as overtand active disassociation from
teacher-directed activities, whicare substituted bgupils’ own self-directed ones. This
may explain why many teachers are apparestlycerned about noise levels and general
class conversation, particularly during theipbationary year—and for that matter, why
other members of staff often judge a new colleague by the noise level emanatingrfrom he
room (Beynon 1985, Denscombe 1980a).

Where things do become understandably more complicated is where pupils are caugh
in a dilemma, involved with the need to display their own status to other members of the
peer group, whilst having teork within the parameters afontrol that the teacher has
laid down. This can be a particular prabléor high-achieving pupils who still need to
maintain ‘face’ with their peers (Turner 1983). Fig) nonverbal behaviours are
particularly useful in these situations emlications of actual and potential challenge,
providing of course that thegre clearly understood. Theigeno greater line of defence
against a potential pupil challenge than for ymeffectively identify it as such before the
pupil concerned is able to capitalise on it.

In subsequent chapters we shall go into some detail describing the non-verbal
behaviours of teachers and thay they set the parameten$ control and constantly
patrol their boundaries, but we must remendtethe outset that many teacher actions are
in response to events, signals, or even a supposed challenge from the pupils. This is not t
say, however, that all pupils are engagedhis testing procedure, or that all pupil
behaviours have disruption as their primary role. Indeed, most pupil behaviour in the
classroom is easily recognisable as norswlial discourse concerned with productive
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and positive activity, rather than negative and disruptive activity.

You need to learn as soon @asssible to recognise the nagwf pupil exchanges, and,
more particularly, to differentiate disrupéi behaviours between those of a more benign
nature and those likely to lead to seriarssion of your statusThe effective teache
knows when to use her non-verbal and other skills in response to particular pupil
behaviours.

In conclusion, we are suggesting that many pupil behaviours may have anr ulterio
motive in terms of disrupting or devaluing your authority; furthermore, that some of these
are recognisable, assuming yate aware of what to loofor. In order to make the
recognition process easier, the challenges lwarseen as falling into the two distinct
patterns we mentioned abowtosed,which are low-risk, representing little in the wdy o
a direct challenge to your authority, amgen,which are clearly desig to test or erode
the parameters of your control. It is imtaont to learn quickly to differentiate between
the types and arrive at what Delamont (1976) refers to as a ‘mutual definition of the
situation’ where the class knows that yoww what they are up. In the following
chapter we will go into detail on the non-verbal markers of these two styles of deviant
behaviour.

SUMMARY

Many challenges to teacher anitity are low-level, usuallyctions which are not wrong

in themselves, but which offend againsiesusuch as not moving around the classroom
without permission. You need to establiglmether these challenges are serious and
whether they are likely to spad. If you react more stigly than necessary you may
convert a low-level challenge into a moreiges one. Non-verbal signals are valuable
clues, as pupils will usually wish to disguise their challenge and its nature.

The exercises aim to drawour attention to the cuewhich indicate whether a
challenge is serious or not, and to starti thinking whether your reaction is likely to
diminish a potential challenge or exacerbigtdoth in the case ahdividual incidents
and in the context of a complete lesson.

TRAINING MATERIALS

The question of what constitutes deviant behaviour will always be a thorny one.fMost o
us can recall days when we entered théfrsiom bemoaning our fate at having to teach
young ‘Freddie’, only to have a colleague tell us that they think he is wonderful or that
they have never experienced any problems wwith. It is at these times that we all
wonder, ‘Is it me?’

Certainly there is plenty of evidence toggest that teachers can be instrumental in
developing difficult situations, largely thugh frustration or fear, but other evidence
points to an occasional lack of understaigdion the part of the teacher as to which
behaviours can be considered deviant apdcifically aimed at disruption and which
merely constitute normal social intercouralbeit at the wrong e and the wrong place!
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The exercises below should help you to l@main at what you wdd consider to be
deviant or potentially deviant behaviour and to question your reasons for feeling that
way.

Pictorial Exercise—'Real or Imagined’

Question 1Taking Figures 4.1-4.4, consider wahch whether you see the potential fo
disruption. Try and give reasons for your interpretation based on the visual clues on
display in each picture.

Figure 4.1

Figure 4.2

You may have decided that one or more of the situations outlined above has potential
for disruption, but you will also realiseathyour own reaction would do much to improve
or exacerbate the situation.

Look at Figures 4.5 @ah4.6, this time involving theeaicher. Clearly in one case she is
likely to raise the temperatup®nsiderably, creating as stiees so a potentially volatile
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situation; but why?

Question 2What are the sigrifant differences beteen the two pictures?

Question 3Is there any evidence thlabth parties in either dhe pictures are taking a
deviant line?

Descriptive Exercise—'All’s fair in love and war’

Mr Vangogh, a reasonably experienced teacher, is taking the class for Art and Craft. The
average age of the pupils iscalb eleven and, as a rulthey really enjoy their Art
lessons. Mr Vangogh has prepared hisdeswell and they are doing practical and
colourful design work using templates. The templates have been placed in large brown
envelopes, about A4 size. Throughout the lesson these large envelopes have becomnr
sources of amusement, onegp of three children having been playfully wearing them

on their heads, rather like hats. Another particularly noisy group had been watching this
millinery exercise and one of them was equally interested to see how Mr Vangogh had
responded. This latter groumecame involved in the sangame, but this time pulling

them well down over their eyemd calling others in the roota see what they had done.

Figure 4.4

Figure 4.3
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Figure 4.5

Mr Vangogh, who up to that point had not commented on the envelope game,
believing that the class were generally working well, spoke to this latter group in severe
terms, moving towards theand pointing at the individuglconcerned. He accused them
of disrupting his lesson and told them that if they did not desist they would stay in at
break.

With this the group protested loudly that others had been doing it and had not been told
off.

Question 1What reasons do you think Mr Vangogh had for choosing to single out this
particular group? What do you feel may haween the justific&ns present in thei
behaviour that were not evident in the behaviour of the others?

Question 2Do you feel that their protests weustified and, if so, how could Mr
Vangogh maintain his position without appearing to easily dismiss their claims? How can
he ensure that his authority is retained without destroying the belief the class had in his
ability to be fair in his treatment of them?

Question 3Do you think that Mr Vangogh could have approached the whole lesson in
a different way to ensure that this sitoatidid not arise in the first place, or was his
original judgement not to discipline the first group correct?
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Figure 4.6

Figure 4.6

TRAINING MATERIALS—ANSWERS TO EXERCISES

Figure 4.1 A moment of light amusement may have broken the concentration on the task
at hand, but these pupils seem to hav&taioed the joke between themselves. The hand
over mouth and the coy expressions suggestttiey are aware of their deviancy, but
they have not opened this up to include otmembers of the clasPens in hands also
suggests that their detachment is tempor@hjs suggests that the girls were giggling
before you approachedemn; if they start to giggle as you approach, the situation is more
threatening, for you are thewsge of their amusement. Yauill still need a light touch;

they may well be looking at something illegitimate—the naughty bits of a biology
textbook?—when you appeared unexpectedly. A direct, but smiling approach to find out
what is so funny, establishes your right to ask, even if you do not get a very informative
answer.

Figure 4.2 Here we have a conversation between two pupils who may or may not be
discussing the task at hand. Their gazeearty mutual and thepostural stance relaxed,
suggesting that their activitiege confined to themselves. &g is no attempt to ‘hide’
their activities or to check for the presencetwd teacher, so one suspects that they are
not about to dclare a mutiny!

Figure 4.3 The hunched posture of this group suggests something may be brewing.
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Their behaviour shows an elent of concealment, indicating their wish to exclude
prying eyes, especially those tife teacher. The real indicatof potential disruption is
shown here in the ‘flick check’ of the pumh the extreme left. Tt checking activity,
momentary though it is, is commonly usedtriack the movements of the teacher, often
before and after deviant acts. This typebehaviour indicates adalised open challenge
and signals a group worth watching.

Figure 4.4 This is a case of concentration being interrupted. The orientation of the girl
front right indicates that she has been engaged on work connected with the textbook ir
front of her. The position of her hands and arms shows that she has been drawn awa
from the task in hand by the antics of the boy behind. Her friend, on the left, has also
been drawn in, the raised book acting asidyfaeak ‘cover’. Tte closed orientationfo
the pupils involved indicates that this is not an open challenge to your authority,
assuming that they had noteddy received a reminder ¢t on with their work and
were not, therefore, deliberately creatiadsituation’. A flick check would be anothe
indicator of an open challeng€he signs are, however, thaethmust be returned to the
fold with firm and immediateffect if the class is ttemain under your control.

Figure 4.5 Playful touch; a headamging teacher. Teachers rarely engage in roughand-
tumble play with pupils; those who do have good relationships with their classes and are
highly popular. Clearly, however, this may be a dangerous game to play. Pulling and
prodding pupils, howeer playfully, is still technicabssault and teachers who use this
approach can usually be seen to display at the same time, clear and unambiguous signa
of their benign intent. This particular teachieas appreciated by her class as considerate
and helpful; her willingness to listen carefully to their answers in class discussion and to
spend time with them when they were working individually explained this view. In the
case shown here, the boy had failed to follow her instructions on how classwork should
be set out; after the heddnging, she allowed i to carry on, rather than make him
spoil his book by trying to correct it.

Figure 4.6 The boy’s head-down posaiwith averted gaze indicates submission. The
teacher’s folded arms indicate that sheimsler some stress. She is clearly winning the
confrontation, but the indication of stress on her part may lead to an erosiom of he
authority if displayed too often. The point having been made, she would do weft¢a
her line with the pupil concerned after returning him to his desk, in order to strengthen
her authority and show that she can behawenelaxed way. Children saw this teacher as
‘strict’, or ‘serious’—hoth types they would tend to avoid.

Descriptive Exercise—'All’s fair in love and war’

Question 1

Mr Vangogh is clearly used to an informal and relaxed atmosphere in his lessons, but,
judging by his response to this particular group, he has couklindé their reaction
constitutes a challenge to kasthority. The group had clearly been noisy at the outset and
had not been working productively. The leeéinoise may have indicated their intention

to disrupt the lesson or, at the least to awaldpting a productive approach. As long as it
remained a matter of volume rather than physical disruption, Mr Vangogh may have felt
it best to leave things alone. Their involvarhén the ‘envelope exercise’ added a new
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dimension, however, with overt and openly disruptive behaviour; pulling the envlopes
over each other’s eyes elicited noisy and tfoars responses. These protests naturally
attracted the attention of other pupils, ratimethe way that a fight or disturbance in the
playground always draws the crowds. Such ogleallenges are liktg to spread quickly

and Mr Vangogh would have been aware thiatreaction to this challenge was being
monitored. This would probably take the form of a series of ‘flick checks’, commonly
used by pupils who are deérately monitoring the teaelis responses following ttrei
deviant acts.

Question 2

To some extent their protests may be justified. In their eyes they were only mimicing
what the other group had done. What they may not directly be able to perceive is that
their particular approach was likely teald to the involvement of others. Mr Vangogh
treated them as if they wenesll aware of this possibility, and were trying to deny it.

Mr Vangogh's reaction was quite aggressi speaking in severe terms, moving
forward, invading personal ape, pointing, fixing gaze, @t were all activities designed
to place them under considerable pressureaaddto his authorityThe threat to deprive
them of their break was intended to underlinis displeasure and emphasise his irritation.
From his viewpoint, Mr Vangogh felt it a necessary course of action if he was to
neutralise the incident. Their view may have differed as they probably saw this as
disproportionate to the crime, particularly in view of the fact that the other group had not
drawn his attention and, from their point of view, were equally guilty.

It is essential to his teaching styleathMr Vangogh maintains his reputationr fo
fairness, particularly as he chooses to addpirly informal approacho his classes. His
best move now may be to speak to the wintdss, including the original group involved
in the ‘envelope game’. He will need imaintain his relaxed a@nconfident approach,
perhaps sitting on the front tfie table, call for silencend address the whole class in a
measured and controlled wayxifig his gaze on all the pupils in turn, being careful not to
hold the gaze for a period liketp be seen as aggressimeconfrontational. Expressing
his concern and determination that no behaviour can be tolerated from any pupil that is
likely to erode the object of the lesson, ¢muld choose to indate to the pupils he
criticised why he reacted as he did, explaining that he had noticed their intent in
developing the game and that they were checking his reaction.

The aggression shown to this particular group need not be shown again, as he has mac
his point, but he will need to ensure thdten he next meets the class he adopts a more
salient ‘presence’ around theassroom, ensuring a mofermal approach until the
balance of power is fully restored.



Chapter 5
The meaning of pupils’ non-verbal signals

Many new and probationary teachers show uafortunate and almost total lack o
awareness of the extent or function of non-verbal pupil behaviours, as we discuss in
Chapter 10. In fairness, the signals which predict imminent trouble are subtle and can
easily be lost in the mass of non-verbal agtivit is also easy to assume that all detsian
behaviour patterns are equal in their livege to authority. This is not the case.
Experienced teachers often ‘let things gmid ignore certain potentially disorderly
behaviours. They can categorise behaviouttgiims of their risk tauthority and assess

the nature of the challenge being offereal-indispensable skill. They will accept those
which offer a low risk. One difficulty in acquiring this skill is that behaviours which
indicate potential or actual digstion also occur in other contexts. As a new teacher you
may therefore find it difficult to be sure what you are looking at. With the overwhelming
mass of events in the classroom, hzam you pick out which to react to?

As an indication of the problem in spotting the critical points which require a response,
our study of non-wdal teacher and class befaur, using a computdrased recording
system to analyse videotapes, generated about half a million data points per seventy
minute lesson, sampling the teactand five members of ¢hclass every second. If we
had been able to sample the remaining twenty or so members of the class, this numbe
would have been correspondingly increased. No human mind could take in and act on all
this informatian, and indeed we usuglfound that when the teachers looked at tafies o
their own lessons, they discovered all sorts of interesting things which they had been
unaware of at the time. However, this did stip them teaching efttively. One of the
abilities of experienced and fettive teachers is an abjlitto pick out and read the
meaning of the critical non-verbal signals and to ignore the mass of behaviours which
have relatively little significance for the overall success and development of the lesson.

There is some evidence that pupils adbpbitual expressins according to thei
ability, regardless of whether they actually understand what they are being told. In one
experiment, low-achieving pupils looked as if they had not understood even simple
filmed material, while high adbvers acted as if they had comprehended material which
was much too complex for their age-group. By behaving in this way, children ‘tell’ even
a teacher who is unfamiliar thi them what their academstatus is. Addionally, some
pupils receive a disproportionatenount of praise frometichers because they are highly
rewarding to talk to—using the signals wiscuss in Chapter 9—and teachers, being
human, like to talk to people who are respive. While these are not immediate class
management problems, you need to bear in mind the manipulative effects, intentional o
otherwise, of pupils’ signals.
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DISTINGUISHING OPEN AND CLOSED CHALLENGES

As we discussed in the last chapter, itvitally important for teachers to be able to
distinguish the two challenge types—open and closed. The significance of these
movement types is not always understooddachers, and closed or open challenges may
be mistaken for mere inattention. &g inexperienced teacher you ntaynk you see
trouble, but being not quite sure leave it, reluctant to get straight off to an unnecessarily
irritable start with the class. Soon enough you will be only too sure that something is
wrong. To repeat the distinction made in tast chapter, closed challenges are ‘closed’
because they will die away if left alone, whibpen challenges will ealate if left alone.

They then become overt threats to the teacher’s authority, which the challengers no
longer respect.

Open and closed challenges

Deviancy, defined as non-compliance with rules, may take potentially harmless forms;
teachers vary in how much atten they pay to these, deqng on their own style and

the school setting they are working in.sRiption, however, usually requires teache
action as it represents a challengeaitthority. We can therefore distinguisipen
challengeswhich, as their name suggests, ‘amtended to enrage the teacher and
entertain the whole class’ (Macpherson 1983). These have been described by man
authors under various names; sometimes a variety of types of open challenge are
described. Among the most useful of thescriptions are Macpherson’s (‘stirring’),
Turner's (1983) (‘sabotage’ and ‘refusal’) and the activities of Pollard’s (1985)
primaryschool ‘gangs’. We hawvereferred the term ‘open alhenge’, to contrast with
closed challengesyhich are ‘not directed to thelass as audience and not intended to
enrage the teacher’ (Macpherson’s ‘muckéaigput’, Turner’s ‘witldrawal’ and Pollard’s
‘jokers’).

The term ‘closed challenge’ is intendeditaoply that these desicies are conducted
within circumscribed limits, are not likely to escalate abruptly (though if completely
ignored for long periods they may build up) and do not constitute an immediate challenge
to your authority. They represent a self-camtd deviation from the task in hand. All
you need do is to monitor it and to be seen to be doing so. The children will return to
their work often without noticing that you have been aware of what they were doing.
Indeed our video study showed that expeced effective teachenoticed incidentsfo
this type when they viewed the videosigrhthey had been unaware of at the time
because they were involvedttv other children. These cled challenges had died away
by themselves without teachendapupils ever having beangaged. If the children do
notice that you are aware of them, this willeof be sufficient to call them back to thei
work. Actual intervention may be counter-productive.

You need to distinguish open challenges, which you must tackle, from closed, which
you should let alone, if you do not wish to make yourself unpopular with the class by
nagging. We give a short checklist hemad explore some of the distinctionpesture,
gaze and control checks—inore detail below.
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Open challengesThese are usually characterised by:

1 A high level of control checks (Figure 5.1)ketdeviants are aware of the risks and are
very careful to minimie them by keeping aate eye on the teacher.

2 Variation in gaze directionhg deviants look around theask to locate the teacher and
potential allies).

3 Visual involvement of peripheral pupilwho are attracted iye incident and
distracted from theiwork—Figure 5.2.

4 Postural changes to reduce the chances of discovery.

5 Low task involvement.

6 Increased noise level.

7 As the open challenge moves into overt disruption, willingness to argue with the
teacher (Figure 5.2) or each other.

In general, open challenges are premeditatétgredirected againgbu as the teacher o
against the order you should be maintainig, kicking another pupil, or taking anathe
pupil’s equipment (see the ExerciseEhey can be distinguished froovert disruption,
where pupils have decided that you canlowger maintain authority, and that they
therefore no longer need toy to conceal what they @rdoing, and are prepared to
confront you directly. We deal with overt confrontations in Chapter 7. Normally,
potentially disruptive children will first try you with open challenges; if you do not deal
with these satisfactorily they will movéo overt disruption. However, particularly
difficult children, especiallyn the middle secondary yearsay not go through the initial
period of ‘testing the watey open challenges, moving straight to disruption. This is
more likely if you do not make a satisfactory initial contact with the class.

Closed challengesThese, on the other hand, are limited to the participants involved
(Figures 5.3, 5.4) and normally do not téadspread. Here the ahacteristics are:

.

Figure 5.1A control check or flick check-a-rapid glance to assess the
whereabouts of the teacher. Thigjgests the conversat is illicit—
compare Figure 4.2 for an ostensibly simbat undisguised
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conversation

1 Limited gaze directio (only at the othepupil involved), wth no attempt to recruit
other members of thdass (Figure 5.3).

2 Directed conversation (only to the other pupil involved).

3 Relaxed posture (leaning on desk or chair).

4 Few, or no control checks—the children aretnghg to keep arye on the teacher to
avoid detection.

5 Rapid head and arm movement—gesturing in relation to their conversation, for
example.

6 Increased smiling.

7 Sporadic involvement in the work.

Figure 5.2The boy’s protest, using the dominant forward baton (Figure 6.12)
implies an open challenge to thad¢ber, which is being monitored by
the boy on the next desk. The teacs hand-on-hips posture, chin
down (Figure 6.4), and backwardhteindicate resistance, but not
escalated to the same level as ioy. Reflecting this, children’s
responses when shown this pietuvere mixed: some saw this
teacher as ‘calmpthers as ‘angry’

Pupils involved in closed elflenges seem almost detached from the direction and pace o
the lesson, and their activities are raregdher-directed. Their deviancy is also lidite
in scope and direction, restricted to théest pupils involved—forinstance, sharing a
joke. These incidents seldom evolve into disruption which carries a high risk to you
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authority, providing you do not ‘stir’ them up.

Three subtle differences intpern between closed challawgand open challenges are
worth watching out for: postar gaze direction and contrchecks. We will look at each
of these in more detail.

Figure 5.3Throwing materials, such as this ruler, to friends, is likely to be a
‘closed challenge’, and a strongaction may be unwise. Most
teachers would not objeto materials being passed to a child in the
desk in front or behind. Notlat they are not checking the
whereabouts of the teacher

7

Posture

‘Posture’ refers to the head and body positielative to normal sitting posture. Open
challengers show much more variation fraormal posture, particularly in headsition.

Often they will be seen with head low to the desk, sometimes shielded by an arm, bag o
the back of the pupil in front. They ofteit ewuch lower than usual in their seats. Both
these postures conceal theitigties from you. Aternatively they may be perched on the
edge of the chair, poised to change fiosiin the event of your unwanted attention.
Closed challengers usually adopt a more radreeated posture. They are less concerned
to conceal what they are doing.

Gaze direction

Gaze direction is more erratimd peer-directed in open clesigers. The child appears to

be rapidly checking each aspect of his surrongsliso his information is as complete as
possible before making the next move. On the other hand, plain inattention by closed
challengers is often markdoy a non-directional blank stareften directed at some
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inanimate object or scene aftthe window! (Figure 5.4). Open challengers look more to
their peers. This seems to serve two functions. In addition to seeking approval by holding
the gaze of others, they can also recruigady assistant if necesgaon whom to off-

load or share blame. Thisdwces your chance of identifgjrthe correct culprit, as both

will deny responsibility for the deviant act. Caught in the cross-fire of denial and
counterdenial, you have a good chance of retiring confused but wounded.

The control check

The third category, the controheck, is more noticeable &reasier to associate with an
open challenge to teachertlority. Control check are used to assess the chandes o
success, and are recognisableagd and therefore ra#hr furtive glances to check where

you are (Figure 5.1). Such ‘inappropriatevdés of alertness aiienportant indicators fo

actual and impending disruption. The control check is shorter in duration than an
‘ordinary’ look round the classroom, and tends not to follow your movements (this type
can also be called a ‘flick check’). Whapotted, the pupil making the check usually
diverts his eyes instantly, avoiding meeting your eye. Often he switches to apparent intent
and studious concentration. Only when personally questioned will he make eye-to-eye
contact.

Figure 5.4If she is totally absorbed in the cleanliness of her fingernails (the
internal workings of her peis one among a range of suitable
alternatives) she is completely detached from the teacher’s lesson
plan. This is a closed challengaec she is actingithout reference
to either the teacher or other members of the class. However, if it
becomes apparent to the class that the teacher is prepared to let this
pass without commenghe is falling down on her duty to teach, and
more open challenges will follow

Sometimes the control check may be longer, if the pupil needs to track your intentions
more accurately, but in this caseist still recognisable by thdirect gaze at you, in
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conjunction with a rapid gaze-aversionsipotted. This should be taken as a dange
signal—why otherwise would the child be so keen to avoid being seen watching? The
start of a long contratheck is also rapid, but is less likely to be seen—if it is, thekchec
will become a short one!

By contrast, when a pupil maig a closed challenge looksund, the check is slowe
both in starting to look at you and in looking away. There is less concern to avoid being
detected.

Control checks are most commjust before pupils engage in some act of disruption,
and again immediately followg the act. We can see theywia which control checks
operate in this transcript of a disruptive incident sequence involving two pupils, David
and Paul, during a secondary Art lesson.

David has returned to his desk after fetching a ruler. As he passes Paul he strikes ou
with the ruler, hurting him.

Paul:

Moves to avoid ruler.

Makes control check.

Shouts verbal abuse.

Makes control check.

David:

Makes control check.

Stops hitting Paul.

Returns to desk.

Continues with task-directed activity.
Looks provocatively at Paul.
Paul:

Breaks from task directed activity.
Makes control check.

Screws up paper.

Makes control check.

Throws paper at David.

Makes prolonged control check.
David:

Breaks from task.

Makes control check.

Picks up glue spreader.

Makes prolonged control check.
Throws glue sgrader at Paul.
Makes final control check.
Resumes task.

Paul:

Makes control check.

Resumes task.

During this sequence a total of ten control checks were made before and after the
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disruptive event. So well-timeand effective were the chexkhat none were noticed by
the teacher; nor for that mettwas the whole incident.

SPOTTING POTENTI AL TROUBLE AS THE CLASS ENTERS

In a previous chapter we saw how dress ctndldised as a clue to spot potential lively
members of the class. Dress should be tdeatea closed challenge, if the school rules
permit; making a statement this way ynarove enough for the pupil concerned.
However, the boy in Figure 2.5 (in the Exses for Chapter 2) indicates an attitude
which is far more likely to develop into an open challenge to your authority.

The experienced teacher may ce®do ignore this pupil oentry to the classroom, but
is more likely to keep an eye on his subsequent behaviour during the lesson. It should be
said of course that not all pupils who enter the classroom with seemingly disruptive intent
will actually pose a threat to your authority. Many will have arrived at the lesson having
been involved in authority struggles elsewhere, and may simply be displaying some signs
of agitation. All the more important, then, in this situation to be cautious but at the same
time fully aware of the implications displayén these nonverbal behaviours. If they die
away you will have avoided a confrontation;tlifey do not, you will be able to react

promptly.

READING SIGNALS DURING THE LESSON—CLOSED
CHALLENGES

During the lesson, both pupil and teachercanatinually evaluatingperformance in terms

of authority, status and chahge. The effective teacherrfioulates an overall picture o
relationships in the classroom from the behaviours which can be used to judge how these
relationships are developing.

You would no doubt be extremely satisfied during a class discussion with the pupil in
Figure 2.9 (Chapter 2 Exercises). This pupitlisarly alert and attentive in his posture
and his expression shows puzztemhcentration. This represts in many senses the ideal
pupil response, although it may be due to fear following an earlier challenge. You might,
however, be concerned if it was sustainedafdong period. Normally children or adults
for that matter, as can be seen during staditings or in-service training show close
concentration only for shortish periods whére topic really interests them, before
reverting to a more relaxed attention. Iettent posture is held for a long period it
could suggest that the lesson was being pitched at too high a level and that the pupil wa
getting ‘lost’, and in due course would give up trying to understand.

It is quite tiring to sustain a high level of postural attention for any length of time. A
class will only do so for the whole lessorthié teacher can sustairriveting performance
throughout, and this takes some doing. Oreamgde of this from our videotapes was the
first Spanish lesson of the term taught by Ms Hola. After an hour’s lesson in which the
class were on the edge of their seats throughout, she felt she could have done witl
something stronger than staffrm coffee! Her technique (referred to below in Chapter 6)
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was to run a lesson primarily concerned vestablishing relationships. In this case she
conducted the lesson entirely in Spanish, wfith class arranged in a horseshoe so she
could speak to them individually. The actual lesson content consisted of little more than
getting each child to respond @nconversation consisting ddello! My name is...What

is your name?’ This dry content was reliey®dintense non-verbal enthusiasm conveyed

by intonation, gaze, gesture and head cant §téhas). Her level of effort was clearly
justified, in terms of getting the class involved in Spanish and setting up a highly
productive relationship for their future work over the school year. She was able to teach
in a more relaxed way once her relationship with the class was established. In this case
the class’s intense concertoa reflected intense and pleasurable interest—the accolade
for a lively and wellpresented lesson. This could Hetected by their relaxed faces,
rather than the furrowed brow shown in Fig@.9, smiling or laughing at any interesting

or amusing incident. However, Ms Hola’s rapid movement round the classroom meant
they needed to watch her closely, as tbeyld not tell whom she was going to speak to
next. In other words, behind her friendly and supportive approach, which rapidlyrput he
on excellent terms with the class, was the implicit threat of showing up anyone who was
inattentive—in Spanish—a fate which befell one or two pupils who risked it.

Normally the class’s initial alertness will relax. This can readily be seen among
discussion groups of adults, even if they are interested in the topic. This point was
brought home forcibly when we attended aadission group at trend of a conference at
the time we were analysing the videotapésclasses. The participants had stayed on
specially, in several cases having to rearrahge travel to do so, but within ten minutes
they were fiddling with pens, propping their heads on their hands, leafing through
papers—all the things we had been watching in apparently disengaged classes.

This relaxation of attgion is not necessarily a probleparticularly when the lesson
requires pupils to talk to each other or cooperate, and often reflects the children’s
acceptance of harmonious classroom relatigrsstather than, as teachers often presume,

a comment on the lesson corteRelaxed stances are matemmon in familiar and
comfortable situations, partiardy within stable peer assiations. Curreneducational
approaches such as active learning seek to make full use of these associations.

However, some postural stances challenge théityaof a lesson, either in terms of its
content or its structure, by inappropriagestures. Frustration may be expressed by
tightening the facial skin arnlibs, scratching the head or leaning on one’s hand, holding
up the work as if involved in it whilst at the same time staring at you fixedly. Whilst
these patterns do not represent an operlestyd at this stage, they call for individual
attention at some point to avoid disenchantment and rejection later on.

Reading signals during the lesson—signs of danger

There are many situations in all lessons whgou can lose the attention of individuals.
This can lead to problems later on, both in terms of the amount of work achieved and the
level of regard the pupil holds for the value of the lesson, and for you and your right to be
there. In looking out for behaviours which indicate detachment from the lesson you must
tackle the problem in accordance with the level of the challenge that it actually
represents. If you under- or @vreact, you risk future problems. Accurate judgement is
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essential.

Deteriorating concentration may be displayedsignals such as aagled stare, neutral
expression or a head propped on one hanthiststage these peesent only a closed
challenge. Most experienced teachers wdoaltempt to draw the pupil back into the
lesson, rather than treating it as a seriowslehge or even a parsal insult. In pupil
ratios of 30 or more to one, it is not surprising that individuals become detached on
occasions. Figure 5.4, on the other harg,beginning to show signs of furthe
deterioration in concentration by totaltredugh temporary, detachment from lesson
activity. Rapid remedial action is required ifgttis not to evolve into an open challenge.
Leaning back, or resting feen the chairs wodl indicate this stagyhad been reached.
This behaviour constitutes an open chalergyen though few words are exchanged, and
needs to be dealt with.

Figure 5.5Yawning is difficult to interpret, as discussed ie text. However,
the teacher needs if possible t@bwith situations which provoke it
because of its contagisness and ambiguity

Very often these challengeseagasily neutralised by subtle moves on the part of the
teacher. As we shall see in subsequent telngpthrough changes in volume, positioning,
stance and gaze direction, ttemacher is able to recall @éhpupil to the lesson, whilst
giving them the opportunity to retain their dignity and status. In the first two cases it
might be sufficient to walk past the pupihd stand close behind him or her but facing
away. By facing away your response is only potentially threatening; you could look
round and challenge theat any time, but you are not actually doing so. Simply walking
past will probably be sufficient to remind the fiddling girl to get on with her work. If you
stood over and stared down at a pupil who staring directly at you he might be pressurisec
into a hostile response; but he cannot challenge your right to stand anywhere you choos
in the classroom. To do so tig escalate the dispute; but if he resumes work this is not
overtly connected witlyour move. He does not therefore lose face, because it looks as i
he might have been planning to start working again anyhow. Given the choice between
clear-cut escalation and unattributably almamdg the challenge, he may well choose to
abandon it.
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The often voluble yawn illustrated in gtire 5.5 can also represent a significan
challenge. Yawning is usefully ambiguous;egrone ‘knows’ it isan automatic reflex
reaction to tiredness or bal@m. ‘We can't help it—withthe accusing impation that
you could. In its quietest form, yawning can be taken as a pure physical manifestation o
tiredness (what was on the box last night?)stuffy room or een as an automatic
reaction to others having yawned previously. In these cases it can be ignored as
challenge. It can also be a behaviour direetedttracting attentionintended to be heard
by all. You should be able to tell if a yavisraimed at creating atsation and if it might
lay the foundations for trouble later on, the accompanying behawir. This will have
the characteristics of an apechallenge—looking to friends, smiling, and a general
liveliness out of characterith the yawn. Genetdassitude accompanies a ‘closed’ yawn.

Situations like these which emot dealt with ppropriately can lead to more serious
confrontations. It is importarib realise that everyone the classroom is likely to be
watching; in Wragg and Wood’s (1984) memueaphrase, the first few confrontations
of this type in the school year establish ‘case law’. They will be taken by some pupils as
being situations which require you to respond. Once you respond, pupils can evaluate the
effectiveness of your authority. If you opletely ignore a behaviour, even a closed
challenge, at the start of term, you may bgarded as ineffective. On the other hahd i
you overreact in a way which is inappropriate to the offence you will be seen as nervous,
irrational or vulnerable. The ‘knock-on efft’ of early open challenges should not be
underestimated. So dealing withe signals of pupil detachment requires subtlety and,
moreover, sensitivity, both towards the individual and the potential danger of the signal
involved in respect of its message to the others in the classroom. Once your relationshif
with the class is established individual incidents have less significance.

So far we have been looking at behaviours largely confined to the single individual
concerned, even though they may convey ngessalsewhere, not least to the teacher.
However, the inclusion (and in some case intrusion) of other pupils, rapid changes in
gaze direction (looking aumd with the intention ofincluding others), low task
involvement and willingness targue, are all clear signs ah open challenge to you
authority. This form of challenge is often directed towards a ‘stooge’ or ‘fall guy’,
another pupil who may or may not be willingly involved. Both victim and protagonist
will claim their innocence loudly and vehemently. If the ‘victim’ is colluding with his
‘attacker’, both will gain status if they manage to mislead you. This type of behaviour is
fairly easy to observe (thgh not necessarily to deatlith) in a formal teaching
environment with pupils sitting in rows. Shouting across the room, pointing, gazing
around, all clearly cut across the approvagangement of #h classroom. These
behaviours are likely to be less obvious in less formal situations with pupils working in
pairs, groups and teams on projects, priegiems and in active learning situations.

Surprisingly, open and closed challendpehaviours are still evident in these
situations—in some cases even more batthey can take difrent and more subtle
forms. For example, when pupils are allawe move freely round the room, in Art o
Science practical work, foexample, walking around immediately loses its potential
value as a challenge. However, the ingenious pupil loses little time in finding an
alternative, probably drawing on experiencethe less formal world of the primary
school.
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If group work is handled effectively, it can be immensely productive and rewarding fo
both the pupil and the teachétowever, when any group &haring ideas and opinions,
intense conversation and reasonably animated behaviour is likely, particularly if ideas
need clarification or therées disagreement. There is meason why pupils working in
groups should be any less involved than their adult counterparts, particularly when one
considers their complicated afidid peer group structures (Chapter 1). Noise levels in
these situations will inevitably rise. Thisheund to cause you anxiety, particularly when
you are working in an otherwise monastic environment where noise is taken by you
colleagues as an indicator that yamnot have effective control.

Figure 5.6The teacher’s ideal; concentrated attention to the work, with
minimal distraction. Th parallel postures indicate they are working
separately

The situation shown in Figure 5.6 is likely to be a rarity in any lesson, both in
frequency and duration! You will probably see this as the ideal working relationship
between pupils, with kb clearly intent on the exes&, concentrating, focusing and
showing all the postural signals one would a&e with completing the task. As with all
group situations, however, one should expect a fluid movement of behaviour from one
state to another. Discussion betweenilgsuporking together on an issue should be
expected to accompany quiendividual work represnting a positive working
relationship. We should not forget that individuals will, in these situations, discuss,
evaluate, even argue, often creating thein @wvironment, somewhat independent of the
overall rules set up by the teacher. Noise levels will rise in the group and it would be
sensible to tolerate this, within limits, esk there is some spicireason for requiring
individual work orabsolute silence.

However, these freer situations provigeu with considerableadditional control
problems. The difficulty is indefining to the class (andwyrself) what is an acceptable
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level of noise and discussion, which is why it sometimes seems better to insist on
absolute silence, at the risk of unfriendblations. As in more formal situations, you
should be looking for signs of any move away from a ‘closed’ approach to the work and
interaction (‘having a laugh’) towards a more open challenge to your authority, using the
dynamics of the group situation asehicle for such a challenge.

Pupils may become involved in conversations which give the impression that work has
ceased and little is being achieved. Provided they are still in ‘closed mode’, relaxed in
posture and restricted in gaze direction, gsieciprocal eye contadhere is likely to be
little authority challenge here. The effectiteacher, with an established class, would
probably tolerate this situation, give time for the discussion to terminate natumally, o
gently remind the pupils coerned of the need to completee task. To react to this
situation as if it were a challenge would not only be inappropriate but would be likely to
create hostility in the pupils concerned, leading to a more serious challenge later on. Or
the other hand, on first encountering a new class, you should expect them to be more
cautious, as you are still an unknown qitgnProlonged chatting drefore represents a
challenge to your authority which you need to deal with gently but without hesitation.

‘Open’ challenges are often easier to idenitifya group activity suation, because they
are usually more overt than in the more fortygles of lesson. Early clues of intent are
often given by the mix and positioning of the group at the start of the lesson. You should
be aware of the significance of a clique ocdapya table at the rear of the classroom, o
of particular individuals placing disproportiongieessure on others to join their group o
sit near to them—when their level of inter@stthe rest of the lesson rarely exceeds o
even equals this early animated enihsis. Early observation and reaction by the
experienced teacher can lessen thencks of challenge and disruption.

It is equally important for you to be alert to inappropriate body language during the
lesson itself. If one pupil has moved away from his work and is continually harassing his
neighbour, though this behaviour may initially appear to be reasonably selfcontained,
involving just two individuals, it represents apen challenge. Aatk of reciprocal gaze
between the two often indicategtim and aggressor. If this situation is ignored by the
teacher it would create ‘case law’ (see abpedpwing others tgudge the extentfo
teacher control and teact accordingly.

Despite the knock-on effect, it@hld be emphasised that it is very rare for all pupils in
any particular group to be drawn into an dwmit. It is rare for more than 10 per cefit o
the overall group to be willing to involve themselves in open challenges, although there
will of course be many intested onlookers wheneverteacher’'s authority is being
tested. Turning around in any situation usually indicates that the individual who is
receiving the attentiors of reasonably high salience, laast for the moment. After all,
turning around is riskgctivity in the fomal classroom, becauseistan obvious postural
shift inappropriate to most task activities and, most significantly, is easily spotted by the
teacher. What is equally significant is theamt of interest show by other peripheral
pupils. The essence of open challenges is their potential to spread beyond those initially
involved. If the protagonist casuccessfully draw others into his sphere of influence,
creating a disturbance and breaking task concentration for other pupils, this represents
spreading and serious challenge which needs dind effective treatrme. It is essential
that you are careful to apportion any blame to the right pupil or pupils, and not simply
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assume that all who have stopped work are equally guilty. The ability to pick the correct
culprit is what Kounin (1970) calls ‘withitiss’. If you are not ‘withit’, you will pick on
those who are only reacting to the disturbance. They will resent taking the blame unfairly,
while the true perpetrators will ridicule your lack of perceptiveness. This situation is
likely to be taken subsequently as ‘case law’, so you must get it right.

SUMMARY

Open challenges, which are a serious thre&tdcher authority anghust be dealt with,
need to be distinguished frootosed challenges, which willie away by themselves i
left alone. Responding to aosked challenge may be counpeoductive, leading it to
escalate. Open and closed challenges canstiegliished by a range of non-verbal clues:
vigilant ‘control checks’ to sswhether the teacher is awalfethe challeng, and looking
around to locate and involve other pupils ararahteristic of open challenges. Vigilance
is necessary to spot the original offenderyafi can do this correctly it shows the class
you are ‘withit’. Closed challeges are more relaxed and less furtive. Pupils normally
relax over the course of a lesson, and wdgiear to be mild closed challenges may
merely reflect this relaxation. Open challesgnay be marked by signals indicating clea
detachment from the lesson, such as pmapriate dress or eeting the gaze of the
teacher defiantly, either atehstart of the lesson or kg it. Informal or ‘open’
classrooms can lead to patterns which ase Easily recognised abkallenges than thei
counterparts in the formalagdsroom. Inappropriator excessively friendly behaviour is
an example.

The training materials are related to the important task of distinguishing the cues which
indicate how serious a challenge is.

TRAINING MATERIALS

Most people have a well-defined sense of fairness. From toddlers to pensioners we cat
always be sure of hearing tragic taleshofv unfair the world is! Surprisingly, perhaps,
the notion of ‘fairnessis also central to sucssful classroom control.

Research has shown that many deviant pamitept that there is some danger inrthei
actions and that, to a greaterlesser extent ‘it's a fair copf they are caught. There is
no greater threat to classro@ontrol, however, than a dathat believes that the teache
is unfair, either in her judgement as toigéhindividuals were responsible, or in the
nature of her punishments, particularly wiieay do not appedo fit the crime.

It is useful, then, to be able to recism a genuine challeng® authority (those
classified as ‘open challenges and likely dontinue if they remain unchecked) and
‘closed challenges’ (those of a more parochetlure, not aimed at or intending to erode
teacher authority and status).

The first set of pictorial exeises are intended to evoke thought and discussion as to
what visual clues may allow you to distinguish how serious a challenge different
behaviours represent.
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Pictorial Exercise—'Who, me?’

Question 1imagine that the four scenes shawrrigures 5.7-5.1@ok place in your
lesson. Rank them in order of their perceived challenge to your authority.

For each, say also whether you wouldngider this an open challenge to you
authority. What is the evider for your view and what atke most significant nonverbal
clues?

Question 2Look also at the scene depicted-igure 5.11, which was taken from a
lesson that later proved to be very difficédr the teacher caerned. This groupfo
individuals eventually provided a direct challenge to her authority.

There are three clear indicadasf open challenge here, cgou identify them? Is there
any evidence that this outburst may spread to others?

Figure 5.7

Figure 5.8
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Descriptive Exercise -Paul’

Every class has a potential “Paul”; a pupil who always seems on the edge of the lesson
not wholly involved, but not always activetiisruptive. The threeitsations below chart
Paul's contribution and invite you to formulate an approach of your own.

Situation 1
Paul has not taken an active part in your lesson; he has leant on his elbow throughou
your introduction ad gazed out of the window. He has not spoke anyone else, but
when you ask the class to begin, he leans back on his chair discussing with those behin
what it is that they have been asked to do.

Question What would be your reaction, and how would you approach Paul?

Situation 2
Paul is now sitting sideways on his chair and leaning against the wall. He
has opened hisbook, but has not wnitéeything, as others have been
doing for some time. Youmove to Pauldpeak to him again and he averts
his eyes, playing with the bkie onhis bag as you are talking.
QuestionWhat are his actions saying, and how could you respond?

Situation 3
Paul has now involved another pupil in his disaffection. They have been generally
‘messing about’ for some minutes, but their activities have remained confined to
themselves. You ask Paul to move, indicating that he should sit nearer to you. He replies
‘What for?’, staring at you directly and leagiback on his chair as he does so. His friend
immediately returns to work.

QuestionWhat does Paul’s reaction tell you about:

1 His attitude to the situation?
2 The steps you would need to take to avoid further deterioration of the situation?

How would you emphasise your determination to correct the situation?

Remember, there may not be a single fipet reaction to th situations outling
above, but exploring the possibilities may halpdeveloping future strategies. Conside
Paul's situation as you move through the remaining chapters; hopefully further strategies
will suggest themselvdsy the time you reactine end of the book.

TRAINING MATERIALS—ANSWERS TO EXERCISES

Figure 5.7 Out of the four incidents illustrated we ranked this as number two. Any pupil
who physically interferes with another dugia lesson is always likely to be somewhat
detached from the legitimate course tfe lesson. When such interference is
accompanied by an open backward lean ardsittim is a pupil wh has been trying to
work, then action must be taken. At this stage, of course, the incident may not involve
others, or even have attractibeir attention: all the more important to deal with it before
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it becomes a source of ententmient for all. Another of our videotapes showed a smila
incident in a first lesson where the aggredsaned over and actually bit the victim’s
shoulder! Again the victim had been totally involved in his work. His shout of protest
brought the teacher across, ahis prompt reaction was sidient. In fact the teache
misidentified who had been shouting, but as his approach was jovial and he rapidly
moved on to a friendly discussion, no long-term offence was caused.

Figure 5.8 Ranked four on our list of nasties; shouting across to friends constitutes an
open challenge, though the same posture displayed silently, for instance to request :
pencil or rubber, might not be (compare Figure 5.3 for a closed challenge). The
undisguised posture suggests he expedie Ilghallenge from th teacher and little
challenge is what he should receive, at least to begin with. Your mere presence in close
proximity should be enough to silence this character and return him to the task at hand.

Figure 5.9Ranked one on our list, this is a poteyialerious situation. It may well be
that he has been asked to give out the books, in which case, quite apart from the
irreverent treatment that there receiving (which is likelyo cause protests from the
recipient), he is making an open show of his deviance which is quite deliberately
designed to involve others in the room. Additional evidence to confirm your concern
could be found in his dress. If he is still wearing his coat, when it is clear that tihe othe
pupils are not, this shows, #ie very least, his contemfar the system, if not for the
rules laid down by the teachdfirm action needs to be takbere. For a start, he should
not have been allowed to give out the books until he had taken off his coat. The rule that
books are carried, not thrown, would need enforcing, whether he is distributing books fo
the teachers or returning one to a friend.

Figure 5.10 Ranked three on our list. Theunched posture indicates an open
challenge, with the use of arm and bagasscious protection aget detection of thei
conversation (compare Figure 4.2). The grin from the boy behind shows the interaction
set is beginning to spread, but it is still losad, as the next pair behind are still busy
with their work. The conversatiameeds dealing with at thssage. If left it would become
more overt as the two at the front turn round to talk to their friend behind, and perhaps
more are drawn in. However, a mild corrective move, such as moldag to the group,
should be sufficient.

Figure 5.11 This represents a potentially volatile situation, as all the hallmarks of an
open challenge are present. Clear aggresgdgtures combine an apparent accusation
with a measure of ‘what are you going to do about it?’ expectancy. The involvement o
peripheral pupils—turning around, smiling etc.—indicates the potential for the situation
to spread. If left uncheckethis situation could escalatecamvolve a high proportionfo
the class. As so many pupils are party to the situation this is a direct challenge to the
teacher. Failure to act appropriately will eecall authority. Removal and resiting of the
offending pupil from the group would be an immediate solution but which pupil, the
accused or the accuser? This picture was taken from a lesson that significantly
deteriorated from this point on, largelecause the accused (boy front right) was
removed! The massive sense of injustice felt by the boy concerned and his followers was
carried into several subsequent lessons with the teacher involved, an indication that yot
need to observe all feats of pupil interaction.
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Descriptive Exercise—'Paul’

Situation 1

You would be forgiven for being irritated in the extreme, but it is clear from Paul’s initial
behaviour that this may not be a deliberateé. Gazing out of the window is a localised
behaviour and not a open chailgee to your authority, as it involves no one else. As fo

not listening to instructions, annoying though it is, it is common both within and outside
of the classroom and should not be taken personally; after all, have you never been in :
meeting where you lost youraae on the agenda? Of greatencern is the leaning back.

If it is brief and it is clear from their néral faces and direction of gaze that he is
genuinely asking for information, he can bé;l& not, particulaly if he is smiling @
leaning in an ostentatious way, it may be worth keeping a close eye on him.

Situation 2

Paul's disaffection is growing, for whateverason, and it is clear by now that action
must be taken if you are to rescue the situation. Sitting sideways on the chair gives Pau
visual access to a larger proportion of thesgland leaning against the wall is a relaxed
signal demonstrating to all that he is not intending to work. Moving towards Paul as you
speak to him is important, as you are seen to invade on his personal space. Averting hi
eyes as you talk to him shows a relucero actually challereggyour authority; this
response is both defensive and submissive. Firmness is essential here and is unlikely t
be resisted. You should use your authority to redirect him, both physically and
intellectually.

Situation 3

Paul is certainly intending to test your authority, but he will not be fully sure of his
ground as the fact that shiaccomplice has returned teork has left him somewhat
isolated. The fixed stare is undoubtedly @&ggive and is reinforced by leaning back,
indicating that he may be relaxed in making this challenge and feels in control. Moving
him is correct as most pupils see it as atiegite use of teacher gnority. However, his
challenging question has caused a dailaying which time other class members will be
drawn to the confrontation.

The quick return to work by Paul’'s accolicp may give a clue to your next move.
Clearly this other pupil is not prepared to challenge you directly and if you ask him to
move he is more likely to do so without prst. Having established your authority ove
this pupil in front of the class you are in a stronger position to move Paul. You should
refuse to enter a discussion as to ‘why’ goiht out the consequences of further refusal
to move. It may be worth adding that he may find himself working closer to you on a
regular basis and for some considerable tiomeome. Picking up his book, walking away
and placing it on the designated table may be effective. Pupils see teachers as having tt
authority to move and collect items of school equipment without having to ask
permission. To object to your doing so would be a further escalation of his challenge,
which he may not be willing to risk.



Chapter 6
Getting attention

FACING THE MULTITUDE

You may need to get attention in a number of situations; in the playground or corridors,
or when starting a lesson. The techniques for confidently getting attention are the same ir
all these situations, and they apply tdet members of staff such as playground
supervisors as well as teachers.

In a lesson, your first task is to get the class to pay attention to what you are about to
say. Lessons fall into segments, and if the lesson is to fit the plan you have produced, yot
need to control the transitiorofin one segment to another. Thised arises at the staft o
the lesson whether the childrare already in their working positions when you join
them, or whether they are lined up outsidd ared to quieten down before they can be
brought into the classroanit arises again whenever yaeed to explain the organisation
of the next part of the work, get the class to listen to the next part of the lesson theme, se
homework, or to get the children taptwhat they are doing and clear up.

These transitions between segts are purely administrative and contribute nothing to
the children’s learning—on the contraryeyhcan offer considerable possibilities fo
delay, and worse, if the tiren suspect you are not in command of the situation.
Organising groups in corridors, in the playground or dining room, or in assembly puts the
same demands on whoever is required to do it.

As a teacher you also neecithattention to get across tegcitement of what you are
teaching them, your pleasure their progress and your imgst in them as persons.
Control has positive value as well as its neutral or negative aspects.

Communicating relaxed control demands considerable subtlety in non-verbal
communication, both in posture and timifiggo much verbal camunication can indeed
be counter-productive—the more you nag at children, the less likely you are to be taken
seriously. Your manner musbnvey that you expect thetettion of the class, and that
having got it, you can act decisively to igaout the teaching géctive which was you
aim when calling for atteian in the first place.

Mark my words

One characteristic of teachers’ talk is their usanafkers;signals to draw the class’s
attention to the actual message which felo(Sinclair and Coulthard 1975). Markers
convey no information themselves, but theggsert your control over the classroom and
save time by ensuring messages do not rieelde repeated. If the class are already
mostly attending to you, the postures we describe below serve to mark the impoftance o
what you are saying. If theads are talking, usually some sort of sound marker will be
necessary to draw their atteortj in most cases a verbal insttion to stop and listen will
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be sufficient—'20W, listen please!. In noisy situations, such as class oral work in
foreign languages, home economics, scienat aafts, some more distinctive signal,
such as banging a board-rubber or rollpig-on a table, may be necessary, and where
there are safety implicationssitant attention will have to be enforced as a rule. (We will
come on to enforcement in Chapters 8 andn@jdentally, the fact tht a sharp rap on the
desk serves perfectly well as a marker gams the point we made above, that markers
convey only very limited information and do not really need to be dignified by words.

Immediately you call foattention, you ¥l run into reactions fom the class whichf i
you are uncertain, are likely to put you off your stride. The class may simply not attend;
they may continue to chat to their friendsndar around, or worse. In this case you have
a potential problem; we will deal with the tactics to cope with this in Chapter 8. With
luck, on a first encounter, the children wilbptwhat they are doin and attend to you
closely: and this may immediately put you into a position you find difficult. Being stared
at by a large number of people can be warfamiliar and theatening situation. To
understand why this is, we need to considrir previous experience of being looked at,
as this is the basis on which you respondidfi are unfamiliar with talking to groups,
you will interpret the children’s response terms of your previous conversational
experience.

By adulthood, most people have developed high levels of skill in informal social
situations, such as talk between friends. In normal social conversation people do not stare
at each other intensely for long periodsfant listener and speaker in conversation look
at each other only briefly. The speaker glances occasionathe distener to check he is
still attending: while the listener watches the speaker for most of the time, he tends to
avert his gaze quite rapidly when she loakshim (Ellis and Betie 1986). We are all
highly sensitive to variations in this pattern, which can be measured in milliseconds,
though we are usually quite unconscious of them. Most important in the present context
is how we interpret an extension of the pds of mutual gaze, due to the listener not
looking away when the speaker looks at him. This indicatesgsinterest by the listener,
though normally the effect igery subtle, the mutual gaze being judraction longe
than usual. A steady stare normallgdicates strong emotion, either passionate
attachment or anger (Morris 1977). Problems arise when the conversational pattern
changes to that of a many-to-one situation, yet you continue to use the interpretations yot
are used to.

When a single speaker is talking to a grahe, normal balance of gaze of a one-to-one
conversation is disrupted.od have to distribute yourtahtion and your gaze across the
whole class, so you will onlpok at each child amasionally. At thigoint, following the
usual rules of mutual gaziee will probably l@mk away. By then, however, you may well
have gone on to the next child; you will find this one is still looking at you, because, so
far, you have not been looking at her. The pattern will repeat itself as you look round the
class. If you now look back to the first child, you will find him looking at you again
because, of course, you have not been lookirignatfor some time. If you find the class
gazing fixedly at you, you will probably not @idorris’s first interpretation of what is
happening: few classes fall in love with thé&@acher at first sighIf you are already
slightly anxious, you are likely to interpret this characteristic level of looking by a group
as threatening, especially as the facial expressions of concamtrat that of mild ange
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are identical. (In both casd¢ise mouth is neutral and gaiedirect, withbrows drawn
slightly down and together #te inner corners.) If you then behave in an uncertain way,
your inability to cope willimmediately become obviousecause the whole class is
watching you.

The response you display to the children must not be one of anxiety; they must see
relaxation or a very mild level of threat, indicating that you expect and have a right to
their attention. It is worth saying right awdlgat the threat must be so mild that the
children do not consciously perceive it as threat, but see you as ‘able to keep order’;
extreme non-verbal threat (Chapter 7) mayabeounter-productive as verbal nagging.

If you are uncertain, yo inevitably tend to avoid thgaze of the class, by looking
down at the register or your lesson notes, for instance (Figure 6.1), or later, when you
have started the lesson, at what you have written on the board. It is important to avoid
this as far as possible, despite the strong temptation to look at your only friend in the
room—something which will not stare backEven more undesirable is the pattern
sometimes seen in student teachers on teggimactice, of totallyavoiding the gazefo
the class by looking in an unfocused watoithe middle distanceSubordinates avert
their gaze; dominants do not.

Figure 6.1Looking down—one form of gaze aversion from the class. Many
children saw this teacher as ‘boring’ or ‘serious’

Failure to look at someone when you are talking to them is also interpreted as
betraying a lack of interest in them. Yawe thus doubly damneBy looking away too
much you appear bothieak-willed and cold—not a goadart for gaining the respectdn
approval of the class. The second pattern—itifecused gaze—seldom persists for long
in either probationer®r experienced teachers; compldack of communication soon
leads to complete lack of contrahd a rapid exit from the profession.
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Looking confident

Dominant individuals appear relaxed, and beginning teachers are of ten urged to behav
casually—just to do what they would normally if they were not standing in front of a
class. The problem with this is that very few of us amare of what we do normally,

when we are not thinking about what we are doing. As soon as we start thinking about
what we are doing, our behaviour is lialbte change simply because we have started
thinking about it!

Three obviously casual postures are standiity hands in the pockets and leanirrg o
sitting on furniture; these are suited to quiet classes where youtdikehpto meet an
immediate challenge. For livelier classese of the mildly threatening postures
described later would be a better choice.

One great advantage of the handpdckets posture is that it prevents your hands
betraying your nervousness by fumbling or fiddlingrevided you do not jingle yau
loose change. A loose jacket or someth@mgilar is best for a casual posture; tight
trouser or jeans pockets give a rather stegikg¢ted and tense effetitshould be possible
to abandon the jacket aftene or two sessions. Fumbling and self-grooming are among a
whole range of nervous tics of which teachare often blissfullyjunaware while thei
classes are only too aware—as is often gledemonstrated in ehof-term skits. You
should try to get your mannerisms—with the aid of a well-disposed colleague if you
cannot spot them yourself—before they get you.

Sitting on a desk similarly avoids the risk of pacing about, rocking from side-tofside o
advancing and retreating incessantly from the class which you may indulge in if you are
standing up. These anetention movementsf escape from the utgasant situation you
find yourself in: the unconscious desire to get away is suppressed, but not soon enough
They can be extremely distragy. Most recently qualifiedeachers will be familiar with
the lecturer who paces to ana fike a caged wolf at the apusually this is about the
only memorable feature of hiedtures. It is obviously inappropriate for you to give the
impression that you are desperate to get othefloor if only you could find it, but these
movements can be very difficult to contrdi; general we are less conscious of our feet
than of our facial expression or even our hands. Sitting down can redutsakaigeof
uncertainty (you may swing your feet, but this is not quite so obvious). It is still important
to avoid wriggling around uncomfortably, or sitting tensely with arms pressed into the
sides. You should sit firmly on the desk and avoid intention movements of getting up,
which are just as distranj as pacing around. One stmd teacher recorded onrou
videotapes during her first lesson gave aceignt impression of a cat sitting on a hot tin
roof, bouncing off her desk every minute or so. She was unaware of what she was doing
because of her nervousness, but the classlldv&he was just leaning against the desk,
which makes it much easier to make these movements unintentionally. When the problem
was pointed out to her, she was able to avoid it in subsequent lessons.

Except in special circumstances (for instantehe class is sitting round in a circle
informally) you should always be at a higher level. Height is an indicator of dominance.
(This, incidentally, is another reason for the ‘caged-wb#haviour; the threatening
effect of being stared at by a whole clasmigeased if they arall looking down at the
lecturer, as happens in maginventional banked lectitheatres.) The people who put
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pulpits in churches knew wha#tey were doing; it is much easier to lecture in a theatre
with even a slight dais, of the type found in turn-of-the-century classrooms.

If you are sitting at the same level as the class you will also be unable to see them all
as the children in front will block your view of those behind. When you are sitting on a
desk or other surface, if pos®byou should have a chair stool to rest your feet on.

This tends to encourage a forward-leaning posture, wherda@uva footrest the posture
you need to adopt for balance igight, or leaning slightly back.

Leaning forward towards the personuyare speaking to ocomunicates greate
involvement, whatever you are talking about—you will appear more friendly, more
interested in your subject, or more forceflittiycontrol. The same effect can be achieved
when standing up by a forward lean on table, provided you make sure to meet the
children’s gaze (compare Figusel). If you are an uncertalreginning teacher, the table
also provides a barrier between yourselfl éime class which gives useful psychological
security. If this security makes you more forthcoming, its beneficial effects will usually
outweigh the extra distance it imposes between you and your class, and it should soon b
possible to come out from behind the desk.

Figure 6.2The combined hand-on-hip andieways lean sigt&aboth threat
and indifference. Thambivalent posture produced a variety of
responses from rom children, butmyasaw this tedeer as ‘calm’

Here comes trouble

When you have to deal with a more recalcitrangéslaignals such as leaning on the table
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and barrier signals should takather different forms. Thasymmetric lean on the table,
often with one hand on the hip, is a classtacher posture (@ure 6.2). It neatly
combines relaxed indifference (the asymmatnsture and lean) with threat (the hand on
hip). Standing with both hands on the hips is more directly threatening, though children
usually perceive it as ‘irritable’ or ‘impatient’. The hands on hips make you look bulkie
(especially if you arsvearing fairly loose clothing, which fills in the gaps). The posture
also arches the back and pulie head back (try it). Thisnids to bring the chin forward
and up, which is a signal of dominance employed from early childhood (hence the
expressions ‘to look down your nose at’ @dk down on’ another person (Figure 6.3).
Its opposite is the chin-daw gaze-averting posture sfibmission (Figure 6.4).

Be warned that looking down at a book or papers on your desk superficially resembles
the chin-down posture. This does not mattéraiccurs only briefly, but if anxiety makes
you avert your gaze, asentioned above, the sisis likely to take advantage. If possible,
you should avoid the intermediate pattern, with chin down but looking at the class. This
gives a ‘cornered’ impression; the postursudmissive, but continuing to meet the gaze
of the opponents conveys defiance. You probably do not much more want to look like a
cornered rat thaa defeated one.

Figure 6.3Chin-up, or ‘plus face’. The radd chin, direct stare and slightly
raised brows are a signal of dominance widely used among young
children, though the face is lessesf seen among older children and
adults. Though this pogtiis often descriltbas ‘looking down your
nose at somebody’, its significanag a signal of dominance is not
widely known

The symmetrical hands-on-hips posture, though effective when quietening a noisy
class, gives rather too much of a hectoring impression if used excessively; folding the
arms gives the same jression of refusing to budge,ths less threatening because the
arms now form a barrier in front of the body. Many people find the arms fold a
comfortable resting position, and it makes a uissfandby. It is the most assertive of a
range ofbody crosspositions, most of which give an impression of uncertainty and
should be avoided if possible. However, it is both impossible and unnecessary to avoid
them completely—teachininvolves constant stress, fraimre need to make on-the-spot
decisions, and experiencegbthers who have good relaships with and control ove
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their classes frequentBhow the body cross and other stress patterns described below. As
an inexperienced teacher, yshould only worry if these patterns are major elements in
your behaviour, especially wh you are trying to getéhattention of the class.

Figure 6.4Chin-down threat. This is a ledsminant position than the head-up
‘plus face’ (Figure 6.3); it woulbecome a submissive face if the
gaze were dropped as well. Inemunicates defiance rather than
dominance.

Signs of stress

Morris (1977) has argued that self-touching isowerful source of reassurance, and most
people touch themselves in stressf ul situations, though they may not be conécious o
doing so. When you were little you clung to your parents at times of trouble; as an adult
you may be forced to cling to yourself, providing the reassuring touch which would be
provided by a friend if one were availablEhe self-hold arm-cross (Figure 6.5) and
similar postures provide this reassurance. \@dtgn you need to have a piece of chalk, a
worksheet or a pen at the ready; usually ¢h@® held in a mildr ambivalent form b

body cross, but you should try to avoid slipping into what Robertson (1989) has nicely
called the ‘waiter posture’, clutching thextieook or whatever desperately to your bosom

as a shield against whatever the class meywthat you. All these arm positions give a
closed-in, withdrawn impression.

Another frequent response to a need for reassurance is to make grooming movements t
clothes or head (Figures 6.6, 6.7), or to fumble with something. Alternatively you may
bring a hand to cover or massage the face (Figure 6.8)—this also serves to create a barrit
between the mouth or f ace and the audienke,di miniature version of the body cross.
While this is associated with uncertainty general, it is partiglarly chaacteristic

lying or deceitfulness—not quite the impressiyou want to create about your subject-
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matter! If these movements are repeatedroany length of the they can become
extremely distracting to the class. Very often you yourself are totally unaware of them.
As they can be a fruitful source of mastrio the impressionist who lurks in many
classes, it is worth checking with friendsomlleagues if they areonspicuous, and trying

to avoid showing them if thegre. The same applies taange of facial expression$ o
stress, such as pressing or licking your (iBgure 6.9), pulling them in or back (Figure
6.10), or biting them (Figure 6.11). One oéteffects of anxiety is to dry up the flow o
saliva, and these movements are an urgous reaction to the dry-mouthed feeling
which results. If detected bydltlass, they convey uncertainty.

Figure 6.5Self-hold body cross, a barriegeal with elements of tension.
There are a variety of self-holding pares, all of which serve a self-
reassuring function; they ashown by many te&ers, including
some who have very effective retatships with theiclasses. Given
that, like the arms-fold, they allow the teacher to reduce her stress
level, and that children are netry sensitive to their meaning,
teachers should nétel under particular presre to eliminate them

Again, as an inexperienced teacher, you khoat get too anxious about ever showing
these expressions of stress. They are contynshown by effectig teachers, especially
when they know they are approaching @fecontation—for instace, criticising the
standard of the class’s homework. Howe\as,soon as such teachers move to get the
class’s attention, the stress signals disappesa result, most of their classes only see
these teachers looking confident; few wéoeking at them before they calledrfo
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attention, when they were betraying monagpntanxiety. Experiencegéachers also often
show a stress reaction, frequently a haimogn (Figure 6.6) after a crisis has been
resolved. As the teacher moves away, afterrdtalcitrant child has been put firmly in

his place, she runs her hand through her hair. Again, this is likely to go unnoticed, as by
then the class has settled once more to its work. This behaviour is not confined to
classrooms; motorists do the same after a near miss, for instaahirig is a stressful
business, and the new teacher cannot hope to avoid showing stress completely; if yot
know what to look for in your apparently ice-cool colleagues, you may be reassured by
seeing they have their hidden problems too.

Figure 6.6Clothes groom (left) and headogm (right). The head groom is a
ritualisation of an originally tteatening posture, and is seen as
indicating ‘gets upset’ by many chiteh. Most teachers groom at
moments of stress; this is aha&iour pattern which may cause no
trouble unless it becomes excessive

What Katy did next

We have not spent a lot of time on how to et attention of the abs because it should

not be a major section of the lesson in teoghéme; rather the reverse! Dominant and
relaxed individuals are decisive; having got the attention of the class, you should then
move rapidly on to whatever was your aim in calling for attention (Figure 6.12). Non-
verbal signals, like words, are only promigésaction; having promised, you must aét. |

you dawdle, the initial attention will be dissipated very soon. It may be desirable to start
on the main activity once you have got the attention of most members of the group, rathe
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than nagging the last few to attend. It is critical to judge correctly, if the last few are
challenging you openly, whether they have gupport of the rest of the group, as we
discussed in Chapter 4. If they do not, yaun proceed and they should become involved
as the purpose of the activity becomes chyadl they will be under some pressure to
conform with the cooperative majority. If they fail to do so, they can be tackled
individually once the main group is occupied, when they should be less likely to play to
the gallery. Arguing it out with the last few may serve solely to create problems by
distracting the law-abiding. However, if théave the attention of the rest of the class,
you will need to tackle it as a serious confrontation (Chapter 8).

Figure 6.7Taken from a videotape of the titesson of a teacher who went on
to have severe discipline problenms.one movement she combines a
body cross and fumbling with helothes, both indications of
uncertainty

Your tasks when you call fahe attention of the class on the first occasion you meet
them will probably include calling the register, distributing books, telling the class the
rules which will apply in the classroom and what they will be doing during the year. Only
the last of these is strictly educationaldahis desirable to move on with reasonable
rapidity to work related to the subject. Thus it is preferable to go through the registe
quickly and to connect names and faces while going round the class later on when the
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children are working; occasionallgs in oral work in languges, it may be possible to get
children to give their names during the course of the work. Similarly, it may dsébp®

to save time by givig books out in a batch for each réand collecting them in the same
way) so that the children have less time to engage in conversation with their neighbours.
Once the class is known to be orderly, pupé® assist with suctasks to speed things

up.

Figure 6.8Hand to nose (left) and hand to mouth (right). The hand to mouth
posture is often used ligachers as a ritual sign of uncertainty, for
instance when they are listening to a child trying to answer a difficult
question, to indicate to the child that the problem really is difficult.
Hand to nose, a more disguisedrsof uncertainty, is less common

Too long a catalogue of rules at the staviegithe impression & you are expecting
trouble. It may eveput ideas into theiréads as to how they can cause annoyance.
Experienced teachers usualteal with the rules for eackituation, such as the
presentation of written work and when homework is to be handed in, as it arises during
the context of the lesson. most subjects, the children eddy have a fair idea of how
the work is to be done, and you can often transmit your expectations positively by
praising early examples of satisfactory woftr instance as you go round the classroom
(Chapter 9).
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Figure 6.9Lick lips (left) is a result of @hysiological response to stress; under
stress, saliva pduction is reduced, andgmouth feels dry. The
tongue may also be protruded, antthia this posiion, at moments
of concentration (pattern which can sometimes be seen in young
children or sportsmen who are cenirating); it has been shown that
people tend to avoid sliracting someone who is tongue-protruding.
Press lips (right) is a mild version offie of the characteristic mouth
expressions of anger. Many chidth described this teacher as
‘boring’

Figure 6.10Lips in (left), another variant dhe lip bite; tight mouth (right), a
mild type of fear mouth; the retcted corners of the mouth are shown
in a more extreme form in real fear



Getting attention 81

Figure 6.11Lip bite, another anxiety ginal. These signals normally go
unnoticed by the teacher who i®gducing them, or the class, and
children had difficulty in interpratig them; but they may surprise and
shock a teacherhw sees herself recorded on video

e

Figure 6.12Forward baton (left); it differs fira pointing, as the hand is moved
forcefully, and the finger pointswards the child being spoken to,
not an object (see al$agures 4.3 and 7.7). Most children saw this
teacher as ‘strict’. Upward kit (right), also a dominant signal,
usually used to enforce attentiorvtbat is being saidChildren were
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divided in their understanding of this, iehded to positive reactions, such as
‘friendly’ and ‘helpful’

In some practical subjects, such as Sciedliégren will need tanaster a considerable
number of rules when they enoder the subject for the firitne, and these will have to
be taught as for other subject-matter, using the methods for interesting and involving the
class described in Chapter 7. SciencefiCand Physical Edation teachers have no
special legal protection in view of the rathmeore hazardous nature of their lessons, and
are under the same obligation as other teacho ensure thathildren are protected
against foreseeable hazards while under their care (Partirifi84). Your legal
obligation not to allow children to puthemselves into danger places a special
responsibility on you in these subjects, but you have to rely on your authority and a
convincing manner to make sure that thddcan believe the dangers they describe are
real. In view of children’scheerful indifference to aer, you cannot rely on them
making the judgement an adult would in 8@me circumstance$hey will probably be
convinced mainly by your credibility, though you may need some demonstrations o
blood-curdling examples oivhat happens when safeprecautions are neglected to
convince the class thaby are not crying wolf.

The purpose of the techniques in this chajgtenerely to ensure that you can hold the
children’s attention so thatou are in a position to stateaching or whatever othe
activity you are engaged in. If you are to sustain this attention for the duration of a lesson,
let alone for a whole year, youust communicate to them thahat you have to teach is
interesting and worth learning (Chapterafid that you are interested in and care aibou
them (Chapters 7 and 9).

SUMMARY

Attention-getting skills are particularly important in maintaining control and avoiding
waste of time at the start of lessons aneémvimoving from one section of the lesson to
another. Clear marker signase needed to attract attemtj the class then should see
relaxed or extremely mild that signals, such astting or leaningon a table. These
examples signal dominancerdligh superior height. Stresfgnals such as selfholding,
avoiding looking at the class and intention movements of escape will be detected, as the
class will be paying close attention, particularly in the first lessons of the year, when the
teacher-class relationship is being established.

Having gained attention, it is thenecessary to show you can act decisively;
administrative tasks should be dealt with rapidly and efficiently.

It is useful to watch senior staff getjinattention with large groups, such as in
assembly, where the problems are interdifi€he training materials consider which
attention-getting signals are effective.
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TRAINING MATERIALS

If you were to ask the average experientegcher to describe the most threatening
teacher/pupil situation they can imaginmost would replywith accord—taking
Assembly! This is not because they are likelyo®wlost for wordqthey will probably
have spent weeks preparing it), nor is it likedyreflect any particular religious objection,
but with the numbers involved and the uncertaiofythe situation it is likely to bring
back painful memories of their early days teaching when getting attention was so
essential and, on océgass, so problematic.

It is, in fact, a useful source of techoe to watch experienced teachers take an
Assembly or large meetingebause the skills they use heheen carefully selected and
successfully applied ovéne years for thpurposes of getting attention.

Pictorial Exercise—‘Now hear this’

This first exercise has as much to to with the Assembly scenario as the lesson situation.

Question 1Examine the four signals illustrated in Figures 6.13 and 6.14.

If these were displayed in a lesson situation, which do you think would be most
successful in helping to ensure the class’s attention? What messages are being transmitte
in each?

Would your opinions differ if these weresgiayed in front of a large group as opposed
to a class-sized group? What differencgeuld you expect to see between these
situations?

Question. 2What are your feelings when facedth the picture inFigure 6.15? Do
you feel uneasy in any way? If so, why?

Do all the individuals shown here have the same effect on you? Are some sending &
different message, and can yoeritify what that might be?

Figure 6.13
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Figure 6.14

Figure 6.15

Descriptive Exercise—'An Inspector calls’

There are always a range of factors facing you whenevemgai your next class, and
some of these can affect the speed and effay with which you are able to gain thei
attention. In the followingexample, Andy, a Middle Schb teacher of three years’
experience, is about to be observed bysiting Inspector as he takes a year 7 Drama
lesson. To make matters worse, Andy has dragn told of this an hour before, at the
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same time in fact that the Head deethhis own intention to be present!

Andy had spent his break, or what theres\eéiit, double-checking his preparatiom fo
the lesson. He generally enjoyed teachingria, although not a specialist, and was not
over-concerned with the noise generated or the obvious excitement displayed by some o
the class.

Andy arrived late, having returned to the staffroom to retrieve the preparation he had
so lovingly produced. The class had already entered, removed their outdoor shaes as pe
the usual routine and were sliding acrossflber of the hall—thecaretaker’s pride and
joy! The Inspector and tHéead were there too.

Andy held his file in his left t hand, looked around the hall at the well-dispersed class,
and called for quiet in a moderate tone. Agutalare of time, or the lack of it, owing to
his lateness, he glanced several times at hishwile called again asking the class to ‘si
on the floor in front of him’.

The majority responded, many demonstrating the technique of precision sliding as they
arrived expertly at his feet, blissfully aware of the presence of the VIPs. Some were
engrossed in other activities, however, and veatied again, this time with considerable
volume, accompanied by an andigwn and a specific stare.

Eventually the class gathered Andy’s feet and he began the lesson introduction.
Nearly ten minutes had passed since the lesson bell. Andy explained the lesson format t
the pupils, even mentioning the skills azmhcepts involved, which passed several feet
over their heads. His academic performancemeted, Andy attempted to divide the
class into mixed-sex groups, but beforedwoaild complete his directions some of the
class had drifted away again and were practising stocking pirouettes.

Acutely aware of being observed, Andy mov¥ean his usual pattern of behaviour. He
threw his file on the floor, making a loud cracking noise, shouted ‘enoygitited to
the floor immediately in front of him and said in a quiet but pronounced tone, “You will
all come and sit here now and in silenoe,Drama will be a thing of the past/ They
returned in silence and Andyood, head up and gazed manaeily at eactchild in turn
without a word being edhanged on either part.

Question 1.Andy was clearly concerned by the wéasituation. In what ways do you
feel that this may haveaked to the pupils?

Question 2In your opinion, do you feel eel that the class were out of control or was
there a conflict in style brought about by the unusual situation?

Question 3The turning point seemed to be when, in exasperation, the file was thrown
to the floor. Why, in this situation, was this so effective and how was it reinforced?

Question 4If you were the Inspector, how would you have commented on the first
fifteen minutes of Andy’s lesson?
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TRAINING MATERIALS—ANSWERS TO EXERCISES

Figure 6.13'Waiter’ posture (left). Joimands (right). These are twarrier signalswith

an element of self-holding amdassurance. They were sdsmmany children as ‘helpful’
and ‘easy going’ respectively, an indicat that their significance as signald o
uncertainty was not apprecat Children are not psychic and you should not be too
concerned that they are goit@pick up your every signal.

Figure 6.14 Normal arms-fold, one of the morassertive barrier signals (right).
Selfhold arms-fold, one of a range of comfogtiself-holding postures (left). Both act as
barriers between teacher and class, the self-hold signal a greater need rfo
reassurance. Both elicited a range of respsrfrom children, buhe normal fold tended
to be seen more positively (e.g. as ‘calmihile the self-hold flal elicited comments
such as ‘boring’ and ‘gets upset'. In tlodse the element of uncertainty was being picked
up.

In assessing the meaning of these signalbave been assumingaththey are directed
to a large group being taught as a wholee $tze of the class will inevitably have some
effect on the signals used for gaining attention, both in terms of style and duration. A
more intimate group allows a more conversational style. didience is better able to
see subtleties in both gesture and postackthe teacher can try to get responses from
‘assembled individualg'ather than a ‘group’ as sucheétback is also likely to be more
immediate within a smaller gup and the teacher will modify y her signals, particularly
in duration, as she receives responses fronpbgils. Even in larg groups of polite and
enthusiastic adults feedback is very limited, as no individual has responsibility fo
encouraging the speaker (as would happera ione-to-one sitd@n), and therefore
nobody does it. Pauses ineggh, speech volume, facialpegssions and gestures are
particularly likely to vary with groups of different size.

Figure 6.15 Concentration stares by a groupabiildren. The neutral face and steady
stare (left) or neutral molatand concentration frown, itli eyebrows drawn slightly
together, are dif ficult to tell from rom anxmession of anger drritation, one of the
reasons why you may find this illustration digting to some extent. In any confrontation
the f ixed stare is serious, signalling #&sdoes intense disagreement and in some
situations an imminent strike! In general conversation, although there will be
considerable eye contact, it will includeciprocal and sympathetic gesturing such as
nodding, smiling, etc. Wheredhe signals are absent, the intensity suggests suspicion o
implied criticism. However, as mentionathove, these feedback signals are normally
absent in large groups. This makes thacemtration stares ajroup members seem
threatening. You may feel that the boy on the right is more of a risk than the others. His
head cant is a signal used from early childhood when questioning another individual. In
this case he may be questioning what yausaying because of genuine interest—or, as
you may fear, questioning your ability to teach.

The effect fect that any particular member of the group may be having on you will be
due, in part, to your own communication history. Subtleties of head movement,
inclination, etc., will be set in the contextthie usage that you afemiliar with. This is
particularly true with regartb different cultures where pression and gesture may have
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radically different meanings.

Descriptive Exercise—'An Inspector calls’

Question 1

In any situation, when we are placed under stmesst of us will leakhe fact, or at least

our anxiety, in some way or another. Andy was no exception. His late arrival will have
been noticed by the pupils, asll the presence of two relagvstrangers. This, coupled

with his close attention to the file will have indicated that something was not quite
normal. The absence of Andy’s usual Itevel humour was probably noticed as well,

and he may have been engaged in some flick checks of his own, this time towards his
unwelcome visitors. Glancing at his watch, and paying undue attention to time may have
also sent a signal, as would his unusuabdiess when calling for the latecomers. The
class would have been in no doubt that the circumstances of this lession were unusual, t
say the least.

Question 2

The fact that the class eventually responaedkes it unlikely that this level of apparent
deviancy was the norm. A meas of control was presenbut it was not exercised
through the usual channels. Shouting, throwing a file to the floor and staring pointedly at
the pupils were clear indicators that he had run out of patience. This can be a very quick
and effective method of gaining control, but only if it is not the usual one chosen. The
class, having been aware that something was amiss, would have had their suspicion
confirmed by Andy’s reaction, but had this been his nommadius operandiand given

that they may have sensed a weakribgy, might have run circles round him.

Question 3

Loud noise of any sort, particularly when not expected, will gather the attention of most
pupils. Throwing a file to the floor is no exception. Sunbves are effective because,
unlike language, they have no interpretatioth@emselves, and in order to make serfse o
the action more evidence is needed. The puypillsnot only be attracted by the dramatic
noise but by the intriguing question of whaigsing to happen next. The facial gestures
and postural attitude of the teacher may gbaene clues, as ilvthe direction and
intensity of gaze, but for mogtupils actions of this sodre associated with actual o
potential loss of temper. Without languagectarify the situation, pupils are unable to
judge the risk to their interests. The gamble may just not be worth it!

It is important to realise, however, that this is merely an attention-getting device; if it is
to be effective, it should beeinforced by further action. Andy used several moves to do
this. Firstly he pointed to the floor immediately in front of him, gathering the pupils
within his space and, therefrunder his authity. Speaking in a get and pronounced
tone also reinforced his control. Standing, head up and chin out in a particularly dominant
way and making eye contact wigach pupil in turn, are dikely to add strength to his
effort to regain and maintain control.

Question 4
It is always difficult to know how Inspectors think, but this one may well have considered



Body language for competent teachers 88

the first fifteen minutes of Andy’s lesson to be, at best, a form of organised chaos.
However, the Inspector could not have failed to notice the way in which Andy used his
authority to regain control of the lesson,iadication of his awaness and use of status

in the establishment and maintenance of ctessrcontrol. Andy’s recovery was that of a
professional who knew his class and his job. A sympathetic Inspector would have
understood, and, if he did not approwé the causes of the problem, would have
appreciated Andy’s response.



Chapter 7
Conveying enthusiasm

Learning is an invisible poess which occurs inside chidglr's heads; you can only get
access to it indirectly, by asking questions looking at written work. It is also
impossible, with a class of average size,yfou to monitor continously what each child

is doing, whether you are tng to teach the whole classiodividuals. You cannot force
children to learn; you can only persuade them that the work they have to do is a more
attractive alternative to the other ways tloeyld spend their timesuch as checking ttrei

pens or fingernails, discussing last night’s video with their friends or seeing how far they
can tip their chair without overbalancing. Wgbme classes, some children, or sorfhe o
the subject-matter you have to teach the lyest may be able to do is to make the
consequences of these alternatives suffiieimpleasant that the work is done merely
because it is the least of a choice of evilswdeer, this is at best a wearing strategy,
demanding constant vigilance and offering little satisfaction. Arousing the class’stinteres
is far preferable, both practically airdellectually, if it can be achieved.

In order to do this you must do four things. Your manner must convey that the material
is interesting and worth making the effad try to understand; you must relate the
material to the children’s existing experience so that they can assimilate it to their
previous knowledge; and most importantly, you must reward them, rather than criticising
them when they try to contribute to the learning process. Finally, you must not disrupt
their learning by unnecessarily breakimgff teaching and sténg disciplinary
confrontations when there is no seriouse#iirto the classroom aer. While these tasks
are common to whole-class work and workhwndividuals, they are achieved differently
in the two situations. We will cover tactics for dealing with individuals in Chapter 9.
Determining when a confrontation is not necegssdll be dealt within the next chapter.
Much of the art of presenting material interestingly and intelligibly depends on planning
decisions made before the start of thedassind is outside the area of this book. We
raise the matter merely to make the point that only in the most work-oriented classes car
you rely on children being prepared to put up with present boredom in the hope of future
enlightenment. Generally each steghe subject must be presed so that it interests the
children now, which depends largely on clear presentation and questioning (Brown and
Armstrong 1984, Brown and Edmondson 1984). Clear planning and ordering of topics
can assist this, but much depends on presentation.

WHAT THE EFFECTIVE TEACHERS DID
We will look first athow the effective teachers in oudeo study (Neill 1991a) differed

from their less effective pegrboth across the lessons overall and during their talk about
the subject, and then consider some of thegecés in more detail. We used a very strict
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definition, only counting times when the teachers were actually talking about the subject,
and excluding questions to the class, thesitareplies, talk about lesson administration,
and so on. Only 16 per cent of the lessons was included on this strict criterion, but
teachers’behaviour during this talk was very much like their talk over the lesson as a
whole—not surprisingly, considering therfi subject-orientation of the lessons.

Figure 7.1Head forward and smile, a relatively mild expression of interest in
what the child has to say. Most ahién saw this teacher as ‘friendly’,
or gave a mixture of other positive comments

The most striking feature dlfie effective teachers was thenthusiasm and decisiveness.

We shall quote some sections of Mr Weathésihgsson below. He was a senior teacher,
and had probably taught classes about heratg fifty or a hundred times before, and

had known the elementary concepts of weathering he was discussing for maybe thirty
years. However, his receptiamf the boys’ initial answeras they groped towards the
concepts suggested that he was receivingrbst exciting revelatizss since Noah first
thought of the Ark (Figures 7.1, 7.2 and 7.8g literally seemed to be hanging on thei
every word; this was charactditsof popular and effectiveeachers. Mr Integral, anothe

of this group, greeted his slow-learnerse towards the matheical conception fo

speed with a reverential ‘Magic!” The enliasm might seem ewdone, but thirteen-
year-olds do live in a more vivid world thadults, and what might seem restrained to an
adult audience seems downright boring to them. A less exaggerated response would b
appropriate with older classes.

How did the effectivedachers actually convey their entiasen? We found that over the
lessons as a whole, effective teachers ussitler variety of facial expressions, gestures
and tones of voice. The difference was particularly marked for illustrative gestures and
animated and imitative intonation which made the lesson material more interesting and
vivid for the class. We also found the effeetiteachers looked intently at the class more
often than the others, and used head movements (head forward, Figure 7.1; head can
Figure 7.2; and head dip) which are signaflsnvolvement witha speaker: they thus
showed their keen interest in what the children had to say when they contributed to the
lesson. Effective teachers smiled more, anedusiore joking intonation; their lessons
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were more fun to be in. Very muchethsame picture occurred during the actual
educational talk (though not the joking), but effective teachers spent more time
discussing hypotheses than the ineffective ones—in other words, their lessons were mor
intellectually stimulating. Theeffective teachers may have been unable to spend time in
this way because they could rmimmand the attéion of the class for a long continuous
period; they were also spendingpre time dealing with matets and in unclassified talk.
(Rapid and efficient organisation of thesdavas recognised by Kounin (1970) as a mark

of the effective teacher.) This was indicatey the effective dachers’ greater usd o
controlling signals, such as the batons (Figure 6.11) and fend (Figure 7.3), which showed
their decisive approacfieachers must be in control of their classes as well as interesting
them, and these behaviours are the waytith the effective teachers convey this.

Figure 7.2The forward lean, smile, and slight head cant (i.e. head at an angle),
indicate attention toral positive feelings abotite child. The teacher
is also nominating the child to spean this case by pointing. Most
children saw this teacher delpful’ or ‘friendly’
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Figure 7.3Palm forward (left) and palm dow(right) two contréling gestures.
They indicate, respeetly, that the class should stop or calm down.
Most children gave negativesgonses, especially ‘strict’

Ineffective teachersbehaviour was notable for uncertginThey showed this by using
more barrier signals (Figure 6.5) over tlessons as a whole, and fumbling with thei
clothes more (Figures 6.6,6.7) when thvegre actually talking about the subject. They
spent less time with their hands in their petsk a signal of relaxation, and when they
were talking they stood still less. As we mentioned in the last chapter, uncertain people
show a variety of stereotyped swaying, rocking or pacing movements, which are intention
movements of escape, and leadheir being seen as ineffeet. Both over the lessons as

a whole and during edational talk, the ineffectiveechers spent more time with a
neutral facial expression thahe effective ones, and dugireducational talk they used
neutral intonation much more: their perftance came across as flat. No wonder they
occasionally looked sad when talking! Wéas effective teachers spent a majority o
their educational talk time witmdividual children, inefctive teachers spent much less
time in this way, losing an opportunity to build up a rapport with the class by relating to
them individually.

Overall, the ineffective teacherptoblem in dealing with thir classes seems to have
been their lack of confidex, which prevented themofn achieving the warm but
dominant role which seems necessary for the lower secondary age-groups. This does nc
mean that they were not pleasant and cagpegple—in fact the problem often seemed to
be that they were too involved with andaatied to their childreand their subject, so
much so that they found inattention adidinterest threatenjnand depressing. They
lacked that degree of detachment which would have allowed them to give a good
performance, even to antially sceptcal audience.

THE CLASS AND THEIR ATTITUDE TO THE SUBJECT
Most classes will enter the classroom for filhg time neither knowing what they have to

learn, nor interested in it. You, however, have spent some years studying your subject fo
its own sake, and chose it because you \weegested in it yowgelf. You know how the



Conveying enthusiasm 93

material you are teaching todéts into the overdlstructure of thesubject. Your pupils

are being taken for a compulsory route-mantb the unknown, aan age when they do

not have a clear enough appreciation of theréuto really appreciate any assurance you
give them of the future usefulness of what they doing. It is aexaggeration to say that
most children never develop an interest in subjects for their own sake, but it is a useful
exaggeration. Even the most academic ceiidplace a heavy emphasis on the opinions
of their peers when interviewgfollowed by their relatinship with the teacher (Tume
1983). You must therefore arrange thirsgsthat every step is rewardiagthe time it is
taken,without relying orthe children’s wliingness to accept presgmnance in the hope

of future salvation. Some of them may be willing to do so; but they are not the ones who
are going to make your life difficult.

We have already discussed the kinds ofagmhich children use to gain each others’
attention and support; we have suggested that children act in these ways to build up an
maintain their self-esteem. If the more agermembers of your class want to get the
attention of others, they can ddy disrupting the class, eaging the teacher, and getting
a reputation for daring (Beynon 1985). More positively, they can also do it by
contributing disproportionately to the classroom discussion. For example, during the first
week of the video study, Kevin was a comsjpius member of his new second-year class;
he was one of the first to volunteer to answer questions in virtually every subject. The
most striking example waén Home Economics, where he displayed a complete
knowledge of every type of cooking utensil and technique; if any of the girls had eve
been in a kitchen, she got little opportunity to expand on it. Kevin was big and mature fo
his age; why did he try to identify himself so conspicuously with what might have been
thought an ‘unsuitable’ subject for a growing boy? We can only conclude thatdhe en
justified the means; provided he could contribute effectively to the class he was willing to
take the risk of ridicule. In other classehere either he was denied the same chahce o
self-expression, or the subjestatter was too difficult o him to be able to succeed
immediately, he started to behave more disruptively.

Should children be allowed to behave in this way? Why should Kevin ramble on about
pots and pans, to the exclusion of other class members? Shouldn’t every member of the
class be given equal attention? We don’t have any hard information on how this
domination of the class by one or two individuals develops, but the clear impression from
our limited sample ishat where the teachalows a dominant child to make his mark in
a productive way in early sessions, his uefice, though still strong, becomes less
conspicuous in later sessions. Once he has decided that disruption is the most desirab
way for him to express his influence, however, his influence is likely to continue at a high
level—if only because the teachisrconstantly forced to do something about him if she
wants to get anything taught. Better to allow him to influence the class in a more positive
way. Ideally, to be sure, you would like him to contribute from pure love of the subject,
but if he contributes from love of the sound of his own voice, this is probably better than
the alternatives.

In the hands of many experienced teacheesfitbt lesson takes a rather special form.
Moskowitz and Hayman (1974916) found that ‘best’ teacheused it mainly to get the
relationship between class and teacher gaiather than to getioving on the subject.

New teachers, however, plungsttaight into the subjectfter the honeymoon period
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they found their relationships with the class and the amount of work they could get done
pursuing a steady downward course. We will come back to how you can use non-verbal
and verbal behaviour to express interestalhyour children aspersons and in thei
contributions after first considering thehar special tacticsf the first lesson.

THE FIRST LESSON—MAKING CO NTACT WITH THE SUBJECT

In many cases, the teachers who went onnm feffective relationsipis with their classes
started the first lesson, after a brief introilue to the term’s work, by asking what the
children already knew of the ardast in general, and then specifically in relation to the
topic of the first lesson. What did they knavout the First World War? How did it start?
What is physical geography? How can the earth’s crust change? What are thef types o
weathering? Who saw the athletics last night? How far did they run? How long did they
take? How could we tell how fast they were running?

While this approach tells the teacher wtied class already knowt,is probably more
important in suggesting to the childrehat you are interesti in them and thei
knowledge, and in giving the more asser members of the class a chance to be
involved, as we have already mentioned. If you are alert, you may be able to deduce &
considerable amount about thecial structure of the da during the process. In some
cases, the teacher had a stand-alone les$ich did not even start the main course
which was going to be developed througk term. One ‘best’eéacher of English, fo
example, got his class tosduss and write about ‘memolateachers’. This was relate
to the book they were going to read, but its main function was to get across that he was
aware of the way they saw teachers, thatvae ‘one of the boys’ (it was a single-sex
school) and to give him a chance torgand the class to get to know them.

The less successful teachers eittliel not take this approachy if they did, failed to
build up their relationship with the cladsor example, one Geography teacher, who was
going to go on to land-use maps, started by taking the class round the school to map whe
happened in each part of the building. Potentially this wegdeandid idea; the class were
new to the school, and they could quickly learn information which they might otherwise
have taken a long time to pick up, suffering the embarrassment of displaying thei
ignorance on the way. They could get picd experience of #h concepts of usage
mapping in a way which they were likely temember. However, the exercise turned into
a game of hide-and-seek ara the building, cause he could not exert adequate
dominance, and it is doubtful whether the children gained much related to the subject. It
is not enough to be well-meagly nice; it is also necessatty control the interaction so
that children get the encougent they need to participate and the discouragement they
need to avoid being disruptive. Here we will look only at the encouraging side;
discouraging tactics come in Chapter 8.

EXPRESSING INTEREST IN CHILDREN

Inevitably, in asking questions, you wileceive relevant answers and complete red
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herrings, as well as answers which take you further in the direction you plan to go. You
will also receive answers which are so complete that if you accept them and go on from
them, many of the class will be left behind, so you must partially backtrack until you are
sure most have grasped the point. As we fsaid, from your viewpoint, questions may

be related primarily to buildingip the academic structure, thre ethos, of the subject,
while the children are partly avholly unaware of this strugte or ethos, and of the long
term; from their point of view, immediatmitcomes are whabants. Every time a child
volunteers an answer he risks making a foblhimself in front of his peers: if his
incomplete or over-complete ansmis rejected, especialljuring initial contact with a
teacher, he is unlikely e so keen to risk his self-eet again. (Once the relationship is
established, you can afford to be somewinatre rejecting, providing you are not too
unpleasant about it.) The effad teachers were very skilleat ensuring that children
were rescued from potential embarrassmentdd ehis you need to allow the child time

to collect his thoughts, to provide cues or repeat the question, to show interest with you
non-verbal behaviour and to praise rather ttrdticise. Here is an example from the fiirs
lesson in Geography described above. Weathering is asking the boys what they
understand by ‘physical geography’ and has elicited a string of examples: ‘hills’, ‘rivers’,
‘the shape of the earth’; finally he gets:

Boy: The crust.

Mr Weathering:What do you mean by the crust?

Boy. The inside. Giggle from the rest of the clags.

Mr Weatheringmoving towards him, wh a surprised smile Now, where is the crust on
a loaf of bread?

Boy: Er—on the outside.

Mr Weathering:Right. Now the crust—and that’s a good word, that’s émeghasising it
by tone of voidetechnical term we use—is changing #fle time. Can anybody tell me
a time when it will change very rapidly?

Not only is the boy not criticised for hfaux pasbut he is rescued from the ridiculé o

the rest of the class by praise forvimg produced the corredechnical term. M
Weathering is getting across that he willake sure that any attempt to genuinely
contribute to the progress of the lesson will earn its contributor credit. Later in the school
year, when the relationship had stabilised, he could express this verbally; when a boy
failed to make a fairly simple calculation about population growth:

Mr Weatheringwith a ‘devilish smile’ (Figure 7.4), pointing finger and humorously
emphatic intonatioj You've fallenright in the trap! [Quickly, moving towards bty
Go on, save yourself!

The opposite problem occurs when one child jomped ahead of the rest of the class in

his understanding. How are you to get the rest of the class to the same point without
contrasting their lack of understanding unfavourably with the full answer you have just
received, or seeming to discard the effort of the child who has tried to respond? In his
first lesson, shortly after éhincident described abowdy Weathering moved on from the
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definition of ‘physical geography’ to a first discussion of some of its content.
Earthquakes are rapidly mentioned, but wMmWeathering asks how they are caused,
he gets too complete an answer;

Figure 7.4'Devilish’ face, indicaing pleasure in inflicting pain. Children saw
this face as ‘friendly’ or ‘fun’ not noticing the expression in the
eyebrows

Mr Weathering:What is actualhhappeningwhen you have an earthquake?
Boy: Sir?
[Mr Weathering turns and orients, looking intently towards]him

Boy: Sir, there’s a fdtiunder the ground.

Mr Weathering:Yeah, I'mignorant [turning both hands to point to his chest and with a
puzzled frowhlI’'m only a geographer and not a geologist, so | don’t understand that,
right? [Looking intently at the boy with a puzzled fr¢gwiow what do you mean
when you say that there’s a fault underneath the growmwakijng round the class and
making juggling movements with his cupped handsu’re all talking intechnical
terms and | don’t understancetkechnical terms. What'sfault?

Boy: [slightly hesitantly; Mr Weathering resumes his concentrated attention {o him
Something that happens under the ground, right. it goes kind of sideways ... and
breaks the earth up.

Mr Weatheringrocking his head from side to side and looking upwji@sod. Right,

S0 you're putting a lot afleas together thereRgorienting towards bgyso we're
talking about a crack ithe ground, are we®pzing intently towards bdy.

Boy: Yes sir.

Mr Weathering::A big ‘un or a little ‘un?

Boy: A big ‘un.

Mr Weathering::How big?

Boy: Um ...

Mr WeatheringLooking round, beginning to turn to rest of class and geft®ight, he
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says there’s a crack in the groundapidly] It might be a sort of crack in the concrete
like the one outside my back door or wttagy did at CresswieJHouse] last week
when they drove that bulldozer down the pavement. Doeselam that sort of crack?
Various members of the clagdo...Sir! Sir!

Again Mr Weathering is sygortive, throgh his sustained andtense attention and
emphasis on the technical correctness ofattwvers, and this compensates for the fact
that he first requires the bap extend and explain his original contribution, and then
redirects the question to other members of the class. He thus manages to extend th
discussion of the point until he is sure that all members of the class have understood wha
he is talking about, without causing offence to the boy who answers first.

Intonation and silence

In looking at the non-verbal indications of enthusiasm, we cannot omit the non-verbal
components of speech. You emphasise your intpegatinguisticallyby a wide range in

the tempo, pitch and loudnes$§ your speech, drawing attiion to the features of the
children’s contributions which you think are especially important, as we have hinted in
the examples from Mr Weathering’'s lesson above. The importance of intonation in
classroom talk has been well coveragd Sinclair and Brak (1982) and Brazilet al.
(1980), and its subtleties canrtmé adequately covered amsmall space. A brief quote
however, will indicate what it can convey. Ms Hola’s class are writing out the present
tense of the Spanish veténer,which is used in various idioms which are new to them;
but they have known the verb for some time.

Ms Hola: What letter doetenieend with?
Class:With an i.

Ms Hola: With an i?

Class:With an e.

Ms Hola: With an e.

The plain print gives no hint of the quality of this exchange. Ms Hola stresses the ‘7’
heavily, and her rising pitch conveys ammabt scornful incredity at the class’s
ignorance; when they supply the right answer, the stress and slurred falling pitch on the
‘e’ reinforce the reminder that they should have known this all along. Overall, her tone is
low-pitched, rather than the higher pitch ialih would indicate amoyance; within six
words and as many seconds she has demonstrated a firm but humorous contral over he
class.

However, it is not only talk which is important; you must also know when to keep
silent. When you ask a questiogu must allow an adequateait timefor the child to
answer. In normal conversation speakers pasthey speak, tollect their thoughts
about what they are going to say next, ansl ihiaccentuated whethildren speak in the
classroom because they often find the answifisult, and becausef their subordinate
position relative to the teacher, and the fact that they ang lpait on the spot publicly.
Adults in normal conversational situations haveange of tactics féholding the floor’
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during their pauses for thought (Beattie 1983), but children in classroom situations do not
seem very effective at this, either becatlseir conversational skills are not yet fully
developed, or, more probablpecause the social settinggsponding to a dominant
guestioner with other members of the class trying to butt in, is too inhibiting.
Considerable skill is needed to give onédlctla fair chance withaufrustrating others.
Rowe (1974) showed that children produceveers with substantial silences (ofteh o
over three seconds) embedded in them. dedil seemed to celtt their thoughts in
silence for the first section of their answerfter producing this, they then needed
another silence to collect the next section, continuing the pattern of silent thought and
bursts of speech until their ntribution was complete. Teackaended to jump in during

the silences (on average thegited only 0.9 seconds), either trying to hurry the child up

or diverting the question to another child, so that the first child was allowed no answer, o
only part of the answer that he could have worked through, given the chance. Not
surprisingly, children found this frustrating and felt they were valued far more by
teachers who had longer wait times and allowed thenvthe answers of which they
were capable.

Figure 7.5Here the teacher is effectively miming ‘catching’ the idea which the
child is producing in her answer, with a more extreme forward lean.
Most children saw this teacher posdly, e.g as ‘helpful’, but some
children may find this type of approach overpowering
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You can encourage the child to hold the floor by giving him your undivided attention.
First, you can keep your gaze on him, ratth@n scanning around for someone else who
might have a better answer. Second, you can signal by leaning towards him, nadding o
smiling. If you are genuinely interested ywill do this spontaneously. The lean can take
a mild form, with just the head forwardideres 7.1, 7.3), or go to the extremke o
‘catching’ the child’s idealike a wicket-keeper (Figur&.5). This may seem rathe
theatrical, but bolder movemts are appropriate with a large audience—thedhan
gestures described below, for example, areukatly used by forcef lecturers to adult
audiences. The extra assertiges makes up for the less immediate contact each membe
of a large audience has withetlspeaker, in comparison torfiéipants in a one-to-one
conversation. In addition, children’s conversations are often much more animated than
those of adults—a comparison of the br#iake conversations in the corridor o
playground with those in the staffroom will make the point.

CONTROLLING A DISCUSSION

In order to allow one child to make his contribution, you will have to stop others
interrupting, and nominate those whose tutnis to speak. Just as childrens’
conversations are more animatibadn those of adults, sve the rivalries between thei
cliques; this poses problems, especially if you are trying to organise discussions among
groups of younger adolescents. Discussions, as you may have experienced them on yol
own training course, depend critically @l concerned accepting the value of ideas
contributed, regardless of who contributes them. Children tend to assess the value of al
idea in terms of the person who contributedhey may reject ideas from childref o
whom they have a low opinion, or interrupt them while they are speaking. Alternatively
they may simply lose interest in the discussion while other children are speaking, and
find some alternative pursuit. Many children do not regard discussions as ‘real’ work
(e.g. Furlong 1976), so they may give them a low level of attention to start with. All this
means that you will not only need to act as chairman in any discussion lesson, but you
will usually need to do so in a fairly formaday. If the class is cooperative, or you have
built up a good relationship with them, more spontaneous discussion is possible. It is
likely that spontaneous discussions will be dominated by a small proportion of the class,
like Kevin, mentioned earlier, who are dominant in the peer group (Macpherson 1983).
This tendency is apparent in any spontarsediscussion group (for instance a semina
group of adults, but much less obviously, because adults are more polite). You will
probably have difficulty in preventing it if the discussion is to remain spontaneous. You
may not even be aware of hecause of the pace at which events proceed; and, as we
have suggested, it may not be desirable to try to work against the social pressures of th
class. This has to be a question of judgemearigast in low-achieng classes, it is likely
that those who are most willing to contribute will not be those best-qdalifie
academically to do so. Even so, the clasa agole may learn more if they contribute
than if you are constantly having to fend them off from disrupting a discussion led by the
more academic.

If you choose a more teacher-structuredcdssion, you will need to nominate
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participants by name, or by pointing to them (Figure 7.2). You can also use a fange o
more subtle signals, such as eyebrow flash, an upwartick or forward thrust of the

head, or a head cant (Figure 7.6). You will also need to enforce silence by a palmforward
or palm-down gesture, while nominating the child you want to speak (Figure 7.3).

Figure 7.6Head cant, an expression of @attention which first appears in
pre-school children. The position gnbae held, while the teacher
gazes steadily at the child, or the teacher may use it as a brief head-
flick, to nominate a child to speak

Gestures; or do you see what | mean?

It may seem paradoxical to consider waysasiing children questions before looking at

the ways of telling them about the subject, but we have done this for three reasons. First
as an antidote to the tendency of inexperéehteachers to talk omhen they should be
involving the class more. Second, because especiattim lessons, questioning allows

you to discover the initial eceptual framework which ¢ghchildren possess and allows

the children to realise thaheir new knowledge can beonnected to their existing
knowledge. Third, because questioning can demonstrate your inteaggt involvement

with individuals more easily than even interesting and humorous talk to the class. Talking
to individual children is a good way of showing your interest in them, but you can only
spend time on individual talk when the class have been settled down. Individual talk is a
subject for the next chapter; we now turn to the ways you can show enthusiasm when
talking to the whole class.

Experienced teachers use a great variety of gestures when talking to classes (and al
often appalled to see themselves on e@)deAll these gestures appear in normal
conversation, especially wheone speaker is putting forward a difficult or forceful
argument. It is also possible to see chifdstart to use them as soon as they find
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themselves putting a public caethe class as a whole (prded they are not inhibited
by the novelty of the situation), or when discussing something avidly with their friends.
There are several types of gesture (MANES85). The first type, generally called
‘emblems’, such as the V-sign, have a generally known equivalent verbal meeting; being
mostly insult signs, they should have little currency in orderly classrooms. More
important in classrooms are gestures Whserve to illustrate, amplify and punctuate
speech. These gestures confirm what yau saying, firstly by showing the shapes o
movements of objectgconix), secondly by miming the concepou are talking about, or
your educational intentiofmetaphorix)and thirdly by directing the children’s attention
to salient parts of the messaf®eats) In McNeill's view, all three types of gesture
originate from the same thought procesassspeech; the message is then processed
through verbal and non-verbethannels, which may confirend duplicate each other, o
provide complementary information. In other words, your gestures give your class a
second chance to receive your messagewAsshall see, if gu are uncertain, you
gestures can cut you off from your audienaed if their culturalbackground is very
different to your own, they may have problems with your gestural language as well as
your verbal language.

Figure 7.7Finger point (left) is more precisean the palm point (right); it is
also used (rather more frequertthan the palm point) when precise
items, rather than geral aspects are being pointed out on the board

Children’s gestures do not reach the fully adult form until after twelve, though most o
the adult features amgresent by nine or ten. Children of this age are likely to be more
influenced by gestures than younger ones, who respond more to the words. A five-year-
old’s gestures indicate the child’s high level of involvement in what he is talking about,
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reflecting the egocentric state of his thought processes; older children and adults use
more abstract gestures, indicating detaafitnfeom the topic of discussion (McNeill
1986). Younger children act out their topic; older children and adults observe it.

Figure 7.8An effective teacher miming tfeourse of the First World War
trenches down between Belgium and Switzerland

Iconix merge into pointing (Figure 7.7) and miming in younger children. They
demonstrate where something is, or show tla@stof something, eidn concrete, like the
First World War trenches, or mm abstract, like the ‘shapef an equation (Figure 7.8).
In some cases, such as the trenches nusttioned, much of the meaning may be
transmitted through the gesture. Metaphaipnify abstract ideas, such as mathematical
concepts, which cannot be directly represgrdae physical forms, but are nevertheless
illustrated by spatial analogies. Most impottarin the teaching sitation, these gestures
point out to the class how they should reactvhat you are sayindpy showing them the
kind of information you are trying to commigate to them. You offer ideas to the class
or reach out to them (Figure 7.9), hold ideas up for the twas=e (Figur&.10), open the
door to a new idea (Figure 7.10), break tlylo a barrier of possible confusion (Figure
7.11) or emphasise the precision with whan idea must be grasped (Figure 7.12).
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In the same way, effective teachers useafagkpressions to sighto the class how
they should react to the materthe teacher is discussing; whieis interesting they raise
their brows (Figure 7.13), when it is ddfilt they concentrat (Figure 7.14), andta
exceptionally difficult points they look galed (Figure 7.15). Aajn there is evidence
that expressions are used tile same way outside theaching situation. A puzzled
expression (Figure 7.15) is used in conversations to convey that the speaker still wishe:
to hold the floor, and is silent because she cannot think ofghewibrd, not because he
contribution to the conversation has endede Pphizzled expressioserves to show the
listener that a contribution to the speakaf®min of meaning may be acceptable, but a
deviation to the listener’s interest will not be. In the less equal social situation of the
classroom, these expressionsveeto alert the class to atié to your definition of the
situation.

Figure 7.9The palm up, which offers an idea to the class. Children saw this
teacher positively, e.g asiteresting’ or ‘helpful’

Gestures are also used to punctuate and shape satiwer McNeill calls these
gesturesbeats. Beats are jerky movements whicheamade at the ends of phrases
corresponding to the punctuation marks in writing, and serving the same purpose. In
conversations between adults, gesture can @ tosregulate the attention of the listene
to the speaker. By gesing, the speaker ensures that tlstener’'s attention is on he
before she delivers her verbal ssage, avoiding the risk that it will be missed or that it
will have to be repeated. This function can also be served by verbal markers; in the
classroom these, together with other conispiis means of getting attention, are more
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commonly used than in ordinaspeech, because of the diffity of organising the joint
attention of a wholelass (Chapter 6).

Figure 7.10Air hold (left) and open sese (right) batons. The air hold
presents an idea to the clas® thacher is effectively holding it up
for their inspection. The open sesaafen occurs in a less extreme
form than shown here; the arsweep to the open position, usually
from an air hold. It is used atdtend of an explanation; the teacher
signals to the class that the iddee has been presenting should now
be clearly accessible to them

Figure 7.11Air punch (left), a forceful gesture used to make a point strongly,
either while explaining to childreor when disciplining them. Air
chop (right), cutting through afficult problem to a solution
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However, in informal conversations, sdifected gestures can serve to break of
interaction, especially when the hand grsoor covers the face (Figure 6.8)—grooming
other parts of the body does not seem to hhigeeffect. (This is a less extreme version
of the cut-off,used, as its name implies, when one wants to avoid a situation completely a
familiar example being whepeople hide their faces from something horrifying on
television.) Such signals, which we foundrevenore frequently shown by ineffective
teachers, were literally acting as barriers leetwthem and their classes. However, self-
directed gestures can have a positive flimgtioo. Teachers notfiequently use these
gestures when questioning children, and thmay serve to clarify that responsibilityrfo
continuing the classroom dialogue is being passed over from the usually dominant
teacher to the child. By cutg off your own signal, you can give your pupils a space to
make their contributions.

Figure 7.12Counting off points as they aneade verballyteachers also
sometimes use an erratic sidewaygeep of both hands miming the
form of a sentence, when the semequires that the class follows
through the implications of a particular point

As mentioned above, childrengestures develop in preawith their speech, and young
children do not understand the more abstract adult gestures. Their understdnding o
gestures develops in parallel with th@roduction. Perhaps ftunately for teachers,
children’s potential to be influenced by gests because they understand them develops
in parallel with the teacher's need toeowome their resistap to learn! As an
inexperienced teacher, you need not theeefoorry about your ability to produce these
gestures and expressions; you will alreadyeha complete repertoire from your existing



Body language for competent teachers 106

conversational experience. fer, the signals happen so rapidly that they are not
normally under conscious control, unlike the longer-lasting dominant postures describe
in the previous chapters. &in satisfactory appearance depends on your being at ease
both with your subject-matter and your classthet you start to gesture spontaneously to
fit your expansive mood. Lack of gesturgslicates lack ofinvolvement with and
mastery of the ideas being communicated ang tfives a clear signal to the class that
you are not on top of your subject. If yoweamcertain you will tend to show the barrie

or displacement signals described in the e chapter, closing in on yourself, when
you should be opening out with gestures.

Figure 7.13Brow raise, an expression of irget, which also occurs as a brief
‘eyebrow flash’. It is used exteinely by many teachers to signal that
they are talking about something winishould intereghe class. Like
the following two expressions, thisused by teachers to involve the
class socially, by indit¢eng what is an acceptable reaction from the
children

Figure 7.14Concentration frown; this exgssion is ambiguous and could be
mild anger; but the context of tiheacher’s speech will make clear
that he is discussingaterial which should be seen as difficult
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Figure 7.15Puzzle frown; like the concentration frown, it is used as a signal
when the teacher has just agledifficult question which the
children need think about; the teacher, of course, usually already
knows the answer

Avoiding hesitancy

If you are uncertain and showing a closedtpe, accompangg this will probably be a
flat or querulous tone of voice, conveyingaak of confidence and ferest in the subject;
and you will probably need to hesitate frequently to collect your thoughts. We have
mentioned this pattern of halts earlier, together with repetitions and looking away from
the person spoken to, when we discussed Rowerk on children’s aswers. In a public
speaking context, hesitations indicate uncertainty and reduce credibility.

Hesitation results frompour need to process eachtsmt of speech Here you produce
it. You can reduce this need in two ways. fiyepu must ensure thorough familiarity with
your subject matter, so you have less procedsimp at the timegu are teaching. If you
have freedom to choose your own lesson content, you should, until you have settled intc
a relationship with the class, pick topiwhich you know extremely well and find
fascinating, so that your grasp of your subject and your enthusiasm for it can be
transmitted to the class. Except in subjects like Mathematics, \phdreular topics may
have to be taught at the start of theay because they are prerequisites for the
understanding of other material, it may be better to avoid introductory or foundation
topics which, while technically important, k@boring lessons—for the short time until
you have established rapponith the class. Where yohave to teach to a fixed
curriculum, you will have the advantage that colleagues have already covered the topics
at the same point in previous years, and will be able to advise you on the best approact
There may well be texts or hand-outs, and the class may itself know what it is due to be
taught. Your position will also be strengthened becayme are integated into the
school’s overall plan of work.

Second, where possible you must break dolen material into small chunks, rathe
than giving one long lecture. Here questions show their value again. By working through
an idea in a series of questions to ttlass, you throw muctof the information-
processing burden on to the childrebat make sure to support them in the ways we
have mentioned. You now have to handle only the formulation of the questions, and
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expansion and clarification a@he children’s answers. The ma# is also covered at a
slower pace, which makes it easier for thddchn to grasp. In these ways you should
avoid appearing hesitant and confused, and you should be able to convey enthusiasm fc
both your subject and your class. You can then reasonably demand that the children shov
equal enthusiasm.

SUMMARY

Enthusiastic teachers use a wide rangeaofaf expressions, intonation and gestures to
convey the interest and excitement of thbject matter. This is necessary, especially in
the first lesson, because many pupils wilt be inherently inteited in the subject. IFo

such pupils, the teacher’'s personal interesham and their coribution will be ther

main motivation. You can express interest by signals such as attentive orientation and
gaze, sufficient wait time tallow the pupil to organiskis answer without interruption,

and supportive responses to err@atsleast in initial encounters.

Enthusiastic speakers use gestures (iconik raetaphorix) as a supportive channel to
speech, primarily to indicate hotlie audience should interpret the ideas being presented
verbally. Gestures can also gapart of the substantiveaaning, and the audience can be
compelled to pay closer attention by switch content fromspeech to gesture. Facial
expression can also serve this function. ba other hand, hesitancy diminishes the
audience’s confidence in the speaker; twmid it you need to know your material
thoroughly and to structure it well.

The training materials look at signs of enthusiasm—or lack of it—displayed by speake
and audience, to stimulate discussion ow hieachers can involve their classes. They
also consider the type of lesson whicheaperienced teacher may give which would fail
to enthuse her class.

TRAINING MATERIALS

If you heard an effective argbpular teacher leave the $tabm with the comment, ‘I'm
just off to conduct another lesson’, you webyrobably be safe in taking her words
literally. Enthusiasm is conveyed with the alé body, using facial expression, gesture
and movement to create, develop and puatetdhe lesson in a way that involves the
audience, willing or conscripted.

Most adults have a well-defd range of such gestures and movements, but within a
potentially difficult environment, like a classroom, it may be more a question of knowing
when and which ones to use. There is bmiter way for seeing how enthusiasm is
conveyed than to watch an enthusiast itioac Look around the staffroom at colleagues
who are describing holidays, their hobby, or the absence of a notorious pupil from thei
lesson, and you will see the visual language of enthusiasm in action.
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Pictorial Exercise—'Encore!’

Conveying enthusiasm through posturestgee and expression is a more or less
continuous process, yet somewhat difficult to illustrate from a snapshot in time.

There are, however, certain clearly defirggnals which, althagh they are often
quickly developed and embroidered by classroom interaction, serve to gather and
maintain the audience’s attention

Question 1The images portrayed in Figures =69 could be seen at the beginning
of almost any lesson. Assume for the momtéat you are the one on the receiving end.
Would you feel inclined to te note of any of these people, and if so, why? How are they
displaying their enthusiasm?

Question 2Reverse the position. You are presegth lesson and find yourself greeted
by the expressions shown in Figures 7.20-7.23. What is your immediate assegsment o
their meaning? Whaethniques are available to youinoolve these listeners further?

Figure 7.16
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Figure 7.17

Figure 7.19
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Figure 7.18

Figure 7.20

Descriptive exercise—"All or nothing’

The school in which Mrs Adaamt teaches has developed avmpmlicy to ensure that all
pupils in the school receive pastoralpport and a personal and social education
programme. This is to be tght during a specified period tfie day. All the teachers in
the school are to teach it, irrespectivetlodir specialities and pferred subject areas.
During the early INSET for the programmeveeal teachers had expressed their concern
that they felt that they did not possessrikeessary knowledge skills to put across the
programme that had beeesigned for them.
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Figure 7.21

Figure 7.23

Mrs Adamant was particularlgoncerned as, although a&xperienced teacher, she
rarely had lessons with a discussion content in her subject area. She normally ensure
that pupils did a substantial amount of technical and written work. During the first lesson
Mrs Adamant was told to cover the topic ‘fsfendship’. She hagbrepared the teaching
materials, which included some reading material, in advance. Mrs Adamant introduced
the lesson, telling the class that this wdesson that they had to do because the school
had decided that it was good for them. Shedea out the materials and, reading from
her copy, which was placed directly on thel¢ain front of her, she read through the
instructions, never once lifting her eyes frime sheet. The majority of the class followed
with her, and paid reasonable attention to her instructions as to how they should head the
paper and rule the margins.
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Figure 7.22

Mrs Adamant looked at her watch and notedt the class had some twenty-five
minutes in which to complete the work. She informed them of this and then told them to
begin, and that they could discuss the issues in pairs, if they wished to, but to keep the
noise level to a minimum.

The class worked relatively gaily, in some cases copying charts and filling them in
with their own answers. During this nied Mrs Adamant walkd around the class
looking at the work that the students were producing, but only by looking over thei
shoulders and always at a distance.

By the second lesson on ‘friendship’, thesslavere getting restless. Again, most were
working quietly, but others had begun talking, and not always about the work in question.
Mrs Adamant remained seated at her desk for most of this lesson, until asked a questiol
by one pupil, the question being, ‘Miss, do teachers have friends in the staffroom like we
have friends in the playground, or do younly work with each other?’” Mrs Adamant'’s
response was an honest one and she talked for a short while about the fhature o
relationships in a staffroomShe noticed as she did sbat the class became very
interested in what she was saying; soon they were all listening and were beginning to as}
supplementary questions. Mrs Adamant moved around and leant against the front of the
desk. As she discussed the topic with thellpighe directed her cwersation far more to
them as individuals. She began to use gesture and expression more and noticed, as if t
accident, that humour began to creep in to some of her replies. The pupils joined in in a
very controlled and light-hearted way, and soon, more quickly than she had planned, the
lesson came to an end.

Mrs Adamant returned to tretaffroom and immediately anunced that the lesson had
been the best that she had taught in the new pastoral programme.

Question 1By Mrs Adamant’s own definition had she, in fact, ‘taught’ the second
lesson in the accepted sense of the word?

Question 2Why do you think that the pupils had so readily responded to Mrs
Adamant’s replies about the staffroom?
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Question 3Clearly, Mrs Adamantdcame more relaxed whéailking confidently
about the topic. What non-veabsignals would you have expected Mrs Adamant to have
used during that series of enthusiastic replies?

Question 4Why did Mrs Adamant’s relaxed stanceseauch an impact on the class,
and how could she capitalize on this in future lessons?

TRAINING MATERIALS—ANSWERS TO EXERCISES

Figure 7.16 A leaningback posture and sad expressiodi¢gate mild depression or fear.
This is drawn from a video of an unsuccessful lesson;etheher is watching the class
irreverently file out. Her disappointment and her knowledge that her charfices o
improving the outcome are limited are apparent. Children were undecided about this
teacher; she was most often described as ‘boring’. Since ‘boringetsaate seen as fai
game, her premonition of fututeouble would be justified. Similar reactions were given

to other behaviour patterns indicating uncertainty.

Figure 7.17 Air purse, expressing the precisiohan idea; used when it is important
that the class concentrate to take in an itgmtrpoint. This is a ‘vacuum’ version of the
precision grip used metaphorically to graspafimbjects. This gesture seems especially
characteristic of Mathematicséchers, relating to the natwkthe subject. Cultures vary
in their use of gestures of the types shown in this and the next two figures, and pupils
from some language backgrounds may not be helped in their understanding by suck
gestures. There is little you can do about texgept to take otheregis to ensure they do
understand.

Figure 7.18 The palm side indicates a desireréach out to the class and get them to
go along with the teachsrview. Again, this is a mephorical use of an originally
functional movement.

Figure 7.19The palm back gesture, usually used when the teacher is trying to get the
class to embrace an idea. It may also be mgnairawing the pupils closer to the teacher.
Most children saw this teachergitively, especially as ‘friendly’.

Figure 7.20Gazing out of the window or into space représenclosed challenge. He
may actually be thinking how he should tackle the next section of the task, or be
distracted by a passing incidemitside. In either case he will revert to his work without
prompting, and the teacher shduwot intervene However, if the teacher notices he
continually does this, it constitutes a closdllenge, and the teacher needs to intervene
in a non-threatening way, perhaps by approaching him to talk about the work and offe
help.

Figure 7.21 You may assume that the retal backward lean and hepabp, with a
fixed gaze either at the teacher or into spesresents boredom. It would do so in a one-
to-one conversation, where tligener continuallyencourages and reinforces the speaker.
As a member of a large group, the pupil doeshave this responsibility. If his gaze is on
the teacher, his relaxation is only to be expected in the course of a long lesson. However
the posture may develop into a closed chakeifgis attention warers, and even into an
open challenge if he tips his chair back, grins to his friends and starts making control
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checks.

Figure 7.22This posture is more assertive than Figure 7.21; the forward lean implies a
willingness to get involved, and the overt hgadp indicates boredom. However, at this
stage the threat to liven things up is only a mild one and may never come near to being
converted into action. Providéher gaze is steady, and skacts appropriately when the
teacher makes a joke or a point which needsetavritten down, helevel of attention is
satisfactory. If she is not responding, action will be needed to draw her back into the
lesson.

Figure 7.23Slight differences in posture make thisnore direct challenge. The elbow
on the back of the chair andetfforceful lean on the other td (note the pressure line on
his cheek) suggest a more ‘pospdsture. He is also closer tioe teacher than the girl in
the previous picture (note the perspective of the desk), and at this distance the direct gaz
is more challenging. If this was a closgthllenge we would exget him to break gaze as
the teacher came close, rather thamioniing to glare upnder his brows.

Descriptive Exercise—'All or nothing’

Question 1

Mrs Adamant may have felt a fraud to sometent, owing to the fact that by rhe
definition a lesson is only a lesson tifie children are writing down facts and
remembering them. Here, however, she wamduced to a new dimension. Teaching a
successful lesson depends as much on havinguhils with you as on simply supplying

the materials. When children want to learn and develop their understanding they will use
the teacher as a resource rather than an oracle. They will feel free to question, to sugges
and to give information, and this is whdts Adamant found so sprising. These pupils

may have learned more about relationships from Mrs Adamant’s reponse than they eve
could from a book or an exercise.

Question 2

One of the problems with classroom authority lies in its very nature. Unless used with
care it can easily distance a teacher from gpils. The line bsveen authority and
authoritarianism is crossed only too easily if you are anxious to avoid indiscipline. Mrs
Adamant’s pupils were beginning to learn something of the range of human behaviou
across all levels. What was so important to them was that the replies came from
somebody that they may previously has@nsidered as having no human side at all.
When Mrs Adamant moved to the front ofrtaesk she signalled a more relaxed and
intimate discussion. She gave the pupilso@ert signal that it was acceptable to ask
guestions of a more searching and even personal nature.

Question 3

Confidence is one area that is clearlflegted in nonverbatommunication. Having
moved to the front of her desk, Mrs Adamant was far more likely to have involved the
group through the use of arm, hand, and fagésiture. Her posture would have been less
defensive, her gestures would have emphasised and underlined certain paints. He
enthusiasm would have been reflectedhém face through eye contact and open smiling.
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All these nonverbal indicators would have sitied clearly to the pupils Mrs Adamant’s
enjoyment and enthusiasm for the disomssand her new-foundonfidence with the
class.

Question 4If we accept that many of Mrs Adamanpupils wouldhave known of he
usual teaching style, either lpgputation or by direct exgence, then we can begin to
understand why Mrs Adamant’s early stance $iach an impact on the class. They may
previously have regarded her as distantdca practitioner who was only interested in
facts. They would have been wary if her rggion was of control maintained by an ever-
increasing series of threaamd authority dictatd by red pen. Now Mrs Adamant found
herself able to show that she could confidently maintain her control whilst dealing with
their questions and their reactions in aifdéx and sympathetic way. Mrs Adamant could
capitalise on this in the future in a number of ways. She could begin to use active
sessions, where the pupils worked together in groups, reporting back and involving her in
the subsequent discussion. These techniquesd also be transferred to her subject
teaching, allowing for a freexchange of ideas withia more positive and mutually
supportive atmosphere. This may all sound a little far-fetched—too much to expect,
perhaps—but such changes can be observed ioppewho learn to display enthusiasm.
Think of your own closest friends; is it nthte case that much gbur pleasure in being
with them is the positive and enthusiastic way in which they respond to you?



Chapter 8
Confrontations; or, thEmpire Strikes Back

Dealing with confrontations is perhaps the most difficult task in the eyes of an
inexperienced teacher; and no teachap matter how experienced, can avoid
confrontations for very long. Our aims in the chapters so far have been to show how you
can avoid unnecessary confrontations by engatfiegchildren’s inteest and attention,

and how potential trouble-makers can be recognised. When confrontations do occur, they
can present you with a major problem, begahandling them sucesfully requires skills

which are seldom exercised in normal social life.

In adults most mild confrontations—at least between relative strangers in a public
place, which is the equivalent of the classnogituation—are dealtith verbally, and the
demands of politeness require that they do not really come out into the open. Usually one
party gives way at an earlstage. Privately the opponentnay have extremely strong
views on the matter, but there either suppressed, or &xpressed in an oblique and
rational way. In such confrontations,sdgreements are seldom carried to outright
rejection of the other’s point of view. Most overt confrontations between adults involve
people of approximately equal status (ewgo motorists arguingfter a car accident),
rather than one person asserting authority amether; so as a new teacher you are likely
to lack experience in the skiltsf ordering people about!

Nor can you base your technique on the children’s conflict behaviour. In the last resort
their arguments are settled by fighting (IN&i991a). Especiallyin early adolescence,
playful rough-and-tumble among boys and verbal insult among girls may be conspicuous
as children bargain for status and friendship. Although you need to be able to
communicate with the children in terms they understand, you cannot use these tactics
Older boys, for example, may be quite happwpccept horseplay frotheir friends while
rejecting it from you. Satisfactory reactida a challenge from the class requires an
understanding of dominance and the way it is expressed behaviourally.

DOMINANT DOES NOT MEAN DOMINEERING

You need first to distinguish between dominance and threat; confusion between these twc
is at the root of many of the problertat inexperienceteachers encountddbominance

is the ability to control or influence the behaviour of oth&tweatis behaviour which
indicates that there is a risk of physicattack or sanctions (i.e. an escalated
confrontation) unless the opponent gives way, though mild threat (as illustrated in
Chapter 6) indicates the riski®t imminent. Dominance doestimply a confrontation;

in fact if dominance is well-established, the subordinate will give way without any
confrontation. Threat indicas that dominance is notlify established, and the more
extreme the threathe greater the risk ominance (Figure 8.1).
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Figure 8.1An angry teacher. A more condidt person would advance, rather
than showing strong intention movements of attack (the forward
bend) without moving. Many childresaw this teacher as ‘angry or
upset’; a few saw her as ‘strict’

There are two implications dhis for the new teacher. Firstly, dominants behave in
characteristic ways; if you bave like a dominant, you ah&ely to be treated as one.
Children devote a lot of time to learning social skills and rules, and if you can play by
these rules you will be anfettive operator. You must bel@as a dominant when you
are not being challenged as well as wheu are. This is the ‘getting attentidoehaviour

we described in Chapter 6. Secondly, you must manipulate the classroom interaction sc
that, as far as possible, disputes are on uoitapt issues where it pays neither party to
threaten a serious conhtation. This will often mean dealing with a problem at an early
stage; once either party has committed themseludsstands to lodace, a dispute is no
longer ‘unimportant’. If you can establish dominance at a low level you will be at an
advantage in any future more serious dispute which cannot be avoided.

WHAT EFFECTIVE TEACHERS DID

When we looked at effective teachet®haviour during confrontations in the video
study, we found that their behaviour was both more decisive and more relaxed than thai
of ineffective teacher Obviously there is a problenm deciding exactly when a
confrontation begins and ends; we took the easy way out, and looked only at what the
teacher was doing during actual critical tatkstly, effective teactrs behaved in a more



Confrontations; or, the empire strikes back 119

decisive way; they used mooentrolling gestures, such as baton forward (Figure 6.12)
and fend (Figure 7.3). The child seeseacher who knows her own mind and is in
control. Secondly, the effecevteachers were more animatttty used mordlustrative
gestures (Figure 7.11), in particular thenitative gestures’ whit signal especially
vividly what the teacher is ltdng about (Figure 7.12), and they used animated intonation
more, showing a lively and often humorous involvement in what they were saying. This
indicates a teacher who was forceful but neither undulyyamgr sarcastic. On the othe
hand, they used a louabice less than other teachersuiing is threatening. (We did not
see actual physical attacks often enough for theeishow up in thestatistical analysis,
but the effective teachers never attacked children, though sdmee r@tsearchers (e.g.
Beynon 1985) have seen effectieachers using physical violence.)

Overall, the effective teachers were mork-eenfident and decise. This picture fits
previous work, for example the important studies of Kounin (1970) on discipline. Kounin
found that what he called ‘withitness’ had stronger correlations with work involvement
and low deviancy than any othaspect of teachers’ behaviaurfirst and second-grade
primary classrooms. ‘Wthit' teachers chose the righthild as the target for thei
disciplinary actions—they did not pick on a child who had joined an already misbehaving
group while ignoring the instigators, orroect a child for a minor offence such as
whispering to a neighbour while other children were engaged in something more serious
such as throwing things around the roomxl éhey reacted at théght time, intervening
as soon as deviancy started, rather than letting it run on and build up.

This gives the impression th#te effective teachers wedour martinets, but that
would be misleading—in ber work we found ‘strict’ tea@rs were dislikedin fact the
effective teachers tempered their controlusing more prosocial behaviour (including
smiling, getting down to the child’s level and so on—Figure 8.2) to defuse conflidts, an
they were more relaxed—for example, they were more likely to stand with their hands in
their pockets.

What a smile means duringcanfrontation depends orsiexact context. We normally
think of smiling as indicating pleasure datriendliness, but th pleasure can be at
someone else’s expense and the friendlire@ss have an ingratiating quality. In the
charged atmosphere of a confrontatioresth subtleties of meaning can take on
considerable significance. If you smile whdetually criticising a child it suggests to the
child that you are actually fying the confrontation and are in no doubt of winning; it
also has a mocking quality. When a chdithiles while you areeriticising him and
answers back this is a serious sign that yauthority is at riskagain the smile is the
mark of the winner (Figure 8.3). An important point here is that a smile given while
failing to meet a challenge has quite a ddéfdar meaning. Under these circumstances
smiling is a submissive gesture, the marlkadbser. By smilingat a misdemeanour and
failing to take any other action you are signalling both that the children can take the
initiative and (because the iltren are more aware of éhsocial than the submissive
meaning of the smile) you will seem to bews®d by or actuallgpprove of it whatewe
your conscious feelings. Hea the well-worn ‘Don’'t smile till Christmas’. This
impression will be reinforced if you show sorather patterns typicaif our ineffective
teachers; barrier signals (Figure 6.5) or flingpband other ‘displaceent’ actions (Figure
6.6). We discussed the significance of these in Chapter 6; in our observations they
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appeared as clear signals te tHass that the teacher wasartain how tadeal with the
confrontation and that her attitude was defensive rather than self-confident. We also
found the ineffective teachers were morkely to have a sad expression during a
confrontation; there could b®o clearer signal to the &a that the teacher was worried
that she could not cope.

Figure 8.2Drawn from a confrontation iwhich the teacher was reasoning
with the child, which the teacher won. The critical features are the
more relaxed posture of the teacfarticularly his facial expression
and the fact that he sat on theskle the boy, despite his casual
posture, remained absolutely still while being talked to. Children who
saw this pictug without knowing the background interpreted the
teacher as ‘helpful’, ‘friendlyand ‘easy going’, confirming the
indications from our videotape study that effective teachers used
positive non-verbal signals to defube effect of verbal criticism

Knowing the sanctions available

First, you must rule out physical force as a sanction. The problem is that you cannot use
the amount of force which would cow theildhen into submission. When you see red,
you might dearly love to pull out your pearl-handled revolver and plug Albert between
the eyes. Certainly a miracul® calm would descend for thest of the lesson as you
stood over Albert, your gun smoking in your hand. Unfortunately for this lovely vision,
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not only is capital punishment illegal, but asther form of assault (Figures 8.4 and 8.5)
could have led to legal action (Partington 1984), even before the recent legal change
outlawing corporal punishment. Quite apadnfr the legal aspect, any form of physical
attack which does not completely disable the opponent runs the risk of possible physical
counter-attack; Humphries’ study (1981) dfildren at the beginning of this century
describes their fierce and sometimes sssftg resistance to the severe corporal
punishment used by teachergtat time. If you use forcend there is any resistance, you

will find yourself engaged in a tussle, and dominants do not engage in tussles. Resistanc
is very likely; two questionnaire studies (Neill 1991a) have shown that children dislike
attacks, and see them as an indicatothef ‘over-strict’ teachr, their most unpopula

type.

AN L!,',,,.

Figure 8.3The boy’s posture is more relaxédn the teacher’s hands-on-hips;
his clothing and smile alsadicate clearly thahe does not take her
threats seriously. Drawn fromcanfrontation in which the boy
moved around, and looked out oétivindow while the teacher was
trying to reason with him; the teacher lost. Smiling does not always
indicate defiance: if the child smiles while in a submissive posture, it
is an appeasing gesture

There is therefore eweltikelihood that physical force Wimerely stir up resistance, even

if it does not lead to complaints to parents or senior skafs makes it essential that you
do not get provoked into losing your temper and lashing out as a rd$udt.is a
particular risk for idealistic teachers who care for thebjsct and the children. When
you really want the children to learn and they play you up, you may find this so
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downright irritating and be so hurt at this opposition to what you believe in that you
reaction is explosive. Professial detachment is vital fes however difficult; you must

stick to ‘conventional’ tactics. Chief among these conventional tactics is a knowledge o
the sanctions built into the school system, especially school rules and the support of the
hierarchy.

Figure 8.4Swatting a child, one of a rangéunofficial physical attacks.
Children agreed this teacher was ‘strict’ or ‘angry’

If you are to use the rules and the hiergrefffectively, you must have a thorough
knowledge of the back-up available before y@ed to make use of it. Dominants act fast
and decisively; in a crisis you must actosiice and your reaction must be correct. Even
uncertainty or muddle with equipment, sueha slide projector, can be enough to get a
giggle from the class and can begin to unsettle order—a strong reason for good
preparation.

You must have familiarised yourself with the rules that the school or your department
has to cover particular situations. Are ttiass supposed to line up before the lesson in
the playground or outside the classroom door, or can they come straight in? Should they
stand until you give them permission to sit at the start of the lesson, or to dismiss at the
end? Should they stand up if a visitor enteessroom? Do they negzkrmission from you
before they can take theiagkets off? What is the predure if a child loses a boek
where can he get a new book, and wHaes it cost? If you show ignorance and
indecisiveness on these points, you will immediately have a credibility problem. This
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presupposes, of course, that the hierarafilyy support you effectively for instance by
calling in parents, who can apply the sanctions which you are legally forbidden tb use. |
senior staff fail in their duty to support you when a situation moves beyond the sanctions
you are allowed to use, thehawl is likely to have sevediscipline problems because its
pupils will have learnt they can get away with anything; but this is hardly you
responsibility.

Figure 8.5Quelling a child. Any us of brute force is likely to be resented.
Children saw this teacher asrist’, ‘angry’ and ‘unfriendly’

A CONFRONTATION ACCORDING TO THE RULES

Rules, whether they are imposed from outside or you formulate them specifically for you
own classroom, can be ustx depersonalise confrontatis between child and teacher.
Effective teachers present ralas something above both teacher and child, which both
have to obey, or as a bargain which bbh#ve to keep to. The situation ceases to be
defined as a confrontation between teacher @rild, which the child might be able to

win or negotiate his way out of; you now appear to be as much bound by the terms of the
rules as the child (Torode 1976). If yowscipline him it becomes joint obedience rathe
than personal malice. Sometimes you maghwio present yourdebds a friendly and
sympathetic character by ‘colluding’ to bend the rules. It is important to note here that the
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rules are still defined as being in force; this is not the same as colluding to break them.
Rogers (1991) develops this approach weixtensive practical exates; he feels that as
automatic respect for authoritlecreases, teachers havestablish mutuatespect with
their classes throughfeamework of rules.

A nice example of this use of rules, illustrating several other points as well, comes
from the Geography teacher, Mr Weathering, wheenhave referred tbefore. It is his
third lesson with the class; he is checking on whether homework has been done. He
knows that at least one boy has failed to do so, because he came to tell him so quietly a
the class entered, but was told to sit ddvatause Mr Weathering wants to make the
point publicly. Two boys have tetand up because theyddiot do the homework; one
has been dismissed with a valid excuse—he was knocked down by a seven-tonne lorn
the previous week. By dealing with this boy sympathetically but humorousty, M
Weathering establishes his human side; bukingathe boys standp isolates them in
front of their peers and establishes his cdnffbis leaves the boy who talked to him
privately.

Mr Weatheringadvancing down towards the second boy, with an expression of pleased
surprise (Figure 8.9) Now we come to the last gentlema8tgpping, and regarding
the boy (Figure 8.7); speaking quieilyWhat are you gag to tell me?

Boy[Almost inaudiblg Left it at home, sir.

Mr Weathering:Pardon?

Boy: Left it at home, sir.

Mr Weatheringadvancing: Now, if | remember,. when wstarted at the beginning of
term, we made a contract with each offégure 8.8]. | said would set homework
once a fortnightWith air purse, Figure 7.1J7 in big dollops, to give you plenty of time
to do it, so that | could collect it at the next lesson, didn't I?

Boy [Almost inaudibly. Yes, sir.

Mr Weathering:Now if you break your half of the bargain with me [Figure 8.9], what
would be a fair return for thatBilencé Well?

Boy: Bring it in on Monday, sir.

Mr Weathering:No it wouldn't [class gigglek we're misunderstanding each other. 111
tell you what the contract is. You bring your book in on time [Figure 8.10], and | set
work once a fortnight in big dollopgifinning and stabbing down into his pdlrBut if
youforget—I break my part of the bargain, and you get two big doltopre a week!
[Figure 8.11] CClass giggleAnd that is a rotten deal, isn’t it€[ass giggleg.Do you
think I'm joking? [Figure 8.12.]%ilence] Do you?

Boy: No sir.

Mr Weathering:No I'm not. You're going to discover tonight that I’'m not joking
[grinning smuglyyou’re going to be thenly one this week with an extra dollogldss
giggleg [Figure 8.13]. Briskly] Sit yourself down. Turning, and as he walks to the
front:] Now boys, no talking for the next few minutes. What | want you to do is put up
that heading.....

A minute later, another boy asks: Is that a felt-tip, sir? (There is a box on Mr

Weathering’s desk, but there is a sdhuobe against felt-tip pens.)
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Figure 8.6 This is a modification of the alup ‘plus face’ (Figure 6.3); the
more extreme browraise and smile gate pleased surprise. The expression
indicates, at the start oféhconfrontation, that it is going to be an unexpected
pleasure

Mr Weathering [in a voice of gredulity; involvement with thboy asking the question is
indicated by his forward lean, and gaz&Jow that's a sinful word, isn’t itshowing
dominance by a forward baton’ [Figure 6.11] with his finger, and a teasing attitude by
the smile and raised eyebrow=elt-tips? [Faking one from the bdXhose are fibre-
tips. That's not even a tip, is it€lass laughs; he takes anotferhose are fibre-tips.

Boy: Oh.

Mr Weathering:If anybody asks you what you use in Mr Weathering’s lesson...

Boy: Fibre-tips.

Mr Weathering:Fibre-tips, that's right. If they'réelt-tips, then you use fibre-tips.

Boy: Can | have a red fibre-tip?

Mr Weathering:Fibre-tip. Yes.

In this incident Mr Wedtering did four things. He defined the failure to hand work in as
an infraction of a rule (which had in fasten stated, without nob ceremony, in answe
to a boy’s query about homewaak the start of the first lesson with this class). Secondly,
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he made the experience uncomfortable for the boy by his use of silence and questions
throwing the boy on to the defensive; hisn-verbal style indicated that he was calm,
expected no serious challenge, and was emjpthie experience. So far, this implies that
the confrontation was a completely ssdree experience for him; but, as we
characteristically foundgeffective teachers usuallghowed ‘displacementbehaviour
before or after a confrontatioor transition between activities (when the temporary lack

of focus again produces the risk of dider). In this case he had been showbagrier
signals and intention escape movements (seet@hépas he prepared to ask the class
about their homework, but, characteristically of effective teachers, the ‘line went clear’ as
he actually launched into the interrogation. The class were not attending closely during
the waiting period; they began to monitor him as the confrontation started, when he was
no longer showing the evidence of uncertainty. Thirdly, he made a smart transition into
the business of the lesson, without wasting time on the transition (Kounin 1970).
Fourthly, the incident of the fibre-tips showtidht, as a senior member of staff, he doul
humorously collude to modify the school rules—which he was largely responsible fo
setting up. He thus demonstrated thatdoeld be ‘one of the lads’ as well as an
inexorable authority.

Figure 8.7The use of eyes side (Figure 9.2) wittad cant drama#s Mr Weathering’s
close attention on the boy as he waitsdo answer, increasing the pressure on
him
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Figure 8.8The upward baton carries an aggressnessage, as it is a ritualised
and miniature version of the doward beat (Figure 8.4), the
primitive human aggressive movemditherefore adds force to the
accompanying words

The follow-up to this incident is also with noting. Mr Weathering gave the boy who
had left his book at home the paper he needed to do his classwork, without furthe
comment. At the end of the lesson he called the boy to the front, and put an avuncula
arm over his shoulder (which made the boy squirm horribly) (Figure 8.14). He then
showed the boy the extra work he would have to do; but allowed him, if he promised to
be very good, to be let off this time, and to bring his homework in on Monday (as the boy
had originally suggested). Immediately aftards, as the class went out, Mr Weathering
noticed a pile of pencil shavings on the desk; calling the boy’s name with an expression
of astonishment, he told him to ‘sweep them up into a big hand, and put them in the bin’.
Having asserted the rule-bound order of his classroom, makindpahehoroughly
uncomfortable in front ohis peers, Mr Weathering didot harbour a grudge. Many
teachers would have explodatithe minor indispline and sloppinesepresented by the
shavings, leaving theoly in a state of festering ill-feéaly. Overall, h§ approach was
particularly suited to a formal school environment, but even with this level of disciplinary
skill, he experienced mucking about and poor work later in the school year!
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Figure 8.9Self-pointing is used in a varietf situations to reinforce the view
one holds. Here it empkiges Mr Weathering's part in the ‘bargain’
he is describing

Figure 8.10A modified use of the forceful air chop or punch (Figure 7.11) Mr
Weathering is almost hammering the rule-book (which does not
actually exist) which the boy should have been attending to
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Figure 8.11Counting off the two pieces ofork a fortnight. The smile again
indicates (like that in Figure 8.8)r Weathering’s confidence in
what he is doing, and witigness to impose the punishment

Figure 8.12A continuation of the previougesture, but the emphasis has now
switched to checking that the message has been received; this is
signalled by the eyes sideompare Figure 8.7)



Body language for competent teachers 130

Figure 8.13Posture is now monelaxed, reflecting plesure that the message
has got home

If a rule is to be presented effectively insthvay, you must appear to be bound by it
consistently; homework mustor instance, be required cevery occasion. A lengthy
discussion should not happen every time; it rapidly loses its impact, and the lesson can b
used more productively. Ofuture occasions a briefer restatement of the rules should
suffice.

Showing up

The confrontation we have just describedisexample of ‘showing up’ (Woods 1975).

In the hands of a skilled practitioner, this can be a technique of deadly effectiveness.
Showing up involves a reprimand intended to embarrass a child in front of his pee
group; this can be one of the most effective punishments you can use. As Woods ha:
indicated, there can be both practical and moral objectiits use. Many teachers may
have moral scruples against a calculatienapt to embarrass a child (though, as Woods
points out, showing up sometimes happeocsidentally, when aeacher is unawaref o

what hurts a child’s feelingsPn a practical level, many children have considerable skills
of repartee, and the inexpeniced teacher may find herself hoist with her own petard. In
addition, the potential of the technique is dangerously seductive, and after initial
successes there is a risk that you may imecbooked on a poljcof wounding sarcasm,
which keeps the class under grumbling cdnabthe cost of alienation. Wragg and
Wood's (1984) ‘Mr Baker’ exemplifies this style, and we also encountered itrin ou
study.
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Figure 8.14Apparently friendly contact useabs a punishment; this level of
familiarity is inappropriate for a teaching situation, and therefore
constitutes ‘showing uplt indicates a high level of dominance by
the teacher; with a less dominaeacher the boy would have been
able to object, and the moveuld have been counter-productive

However, provided showing up is not used in a vindictive way and you make a positive
approach to make clear that you can showat@pproval as weks social disapproval,
showing up has much to recommend it. It provides instantaneous punishment, and may
be less disruptive than more overt formscoffrontation. This eample comes from the
first Music lesson of the year; Mr Rhythmshlaad to improvise because the music rooms
are being redecorated, so he cannot use #teuments. As one of a range of activities,
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the class have been singing ‘My Bonnwés$ over the Ocean’, standing up or sitting
down each time they came to a/.the endof the song:

Mr Rhythm:That's very clever Albert; we’lbe coming to that in a moment.

Albert: What?

Mr Rhythm [miming it]:Standing up and sitting down the opposite way to everybody
else. [The class giggles; Bért says nothing.

Albert is in a difficult position. What can he do? Overtly he has been praised. He can
hardly reject the praise, for instance by saying ‘No, it isn't’” To do so would be to
escalate from his, at the montgambiguous challenge (if asked, he might have claimed
that he wasn't very good at keeping time) to an unequivocal one; and he knew, and knew
that Mr Rhythm knew, that he was tryinglie clever in the first place. An unequivocal
challenge is not a risk he would want to taktethis early stagm his knowledge of M
Rhythm. He cannot say ‘I'm so glad you noticed’. Nor can he blush, and say ‘It was
nothing really’. Either, if tken literally, would label him as a creep, though if he knew
Mr Rhythm to be harmless, he could turn eitbf these responses into an open challenge
by using a suitably poncy tone of voice. His correct response would be along the lines of,
‘I'm afraid | can’t accept the iplied meaning offour statement’but he is hardly likely

to think that one up on the spur of the moment.

This example also suggests that effective showing up may be the prerogative of the
experienced teacher. If Mr Rhythm has tatuthis lesson before, he will already have
encountered just this situation. His shot is waiting, ready to be fired; he only requires the
appropriate target. The unfortunate Albert has not encountered this ambush before an
therefore has to think on his feet. If you were a new teacher in Mr Rhythm’s position you
might not have thought of this situati@rising; or you might not have thought it
necessary to have a riposte primed and ready.

Showing up in this way, like many other aspects of discipline, is easier for the
experienced teacher, simply because she knehat to expect. Heever, the technique
can be used extremely succedlgfby inexperiencedeachers. For exgrte, Mr Imagery,

a student teacher of Englishiorking for the firsttime with a secondgrclass, threatened
jovially that those who produceide worst pieces of work oknimal Farmwould have to

sing the ‘Animals’ Song’ from the book, in froof the whole class, at the end of his set

of lessons. This threat waffective as much becausethé pleasurable anticipation with
which it was delivered, as because of gutential embarrassment which the sanction
would cause. In fact one potential member ef thoir skipped the last lesson, in order to
save her blushes, which suggests the thweatrather excessive. The rest, however, took
part in a caterwauling chorus, with Mr Imagery joining in; as he said, this was only fair.
This makes an important point about the satisfactory use of showing up, which the three
teachers we have discussed illustrate. Altevgenerally supportivegffering the class
positive rewards as well as the very negatreinforcement of teowing up. They all
behaved in a humorous way, and were ready to joke with pupils. Their showing up,
therefore, merged into thepg of playful ribbing whichis characteristic of informal
social groups. Their classes were like such groups in their swsflacdure of friendly

chat, which softened the control iwwh they exerted over their lessons.
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To conclude, it is important to stress that showing up can have a positive value, but the
way in which it is presented is critical. Incdusituations childreare extremely sensitive
to non-verbal nuances wihicsuggest whether your undeny approach is teasing o
hostile. If showing up is done in a wounding way, with no compensation in support and
praise for the children, they will find theadsroom a hostile envinment and reject you,
the subject, or both. If thehildren are free to reciprocabe an equal footing, you have
lost control.

Withdrawing to a one-to-one confrontation

Straight criticism of childrer® conduct or work, and overt anger, also have a place in
classroom management; you must be able to show anger in situations which genuinely
require it. However, occasiongquiring anger should be rare, and calm but relentless
firmness is the best aim. Yauust be prepared to escalditenly at an early stage in

initial encounters, before things have got ofihand. Once control has been established,
you can afford to ignore ated challenges. Howeveif, you meet a serious open
challenge at any stage, you must face it, atghahis is best done on a one-toone basis,

so that the child does not have the support of his peers, and you do not have to perform i
front of a potentially hostile audiencélo audience means a lower risk of social
humiliation, and thereferreduces the severity of the dbate for both sides. One-to-one
confrontations are closer the inexperienced teacher’s gealesocial experience and to

be preferred for this reason as well. We de#h this and other aspects of one-to-one
interaction in the next chapter.

SUMMARY

Threat signals indicatthe risk of overt conflict, and must be separated from dominant
signals which indicate the ability to control the behaviour of others without conflict.
Excessive threat is Kely to be counteproductive. Dominantteachers exert calm,
decisive control, using rules to depersoreatienflicts, and friendly relationships to make
conformity rewarding. Carefudbservation of experienceddchers is necessary to detect
the non-verbal signals used, which are lebgious than threatening signals. Exerting
social pressure through ‘showing up’ can also be highly effective, but needs highly
developed social skills to be done without excessively offending the pupil. Dealing with a
confrontation in privacy allows you to ug®ur normal social skills, and deprives the
disruptive pupil of an audience.

The training materials dealith the problem of assessiregchallenge ircontext and
picking the most approjate counter-measure.

TRAINING MATERIALS

There are times in our lives wh we cannot avoid confrontation. It is part, albeit an
unpleasant part, of the dynamics of comroation; indeed, it seems to be an almost
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essential ingredient in political communicatidn a classroom, hoswver, things are very
different and the stakesrsewhat more immediate.

Confrontations are relatively rare inettSixth Form, whereeasoned and rational
solutions can be found, often after eloquand articulate debate. Year nine on a Friday
afternoon, however, may require altogether different technique.

Pictorial exercise—'Don’t do as | do, do as | say!’

Dominance is the important ingredient in avoiding confrontation, l@asat in controlling
and neutralising it before it becomes a threat to your authority.

Question 1Take the image shown in Figure 8.15. Here we have a light-hearted scene
of three pupils intent on enjoying therhas. The challenge seems largely closed in
nature, but you have asked the class to finish their written work quietly. Clearly not
everyone is listening.

Now look at the images shown in Figures 8.16-8.19, drawn from videotdpes o
dominant, effedve teachers.

Which do you feel would be most effectiie approaching this situation, and why?
Which approaches, if any, are likely to be antagonistic? Assuming you had told the group
to ‘stop talking’ on several prious occasions, would thatarige your opinion as to the
most appropriate approach?

Figure 8.15

Descriptive Exercise—Don’t do as | do!

In the early days of teaching, many new teachers get their experience and ideas fo

classroom discipline from their older and meractised colleagues. Much of this advice

is useful; some, however, is not only misguided, but, used by an inexperiencedrmembe

of staff, can prove disastrous. In théldwing example, Ms Tko, a young teacher, has

been given some advice as to how she should deal with discipline and confrontations.
She has been told that in order to hold her own in the classroom she should stick to the



Confrontations; or, the empire strikes back 135

following rules:

Figure 8.17

Figure 8.16

1 Set out the ground rules from the first lesson.

2 Make sure that the first pupil to break the rules is dealt with severely, thus setting an
example to the others.

3 Do not be too friendly.

4 Do not accept any excuses.

5 Show them at the outset who is boss!

Armed with this ‘advice’ Ms Tyro entereltie classroom, carnyg her prep book firmly
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under her arm. She stood squarely behind the desk and introduced herself to the nev
class. She spoke to the back of the room, and at no point did she smile or give any
indication of sympathy. She then sat at the desk, placing her file in front of her and
proceeded to list her gicular set of rules.

div class="media-group’

Figure 8.18

Figure 8.19

At one point during her introduction two pupils exchanged a brief comment regarding
the time. She immediately staoodialked directly to thenand, leaning towards them,
shouted her disapproval, culmating in a threat to place tiéfenders in detention should
they repeat their performance.
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She taught the remainder of this first lesgoran atmosphere of virtual silence, the
pupils mechanically performg their respective tasks.

Safe in her belief that her sound advice had led to a situation of perfect control she
approached the lesson one week later. On this occasion, howeegypil, Simon, who
had been absent in the first week, returned; he had not had the benefit of her earlie
performance. He sat quietly to begin withtlseemed to becomecreasingly noisy and
agitated as the lesson progressed, pasilyuiwhen Ms Tyro again admonished two
pupils for the offence afocking on their chairs.

Simon soon lost interest in the lesson and began to dismantle his pen, eventually
sending the pieces flying across the rodis. Tyro, acting on her earlier advice, gave
him a severe and public rebuke, ordering tonpick up the pieceand throw them in the
bin. Simon refused, saying that it was ‘his pen and he could fix it".

The other pupils quickly stopped their wodnd silence fell as they watched the
confrontation develop. Ms Tyro, aware that her authority could be on the line, rapidly
moved towards Simon shaking her index finger and shouting. She made it clear that ‘I
will not tolerate this behaviour. You will stay behind after the lesson’. Before Simon
could reply she turned sharply and, walkireglk to her desk, pickeab the pieces of the
pen and threw them in the bin.

Simon reacted instanthp this move. ‘You can't do thathe shouted, ‘that's my pen’.

He got up from the desk, walked to the himd took out the pieces of his pen. He then
looked directly at Ms Tyro, saying, ‘I've had enough of you, I’'m going’ and moved to
leave the room. Ms Tyro stood in his way shouting at him to sit down.

Question 1Was Ms Tyro's initial adice sound or misguided, and was she right to act
on it in the way she did?

Question 2Why did the class react as they @idhe first few lessons? What signals
was Ms Tyro sending out by the stance that she chose to take?

Question 3ls there a point where you feel thas Tyro made an eor of judgement,
and did her subsequent actions reinforce that error?

Question 4How much difference do you thinkmade that Simon missed the first
lesson? What differences would there have beehe signals Ms Tyro sent in the first
lesson and in her subsequent lesson?

Question 5How do you feel Ms Tyraghould deal with the siation at the end? What
long and short-term strategies can she adopss$ist her in recovering the situation and
regaining the balance of power, both in relation to Simon and to the remainder of the
class?
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TRAINING MATERIALS—ANSWERS TO EXERCISES

Figure 8.15To choose which is likely to be the best approach to this group it is worth
drawing a few conclusions as to what mag happening. It may be that they are
discussing the task at hand—at least that is what they will probably tell lyatuyeu

have asked them to finish their written work, so this is a challenge to your authority. The
two talking girls present a closed challenge as their activities are neither disguised no
involving peripheral pupils. The third seentemporarily absent from the real world,
although she may be thinking task-oriented thoughts!

The most effective approactill relate, at least to some extent, to what you
characteristically use in clasgm situations. In this reept our interpretations may not
fit precisely with yours, but #y should give an insight & how each signal is likely to
be interpreted.

Figure 8.16 The forward lean is an intentianovement of approach, while the Kes
acts as a barrier between teacher and class.cobld be an effaéive approacho Figure
8.15, but it would dep®l to some extent on the plgal distance between teacher and
pupils, and their relationship. #lost all children saw thigécher as ‘friendly’ or ‘easy-
going’ because of her smile, but the lean indésathat she is quietly reinforcingrhe
presence. The same posture with a frowningression was seen asich stricter. Where
the relationship with the class is good, and with cooperative pupils, the smiling forward
lean would be effective eveat a distance. It would havaeore impact, but still without
seeming hostile, if she approaches the group, standing by the pupils in the foreground
Her approach will attract their attention; a question ‘Any problems?’, or the like—should
re-engage all three, without any recriminati@assto what they have been doing. Simila
moves with a frown may have a moramediate effect, butnay induce unnecessary
resentment as a first move, since they coreveyitical attitude. However, any resistance
to the more friendly smiling approach should be met immediately by a perceptibly
sharper response.

Figure 8.17 Hands in pockets, a relaxed postuvkany children saw this teacher as
‘easy-going’, in which case thetance would only be effectvif her authority were not
already challenged. Our matergiows that this posture che used very effectively by
experienced teachers who have alreadtabdished control;their calm questions,
followed by silence waiting for a response, put trouble-makers ‘on the gpotstill
without any overtly expressed challenge. During first lessons, however, they were likely
to use more assertive postures, such as hands on hips, or to respond immediately to ar
challenge, as for tHean and smile above.

Figure 8.18 Hands on hips is a threat posture; whilst it is still somewhat low key, i
may be an effective way of reinforcing the message and showing that patience may be ir
short supply! Many children sawithas ‘gets angry’ or ‘strictpartly due to the frowning
expression. However the posture still conveys firmness when it is used with a neutral o
even a smiling expressi, and it is used very comnignby teachers. It can also be
combined with other messages if only one hiarmh the hip; if the other is in a pocket o
is used to lean on something (Figure 6.2), the message conveyed is ‘I'm calm about this
but don't push your luck’.
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Figure 8.19 Beckon; like the forward batchjs was seen as ‘strict’, ‘angry’, and
‘unfriendly’ and could be particularlyeffective if the low-key messages had not
succeeded. A powerful command, the beckaticates the assumed level of authority
adopted by the user. Used appropriately It rinforce authoritywithin the classroom,
but don't use it on the Headteacher ir ttaffroom, or you add fall from favour!

Again, a smile makes the beckon rather less menacing, but it retains its message o
power.

Descriptive exercise—Don’t do as | do!

Question 1

Much of the advice given to Ms Tyro was fewm sound: a mixture afynicism and fear,
couched in apparently justifiable terms. Some suggestions may have had a firm
foundation, but, as with noh staffroom folklore, theisuccess is more a mattef o
individual personality than universal fact. Myro needed to baware of what effect

such advice would have on her relationshighvihe class if shéollowed all the points

laid down for her. After all, each one was,ts1own way, grossly authoritarian and gave

no room for flexibility or for the developmenf positive classroom relationships. It was

a charter for confrontation.

Question 2

It would be easy, if not glito say that the class reactedifathey were shell-shocked,

but to some extent this would have beea #ifect. They were new to Ms Tyro, as she
was to them. The first few days, sometimes known as the ‘honeymoon period’, are a time
when pupils and teachers tatke opportunity to lok, listen, observe, and begin to draw
conclusions as to the dynamics of their relationship. Ms Tyro’s signals were quite clear.
She would have been seenaggressive, short tempereshmewhat apprehensive and
certainly distant. She showet signs of sympathy, preferring to invite confrontation
rather than to seek empathy with the clasgey would have felt that she chose to invade
their personal space whilst creating and maintaining her own distance, and that she chos
to see all events, even the most minor, agsopal challenge to her authority. If fear was

her initial objective, then M3yro succeeded in the first few days, but with the absence
of any sort of working relationship with the class this single tactic was bound to fail when
properly tested.

Question 3

There were several areas where Ms Tyraenmistakes. Her initial approach and he
over-reaction to what were often low-lewaiallenges would have done little to endea

the children to her. Equally significant wa thpparent lack of humour in her treatment

of the pupils, which would also have reduced her standing in the popularity stakes. He
greatest misjudgement, however, was over the incident involving the pen. Many pupils
have a clear view on what staffithority actions they regard as legitimate and within the
acceptable range. Staff may take certairioast touch or removehings (especially
school equipment) without offending theassroom lawyers, bubhere are a numbelf o
definite ‘no-go’ areas. Some are so clear as to be understood mutually by teachers an
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pupils—smacking or hitting, for exampldesut others can varaccording to the pupil,
class or even the school.

Ms Tyro’s attitude to Simon was likely to cause confrontation, as she had not taken
any opportunity to find out his reputationfbee their meeting and he, of course, had not
had the benefit of the earlier ‘introductory’ lesson. Simon’s dismantling of his pen
presented only a closed challenge to Ms Tyase his actions did not seek to involve
others. There was probably no real intent to disrupt the lesson, although clearly he was
detached from the task in hand. An experienced teacher, confitbint aontrol, would
have taken steps to involve Simon in the lesson, or simply have given him time to settle
to what was, after all, a new regime for both of them. Ms Tyroglhew appears to have
judged this wrongly. Having seen Simsnbehaviour as a serious challenger he
immediate tactic was to remove the offending object. The pen was not hers to remove,
however (unlike a school book, ruler, calculator etc), unless, despite being private
property, it was being used to createapen challenge. (For armple, a sheath-knife
would be an open challenge by its presence; but for a pen, Simon would have had to hav
done something like stabbing at a fellpwpil, or squirting ink over his work.) Simon
saw this as an illegitimate act, putting right very much on his side. Ms Tyro’s action gave
her little room to de-escalate the situation, but gave Simon the opportunity for arnumbe
of spectacular reactions.

Question 4
It is probable, with Ms Tyro’s current level of skill, that if Simon had been present
earlier, the same crisis would simply haeeurred at an earlistage. She had shown no
signs of differentiating her treatment of ttlass as the week pnagsed, for instance by
following up her initial demonstration of strictness by mellowing into sociability. If she
had done so, the class could have beemensympathetic, as they would have seen
Simon’s behavour as thresing a teacher whomei had come to like.

However, her strong reaction would haveeb seen as more legitimate if Simon’s
challenge had occurred earlytime first lesson. At this aje, when teacher and class do
not know each other, pupils are normallyrmeautious. This makes the same objective
level of challenge more salient, and thereforore open. The class would have seen he
fierce reaction to it as justifiebecause the challenge would have created ‘case law’ as to
how such incidents were to be dealt with in future. However, she would have needed to
have used the tactics discussed below to defuse the situation somewhat, and it woul
have been better to deal with such a challenge by a very prompt, but lower-level reaction.

Question 5

The number of alternatives opemMs Tyro at this stage Iamited and none of them are
guaranteed to be effective. In the eyeshaf pupils, she has misused her authority and
isolated herself from their support. By standing in front of Simon and placing arbarrie
between him and the door, she is inviting futher problems. One short-term strategy would
be to let him go and to send a message, via a trusted member of the class, to a senic
member of staff, briefly explaining the sitigat. Alternatively she could stand her ground

and try to take the sting out of the situation by offering another pen and indicatinfy that i
he returns to his seat they will, together, restore his pen to its former glory at the end o
the lesson. This could be a useful tactiM# Tyro is prepared tase it, as, although she
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may view it as a climb-down to some exteibiwill show a measre of compassion an
could be the first indication that she is pasgd to negotiate, rather than dictate. This
‘softening’ of her approach seems essential at this stage, not only in terms of this
situation, but to ensure the development of her relationship with the class as a whole. She
cannot afford to harden hepproach to the class any het; indeed, if she-were to
physically stop Simon, by holding him in some way, she could be sued for assault. In the
long term her attitude to Simon and the remainder of this class will need careful
consideration if she is to teach themeeffvely. She will need to ensure thatr he
punishments are in proportion to the criaasd, just as importantly, that a crime has
actually been committed in the first place!

An increase in gesture, facial and postuwarmth, humour, andlear enthusiasm will
all be needed if the class are to accept K. Tyro clearly wants to succeed with this
class and has gone to considerable lengphcreate a climate which she felt would be
conducive to a productive working relationship. What she may have failed to realise is
that the productive relationship which she segiisneed to be two-way, and whilst it is
essential that she remains in overall control, she must remain the source of the solutions
rather than the cause of the problems.



Chapter 9
Relationships withndividual children

During periods when the children are working singly or in small groups, or at more
informal times outside the class lesson period, you have a chance to talk to children
individually, which can be invaluable in building up relationships with them. You may
also be able to deal more productively withrk or behaviour problems away from the
attention of the whole class. On the other hand you may find the children take advantage
of this, to become over-familiar or flirtatiougxcessive interest directed especially to
deviations from the main course of theden suggests over-friendliness; as Denscombe
(1980Db) indicates, children may encourage pausocial and friendly topics and try to
change the subject as subtly as possible when you try to return to the work. This patterr
can occur with teachers of either sex. We willire to the tactics to deal with it later.

Moving around the class whathildren are writing or engaged in practical work and
talking to individuals is a situation much oo the social siations with which you
are familiar as an inexperieed teacher. It should theoeé pose fewer problems than
dealing with the whole class, because ymn draw on your ésting social skills.
However, you need both to be able to behave in a way which makes clear you
involvement with and interesh the children as individualgnd to react rapidly to any
disturbance.

TALKING TO INDIVIDUALS IN THE CLASSROOM

All teachers go round and askildnen about their work; thpopular teacher indicates, by

her behaviour as she goes round the classstiais interested in the children first and
their work second. As you move around, talking to children, you have a chance to show
your appreciation of them as individuals. Children’s feelings of social worth are very
important to them, especiallsgt secondary-schoage; they are forced to make an
assessment of their social worth in terms of school work on very limited evidence, simply
because your attention has todpdit between so many ofgém and you therefore have so
little time for each individual. If a chilchot only receives venjimited individual
attention from you, as is inevitable, but when you are with him half your attention o
more is taken away by distractions elsewhere in the di@swiill decide that you have

little interest in him as a person. He may wektiprocate by losing interest in you and
what you have to offer. Though we have referred to the child as ‘he’ so far, this is
especially a problem for girlsyho are both more likely tbe ignored because they are
usually less obstreperous, and tend to feelydisregard more keenly (Stanworth 1983).

It is obviously highly undesirable for girls twe ignored in this way, but research shows
that teachers find it exdordinarily hard to disioute their attentioevenly, despite efforts

to do so. This is an even more likely problem if your control of the class is still tenuous,
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as you will be forced to give most attention to those who are more of a risk to you
control. Once again, thesee likely to be boys.

We have already mentioned, in Chapter 7, the ways in which you can show you
attention and interest when children respond in a class session, and many of these signa
are similar to those which are appropriateaame-to-one basis. However, your closeness
means that your signals to children coa®oss as more intense than when you are
standing eight or ten feet away in the wholass situation, and yocan therefore tone
down the signals you give. For example, éixéreme ‘catching’ pdare shown in Figure
7.5 appears animated in a public context, but would be over the top if you were talking to
a single child or a small group.

There are a range of signals used innma social conversations which indicate
attention to the companion; many of theppear in children’s cwersations. They are
also appropriate for you to use when you are talking to children. In conversations, people
orient their bodies towards each other awhy from other people (see Exercises in
Chapters 3 and 4); though, as we shall see, you cannot do this to the extent of losing
awareness of other memberstloé class. Their gaze is on easther or the shared object
of their attention (Ellis and Beattie 1986). If the child is the main speaker in a one-to-one
classroom conversation (for example, if he is answering your questions) you should look
at him for most of the time; otherwise he will think you are being inattentive. Eqdally, i
you are explaining somethingou should expect him to beatching your face, or the
materials you are explaimg, most of the time.

Listeners also show their attention to sprakby nodding (Ellis and Beattie 1986) o
producing noises of attention such as ‘ah-hum’ as the speaker makes points, thus
reassuring the speaker that her message be®n taken in. This pattern refers to
conversations between equals, where the speadeds ‘permission’ from the listener to
carry on, and will usually stop if lack of this feedback shows the listener is getting bored.
When you are talking to childn, their subordinatposition means you need to give this
feedback to ‘permit’ them to continue talking. At least initially, you would not expect to
allow them to make this feedback to you tlasy would then be controlling you! At this
early stage, conversations should be one-sided—unless you are dealing with sixth-
formers—with any feedbackdm the child showing resperther than condescension.
However, when the classroom relationship is well-established, genuine discussion
between equals may be possible, with thiéddobn controlling thediscussion as well as
you.

To preserve the quality of individual desds with your pupils, you must show what
Kounin (1970) calls, with vivid but unlovely jargon, ‘overlappingness’, the ability to deal
with an incident without losing track of what you were doing previously, as well as
‘withitness’, the abilityto detect incidents in the firplace through ‘eyes in the back o
your head’. ‘Withitness’ is perhaps even more important in this context than in the
whole-class situations we dealt with in the last chapter. We examine these issues in mor
detail below, when we look at how you can deal with disruption elsewhere when you are
talking to individuals, and how you can maintain vigilance by choosing an appropriate
posture. First, however, we need to look at the type of signals you should definitely avoid

giving.
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How to look uneasy when chdren are working individually

Not only do inexperienced teachers who arenaunsure of themselves behave in a
‘distant’ way when talking to individual children, they usually move round the classroom
in a defensive manner. Firstly they tend to walk incessantly, looking at children’s books
but seldom stopping to talk to them unless summoned. Patrolling among the ‘hostile
tribes’ in this way gives the impression that you expect disorder, and can only cope with
it by maintaining a state afonstant readiness. Teachenso have a better relationship
with their classes do not patrol them; they move from one child to another, usually taking
the initiative in approaching children teeshow they are progresgiwith their work. In

this way they can check especially with dnéin who are likely to need attentiony fo
instance that low achievers have a satisfgctmderstanding of the lesson topic and are
not being left behind. Even with highachievialgldren it is important that you take the
initiative in seeking out those with problems and dealing with them before they cause
substantial difficulty, rather than waiting for them to reach a state of desperation and
taking the initiative in calling for help. Thus Guy (1980) considered that many students
who had been successful chemistry students in their school sixth forms were lost to the
subject when they went to university, simplgcause they did not get the level of teache
involvement in chemistry précals which they had receigeat school. The university
demonstrators did not feel the same prsifesal commitment tensuring their charges
benefited from the praciils as did schoolteachers.

Inexperienced teachers also shibwir defensiveness in their posture when they patrol
the classroom; frequéy they move around with their arms folded, with a hand on one
hip, or with their hands in their pockets gire 9.1). As we saw in Chapter 6, these are
mildly threatening postures. &l are appropriate when yaue facing the whole class
and demanding their attention, but not when most children’s attention is on their books
and you are dealing with them in ones and twos. If you cannot face individual children
without signs of getting rattled, you have problems. You should therefore try to avoid
these postures if possible; even more so the body-cross postures and displacemer
activities discussed in Chapter 6, which are overt indicators of insecurity. If you are
moving from child to child, ass preferable, with limited time in transit, you will have
little time for these actions anyway, as you will be leaning on desks, dealing with books
or materials, or pointing things out to children; but if you do have a distance to walk, you
should let your hands hang by your sides in a relaxed way.

DISRUPTION DURING INDIVIDUAL WORK

The criteria for dealing with potential disruption when children are working individually
are similar to those outlined in the previous chapter for incidents during whole-class
teaching. In many ways your task Basier if incidents are isolated, because
confrontations are less public in this situatidMuch of the class ¥ be aware neitherfo

the incident nor of the fact that you are breaking off fromryaurrent task of teaching an
individual, if they are involegd in their own work. You mugherefore ensure that you
actions do nothing unnecessary to draw the attention of other children to the incident.
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Your best course is to stare towards the offending group if their transgression and
reputation is sufficiently mild (Figure 9.2pDtherwise you should use a close approach,
lean over the children, and speak to them quietly.

Figure 9.1An ambivalent posture shoviay a patrolling teacher; the body-
cross indicates insecurity, the hamHhip is threatening. Children
found it hard to assess this picture, givinghbpositive (e.g.
‘helpful’) and negativée.g. ‘boring’) responses

Approaching to a close distance (Figure 9r3gnsifies the eéfct of any communica-
tion between teacher and child. It also allows a verytoqugee—almost a whisper—to
be used; the child is likely to reply spontaneously at the same volume (and can be told tc
keep his voice down if he does not). In this way a quite intense discussion can be held
without children any distance away being aware of it. If gmicriticising the child, you
should remain standing and bend over him. You then imply dominance in three ways;
your actual words are reinforced by your superior height, and your close approach
indicates that you find the th no threat. Corcting a child while standing back from
him is both less dominant and will involve talking at a greater volume, which is more
likely to distract other children, so it should be avoided in most circumstances. However,
with very argumentative children, especiallytire fourth or fifth years, it may be bette
to stand back. Close approashtself threatening (at the extreme there is a possibility o
physical attack), and it mgyrovoke a strong reaction.
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Figure 9.2Eyes side (left), usually heldhtil the child reacts, signals ‘I'm
looking at you'. A brief eyes wid&ight) and eyebrows flash also
imply ‘I'm surprised at you'. Chdren gave a mixture of positive
reactions to both, such as ‘frieggl‘fun’, ‘easy going’ and ‘calm’

Figure 9.3'Personal distance’ bgeen teacher and chilithe meaning of the
approach depends on the teathwords and expression. Many
children saw this teacher as helpful

CLOSE ENCOUNTERS OF THE TUTORIAL KIND

Close approach and a soft voice can also be used in a more positive way, as the be:
method for approaching children to talk about their work without disturbing others. With
supportive talk and a friendly smile, this conveys interest in the child’s problems and
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achievements. The close approach inte thild's ‘personal distance’ (Hall 1966)
intensifies the positive side of the interaction, provided you do not come too close, as we
discuss below. Bending closely over children has two disadvantages, however. Firstly, it
is more difficult for you to raise your head to look round if there is any sfgn o
disturbance, especially behind you. You will need to straighten up in order to look round;
this is both slower and m® noticeable than glancingund from a standing position.
Your surveillance over the class then seemisetanore of an effd, and therefore more
uncertain. ‘Withitness’, mentioned above, riggs your surveillance to be unobtrusive

but immediately accurate—it is difficult to beith it’ when bending over. You may also

not be ‘with it’ for a second reason. Few peopie seen at their best from behind when
bending over, and you may present a harmless (because you cannot see themY source
amusement to those members of the clasepted with your rear view. A more upright
standing posture, with less bend, largely solves these problems, but does not provide thi
desirable degree of intimacy in the talkween teacher and child. Sitting matches what
would be done in friendly informal situations, but in most classrooms there are simply
not the chairs availabl Sitting on the desk or tablehere there is room, has a more
informal air, though it still leaves distance between you and the child—you are literally
‘superior’. Kneeling beside the child (Figure 9.4) is probably the best solution. It allows
you to get close, and as you come down to the child’s level or below, you cease to
dominate the child by your lght. Kneeling is also seen as a ‘humble’ action, which
would reinforce this. In addition, as your body axis is vertical, it is relatively easier to
glance round behind yourself, maintaining your reputation for ‘withitness’. As kneeling
has so many advantages, it may be worth planning for this in advance by choosing
clothes which will stand being knelt in.

TOUCH

Close encounters with children on an individual basis may involve touch, which many
teachers feel is a fraught area. Concern about child abuse has led to educationa
programmes designed to teach childremreicognise and deal with unwelcome touches,
(e.g. Baldwin and Lister 1987) and to cemn among teachers thaty touching may be
interpreted as unprofessional conduct. Manghorities, such as Marland (1975) advise
‘never touch a child in afiction or anger. What is pmissible, and children’s
willingness to be touched, changes rapidly with age, which is a further problem if you are
dealing with several age-groups. The permissible and inappropriate uses of touch can b
understood by reference to its meanings. i@atshe classroomptich is an inevitable

part of three types of interaction: nurturing (e.g. mother-baby or rescuer-injuret)pers
aggression (e.g. fighting); and sexual. Milderms of these three interaction types are
touch used to convey affémnh, control, and flirtation (Figures 9.5 and 9.6).
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Figure 9.4Kneeling, a sign of a teachehwis closely involved with the
children. Almost all children saw this teacher as helpful; a few saw
him as friendly

Touch is such a valuable way of showing appreciation of children and concern fo
them, however, that Wwould be a pity if éachers felt compelled tavoid it altogether.
Relatively few teachers touchven younger secondaryeagchildren, though some
individuals use touch quite extensively in these contexts, without apparent difficulty; it is
of course much more frequent in theinpary school, especigl with infants. In
classrooms at the younger eofithe secondary age-ranged with top juniors, where
there is a good relationshiptleen teacher and class, popive use of touch causes no
problems where it arises naturally as parttteé interaction, for instance when getting
children’s attention when they are moving around doing independent practical work, o
moving or praising a child who is doing written work. Where the relationship between
teacher and class is uncertain, or vaitter children, touch may be resented.
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Figura 8.6

Figure 9.5, 9.6Two successive incidentspagrated by about five seconds,
during a practical lesson. The girbpproach was mildly flirtatious,
but joking; the teacher aved rapidly out of reacat the touch at 9.5,
but when he stopped, the girl ttnezl him again (Figure 9.6), and he
moved away again, with a hunoars comment. Children described
9.5 as ‘easy-going’ or ‘fun’
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A study on the meaning of touch

We were particularly interested in the implications of touch because, while we saw
relatively few examples of the friendly typektouch, they were seen very positively by
children of the same age (Neill 1991a)—as peosi§i as smiling, which is generally taken

as a clear signal of friendliness. We therefore looked ahtmumore detail with children
aged eight to seventeen (Neill 199Ib).

As might be expected, all groups of chddrdisliked angry types of touch, such as
being hit or having their head twisted round, reinforcing the point made elsewhere that
teachers should not use this form of aggression against children. Rough-and-tumble
(play-fighting touch) was also unpopular, though the older boys objected less than othe
groups. Some highly palar teachers, such as Mse@lenceau described below, make
effective use of it, but it is definitely to be avoided until you have built up a close
relationship with the class. Rough-and-tumislespecially risky ashildren are likely to
treat it as aggression if their relationshijth you is distant. Directing touch does not
raise the same objections; most of our groupald tolerate it. Most age-groups of boys
appreciated friendly touch, though the girls were more equivocal, and comforting touch
was appreciated by olderilthren of both sexes.

Where these touches were directed was critical, however. The shoulder and arm were
the most acceptable body areas to have touaspecially for the dys, and the chest and
legs the least, especially for the older giflkis pattern was consistent across both sexes
and all age-groups, though the differencesengeaker in some cases than others. Fo
instance, acceptance of friendtyuch from teachers dependstiongly on where it was
received, but girls dislikedngry touch from teachers to apgrt of the body; the college
boys were happy with a friendly touch from a girl of their own age anywhere! Even with
these extreme types of touch, the shouldensained relatively acceptable, and the chest
unacceptable. Back, head and hands weernrediate areas, but the head and hands,
which are frequently touchdaly teachers of very young itdren, become less acceptable
from eight or nine onwag] especially for girls.

You would be wise to restrict yourself to friendly and directing touch to the arm,
shoulder and back; especially @hyou are new to the classappropriate use of touch
can be potentially disastrous. For example, using apparently friendly touch as a
punishment (Figure 8.14) can be a devastatiefflective ‘showing up’ tactic, but is too
risky if your control is uncertain, asitdren will reject the touch indignantly.

We found that for most of the groups of children it made little difference, for touch in a
public situation such as a classroom, whetherother person was a teacher or not - only
the college-age boys strongtyeferred a non-teachérhis fits with the general pattern,
mentioned elsewhere, that children react to teachers in very much the same way as nor
teachers. Familiarity and theex of the other person weefar moreimportant. All
children preferred a familiar person to anfamiliar one, thouglhe effect was weake
for the eight or nine-year-olds than the oth&th age, childremove from a preference
for their own sex to one for the opposite sex. The eight or nine-year-old boys preferred to
be touched by another male, but the older gsquieferred females; this performance was
very marked from twelve or thirteen on! The girls preferred to be touched by a female up
to thirteen, and by an adult up to elevene Taurteen or fifteengar-old girls strongly
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preferred a male peer (thougheir tolerance for touch owvalf at this age was at its
lowest), while by college age they did mbscriminate strongly between the sexes, and
with their increasingly adult status they made little distinction between adults and peers
(this was also true of their male contemporaries).

From your point of v@w as a new teacher, these resuliderline a natural tendency
for caution in touching members of a new class. There is also good reason, from the
children’s preferences, to bmore cautious about touching older children than younge
ones. (On the other hand, besadouch is a generally more acceptable form of behaviou
with younger children, it lacks with thesge-groups the very powerful effects it can
have on secondary children as a punishment (Figure 8.14), control or as & sign o
friendliness.) Female teachers should perhaps be less rekactanth children than they
often are; for most age-groupmuch is likely to be moracceptable from them than from
a male teacher. This applies to both sexesfdhrteen to fifteen-gar-old girls being the
most important exception.

Female teachers tend to be cautious oching children, egzially boys, because
affectionate uses of touch may be misunderstood as having sexual implications and the
touch might be reciprocated. However, it can be done with subtlety; a nice example
recorded on one of our videotapes was the use of rough-and-tumble touch by Ms
Clemenceau, a History teacheraiiboys’ school. Gag round tle room she noticed a boy
who was doing his map wrong; she bent over, and took him by his tie. When he looked
up, she produced a mock snarl and bangeddrehead lightly but smartly against his
before pointing out the error of his ways (Figure 4.5). She conveyed perfectly a
combination of authority, cheerful playfulness and her relationship to the boy as a person,
without any hint of ‘come up and see me some time’. Not surprisingly, she was a very
popular teacher, but you should be cautiousdopting this approach until you have
established yourself with a class.

Depending on the individuals involved, a touch can convey two messages at once; thus
the hands-on-shoulders posture done by a mam tattractive girl is frequently used in
advertisements, conveying both dominance and sexual interest (Goffman 1979). Male
teachers need to be aware of the obvious pitiisis of misunderstanding if they use this
touch. In general, the accebpiiity of nurturant touch deeases rapidly as childrentge
older; the decrease is fasfer children touching adults for reassurance (which, in the
classroom context, has virtually droppedasvto nothing by the time children leave the
infant school) than for adults touching children. Controlling and dominant touch, which is
frequent in primary schools (Evans 1979) alselines with age as children become less
subordinate. The sexual implication of touohgcourse, develops rapidly at puberty. The
sum of these three patterns of developmsrthat touch between children, as well as
between children and adultsleclines rapidly during th early years of secondary
schooling. However, up to thhird form, at least, childrehave not yet reached an adult
touch status, and are likely to be more tolerant of, and even agipredf, unambiguous
forms of teacher touch. Since touch, like mustverbal signals, offers itself to different
interpretations, it can be used by older classes to signal an undesirable degree of ovel
familiarity.
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Friendliness or flirtation?

One of the problems with touch, especially, and the other friendly one-to-one behaviours
to a lesser extent, is that normal flirtation patterns include friendly actions. Youfneed i
possible to build up a friendly and cooperative relationship with your class, but to be able
to react at once if things shasigns of going too far. You mahave to deal not only with
actual flirtation, but more commonly with itdiren who attempt to subvert your control

by over-friendliness; this may especially bgrablem in schools alasses where there is

an emphasis on cooperative relations leetwteachers and chidr (Denscombe 1980a).
Flirtation may start with over-friendlinessd can become a more extreme problem. You
should preferably deal with it iits early stages; the sanetics may be effective at this
stage as can be used to deal with therdriendly child. We will therefore look at
flirtation first, as it raises the issues more clearly.

We must stress that the advice in this section relates to secondary pupils. Flirtation is
hardly a problem with children below puberty and while older primary children may be
intentionally over-friendly, over-friendly or dependent behaviour is more likely to be
genuinely motivated with younger children, who will need support rather than repulsion.
The teacher of older childremill also encounter some wittmotional problems who will
need to be given greater leeway. You wlitl well to check with colleagues who know
your class if there are any ofetbe you should watch out for.

In many ways flirtation is likel to be more of a problemifonale than female teachers,
because of the similarity between the camti@nal male role in courtship and the
teacher’s role. Male postures and behaviouflirtation resemte those of dominance
(Scheflen and Scheflen 1972). However, womermally take the initiative in starting
the interaction by inviting attention; this somewhat resembles the pupil role. Women tend
to be very much more awaoé the signals they use ancetheffect, while men often lack
conscious awareness of howethelationship is regulatedhe situation is complicated
because flirtation shades into ‘quasi-courtship’ (also covered by Scheflen and Scheflen);
the same signals are used, but the conversation is kept at the level of mere friendliness b
‘cutting off’ whenever it seems likely to become too intimate. ‘Cut-off’ is achieved by
looking away or talking to someone else, or by other members of the group breaking into
the conversation. Adults are usually skilled at maintaining good relations without
excessive intimacy, but adolescents are likely to be less skilled, especially in interpreting
the limits of quasi-courtship.

The typical patterns of flirtation pose difégrt problems for male and female teachers.
For the female teacher the threat issioime ways more apparent and more clearly
demands action. As we have seen in the case of touch, boys seem to react to femal
teachers in terms of their femaleness. The conventional femaledoes not involve
dominant behaviour in a courtphsituation. So long as the female teacher maintains a
degree of overt dominance and active control, normal flirtation patterns, which would
imply a responsive role, are ruled out. The most appropriate tactics may vary with the age
and cooperativeness of the boys.

Younger boys, or older boys from difficult or disruptive classes, may adopt two
strategies. They may challenge a femedacher's dominance reictly (e.g. Beynon
1985); or by treating her as a woman thagstroy her status as a teacher. Beynon
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describes a range of outright disobedience and insulting behaviour which aims to put the
teacher on the defensive by challenging usefulness of her subject and her ability to
teach it; as a woman, she cannot be a ‘regther. Boys using this strategy present a
serious but clear-cut discipénproblem, often when thedcher is working with the
whole class rather than individuals. As Beynon indicates, overcoming boys’ opposition
can be a serious problem; but the firm but frigndacher who can do this is seen as ‘just
like a man, not really like a woman teacher at all’, according to sdrttee boys in his
study. This may not be quite the compliment she had hoped for, but it is better than some
of the alternatives! Alternatively boys snaover-accept’ your fiendly approaches, by
treating them as invitations familiarity or flirtation. Here the female teacher is in a
similar situation to her male colleagues, and the tactics we discuss below for them apply
to her too. The female teacher needs @al gpromptly but firmlywith any attempt by

boys to dominate the classroomhatever its origins, partidarly keeping an eye outifo

the combination of dominant and playful behaviour. If you deal with the patterns of pupil
dominant behaviour described in Chapter 5, you should be able to maintain you
authority over the cks. Authority, perhaps tempered fmunger classes by the playful
approach described above in the case ofQl#snenceau, is the $tieapproach. However,
younger female teachers, especially, find cugasirtship can be eful in establishing
effective relationships with cooperative older classes.

The male teacher's necessary behavioura asacher, in domitiag and taking the
initiative in the classroom, while maintaining friendly relationships with the class, is
sufficiently similar to the courtship role forpassibility of confusion to arise. In addition,
because the male courtship rolees not involve the regulatiaf relationships to such a
large extent, you may find it difficult tdboecome aware of where the problems in
signalling arise. You may be anxious to avbigting some girls by scornfully rejecting
what may be genuine ‘crushes’, while aa@ that others may take advantage by
embarrassing over-friendliness.

What cues should you, as a male teachook out for in dicting and avoiding
flirtation? For the male teacher, as we haail, dominance cannot be avoided as dart o
the teacher role; but yoneed to politely but firmlgecline any invitig behaviour from
the girls, just as your female colleagues need to avoid being inviting.

For obvious reasons, there is little infornoation flirtatious behaviour in the classroom
context, either from direabbservation or from questionnaire studies. Studies inrothe
contexts indicate that femalevitation patterns fall intdwo groups: an accentuatiofi o
friendly behaviour, and sexually inviting behaviour. Girls initially use ambiguous non-
verbal signals during flirtation, to avoid over-committing themselves, and these mainly
fall into the ‘friendly’ group. It is obviously desirable if possible for you to deal with the
approach at a friendly level: if the girllsehaviour is genuine, she will be less seriously
hurt, and if it is not, there is less risk to discipline.
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Figure 9.7The girl has invaded the teactepersonal space, and, as she is
standing, she has the advantaghefht and freedoraf movement
(compare Figure 9.3). Her hands-hips posture is slightly
threatening, and as it pulls hjacket open, ‘provocative’ in both
senses of the word. Her faint sendnd approach from behind suggest
this is a teasing approach, aged to make the teacher feel
uncomfortable, rather thangenuine flirtation

‘Friendly’ flirtatious behaviour involves slightly more extreme versions of the normal
friendly patterns. Initially the girl may simply stand close to the man she hopes to attract
or gaze at him. There are obus difficulties in distinguisihg these patterns from work-
oriented behaviour; girls may validly behave in this way if they want to raise queries
about their work. In courtship the approaclel@ser and the gaze meosustained, but the
differences are relatively subtle (Figure 9NMprmally listeners look more than speakers,
and if you are spending a long time talking about a problem related to the work, this is
likely to be reflected in sustained looking by the girl. However, repeated requests fo
attention, beyond what would normally be required by the work, may arouse suspicions.
Excessive animation is a clearsign; in flirtation girls encourage the relationship by
laughing, smiling, gesticulating, nodding aledning close (Marsh 1988). At this level

the behaviour needs care in ieetation as the difference is one of degree (as it has to
be in normal flirtation, if the girl is to avoid committing herself too quickly). You need to
restrain your natural delight that you are at last getting through—are Latin verbs really
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that wonderful? Excessive interest which directly relates to what you are saying probably
indicates ‘genuine’ flirtation, as this iseormal pattern outside the classroom—the girl
encourages the relationship by approviofj the boy. Postural echo (Figure 9.8)
frequently occurs in social drflirtatious discussions as amdicator that the partners are

‘on the same wavelength’ (Bull983). In the claaoom, where the roles of teacher and
student are usually differentiated and ttedationship relatively impersonal, it may
indicate excessive interest.

Figure 9.8Postural echo takes many formasiults may synchronise their
bodily postures, hand positions, comements such as hair grooming.
It demonstrates that a pair (whoyrze of the same sex) are ‘on the
same wavelength’, and tkerefore used by friends. It is therefore
available as a sign of affinity during flirtation, and this is probably
the most likely use in the classroom context

Explicitly inviting behaviour represents a higher level of commitment; in genuine
flirtation it is likely to follow a period of friendly behaviour, or be restricted to the milde
forms mentioned belowGirls who are using flirtation tembarrass the teacher are more
likely to move directly to clear-cut inviting behaviour with a speed which would
normally be inappropriate—it is often at tisimge that you beconasvare that something
is wrong. Mild forms of invitation include the coy expression and hand-to-mouth,
especially when giggling (Figure 4.1). Both these involve ambivalent behaviour, the girl
‘failing’ to hide her interest. She thus makes it clear that she is interested, without overtly
doing so. A second group of inviting movements emphasise female characteristics suct
as hair or breasts (Figure 9.7). More exgijcithe girl may touch during flirtation, eithe
by ‘failing’ to maintain distance so that she apparently accidentally bumps into the
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teacher or is bumped into, ¢y actually reaching out (fire. 9.5, 9.6)In the case
illustrated, the teacher cut off the contact by failing to meet the girl's gaze and by actually
moving away.

This points out the general principle that disinterest is shown by reversing the signals
of interest we have just been discussing—avoiding eye contact, failing to give signals o
attention or approval such as nodding or silin response to the other person’s talk,
and by becoming involved with another member of the class. The last is a useful strategy
because children’s general exmaidn that you should be faio all allowsyou to point
out that other class membersed their fair share of attémh. By re-emphasising you
neutral role as teacher, you can remind the child that their relationship is professional
rather than intimate. This strategy appliegh® over-friendly child ogither sex, who can
be reminded both of your role and of their own—to apply themselves to the work, which
is theraisondétre of school.

The most desirable response to over-friendliness may be to ensure that children
recognise your dominance ah early stage. This is not to say that you should be
unfriendly—far from it. Beyna (1985) describean extremely successful teacher who
adopted this approach—'Mr Jovial’. Though he engaged in a considerable anfiount o
joking and teasing, this was not directedha children personally—for example, when
first calling the roll he made jokes about their names but not about their appearance. He
did not allow children to make derogatory remarks about each otht® joke about
things he had said. We can see a similacgss in Mr Weathering’s response to an
incorrect answer in his first lesson (Chapter 7). In both cases the message which is bein
transmitted is first, that the classroom will not be toooseria place. Secondly, it will not
be threatening, either: the teactwill not challenge children’dignity or allow others to
challenge it (provided, of course, they co@te). Thirdly, this structure is one provided
and controlled by the teacher.

SUMMARY

Work with individual children draws more atormal social skills than the more extreme

or theatrical signals used farhole-class work. However, dsacher you must take the
initiative in approaching and interacting withildren more than auld be the case in an
informal social setting. Attention and interest are shown by getting close to children at
their own level; kneeling down also allowsu to watch effectively for disruption by
other members of the class. Touch is a valuable positive signal, especially withryounge
children. Older children may resent it, and may in turn use touch or excessive proximity
to harass the teacher. This behaviour is desit with at an ebr stage by adopting a
more distant relationship.

The training materials explore the meaningddferent types of touch, possible risks
attached to using themand the contexts in which thegn make a useful contribution to
effective classroom interactiofhey also deal with the appropriate posture for a teache
who wishes to join an informal group of children.



Relationships with individual children 157

TRAINING MATERIALS

Many of the anxieties of teaching arise throtigd desire most of us have to do the best
for the children in our charge. This desire will naturally lead to our forming attachments
from time to time, either with whole classes, or individual pupils within them. It is even
possible, even though we know it is irrational, to form an almost pathological diglike o
any individual who disrupts, diverts or inyaway damages this special relationship with

a class.

In the early days of teaching, class that actually allowsu to teach them with the
minimum of diversions is often regarded as ‘heaven-sent’; a reward for good deeds in a
past life perhaps, or an immeasurable piece of luck, depending on your particulaf level o
paranoia! In any event, yowapproach to such a favourediss is likely to be far more
relaxed, open and friendly.

The use of non-verbal signals by both pgitl teacher can be essential and powerful
ingredients in the establishment and mainteezof a friendly working atmosphere, biut i
wrongly or inappropriately applied they can be equally disturbing and des-tructive,
leading to the development of mutual distrust.

Pictorial Exercise—‘A touch difficult!’

Question 1 The three pictures in Figures 9.94B.show similarly relaxed situations,
almost informal in their d8ng. In each case, however, the teacher has chosen a
deliberate positioning ploy.

For each, try to assess the signal being broadcast by the teacher. Do any seer
inappropriate to a classroom situation? What would be the likely response from the pupils
to each?

Question 2Figure 9.12 shows a friendly touching exchange of the sort we frequently
see between two pupils, but in this cheéng carried out by a female teacher.

Would you regard this exchange as dangerous in any respect? What would be the
likely response of the pupil?

Would the situation be similar if it invobd a male teacher? Is there any situation
within an educational environment whereu would see Figure 9.12 as permissibte o
acceptable?

Question 3How do you interpret the group of pupils shown in Figure 9.13? There is a
gap at the front right where a teacher cqoid the group. Whiclof the four postures
shown in Figure 9.14-9.17 would be most appropriate, and what would therteache
achieve by adopting this posture?
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Figure 9.9

Figure 9.10
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Figure 9.11

Figure 9.12
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Figure 9.13

Figure 9.15



Relationships with individual children 161

Figure 9.14

Figure 9.17
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Figure 9.16

Descriptive Exercise—'All for one and one for all’

There will be many occasions in our teachicareers when we feel deeply protective
towards certain individual pupils. Numerous situations can give rise to this emotion:
bullying, fear, frustration, isolation, all will tug at the heart strings from time to time, but
coping with children’s special educational needs will almost always lead to the formation
of a closer relationship.

This exercise precisely concerns this probl&mthony is a slow learner. He is fifteen,
but has a reading age of just eight. Has come from an emotionally deprived
background and is generally suspicious of mthancluding the majority of his peers. He
also demonstrates an extremely low leveldekterity and is often ridiculed by othe
members of the class during Art and Tedbgyg lessons, where he clearly struggles with
any practical task.

On this occasion Anthony isunlved in a lesson in persorehd social education. The
theme is ‘work and training’ @hthe teacher, Mr Polymath, isying to involve all the
pupils in a discussion about the various types of training on offer.

Mr Polymath is fully sympathetic with Anthony’s problems, but, as Anthony has
insisted in sitting on his owon this occasion, Mr Polyrttais finding it increasingly
difficult to involve him. Mr Polymath issoon aware that the class have effectively
isolated Anthony, causing him considerable distress. Realising that the only solution is to
involve Anthony and readmit him to the fold, Mr Polymath takes a risk and insists on a
reply from Anthony during the next round of questions. Mr Polymath makes his move
when talking about day release: ‘Now we all know about on the job training, but is it still
possible to go to college for thisaining whilst yu are at work?’

‘Yes sir’, replies one boy, ‘you can beeaabked for a day to go to college, that's what
my sister does.’

‘Good’, says Mr Polymath, who has mowei to the boy in question and briefly places
a hand on his shouldehut what do we call it when we attend college for one day a
week?’

‘Day release sir’, says the boy.
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‘Right’, says Mr Polymath, patting the boy once on the same shoulder, ‘excellent, day
release—one day a week, see, it makes sense, doesn't it.’

Mr Polymath now moved to Anthony, and walking around behind him he playfully
placed his arm around his neoka mock wrestler’s hold.

‘What, then, Anthony do we call it when wgo to college for a block of time?
Remember for a day it's called D-A-Y release,for a block what will it be called?’ The
whole class went quiet in irreverent expectation.

‘Block’, said Anthony looking down at the desk in front of him.

‘Good’, said Mr Polymath, pretending to increase his hold round Anthony. ‘But B-L-
O-C-K what?’

‘Release’, replied Anthony.

‘Brilliant’, said Mr Polymath, ‘spot on’, and with that he released his mock hold and
briefly squeezed Antimy’s shoulders.

‘He’s right, of course’, said Mr Polymath, reting to the rest of #hclass. ‘Let’s write
that one up on the board.’

During the remainder of the lesson Mr Polymath mentioned ‘block release’ on several
more occasions, each time referring to taet that Anthony heé provided the correct
expression.

Question 1Mr Polymath took several calculated gambles during this exchange in
order to involve Anthony. What were the risks involved?

Question 2Why do you think Mr Polymath usedoaaysical approacm addition to the
verbal? How did this physical involvement help in increasing Anthony’s status with his
peers?

Question 3Why did Anthony noteact negatively or violely to Mr Polymath'’s neck
hold? How did Mr Polymath ensure thawias an acceptable move before making it?

TEACHING MATERIALS—ANS WERS TO EXERCISES

Figure 9.9 Directing touch; returning a boy who has been getting a pen to his seat. Mos
children saw this teacher dfriendly’, or made otherpositive comments. Indeed,
providing that mutual signals of friendlinease present, this apgach should cause few
problems. However, if the pilpconcerned is in dispute witthe teacher and is reluctant

to move, then this action could prove dangerous. Pupils, particularly senior pupils, are
often full of playground folklore and ‘you can’t touch me’ is something that a difficult
pupil may be well aware of. Robertson advisses] we would agree, that in such cases a
really close approach, which cannot be challenged in the same way, is better. The pupil i
likely to move away in the direction you want, to avoid being crowded.

Figure 9.10 Affection touch and head cant; dragia child’s attentin in a practical
lesson. Almost all children wathis teacher as ‘fun’, ‘fendly’ or ‘easy-going’. Most
children are instinctively awar of what constitutes ‘friendly touch’, and this is a
particularly good exaple. The single hand on the near shoulder is not a holding o
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restraining move (the girl camove away if she wants), érhe near shoulder implies
closeness. This move is used effectiviajyfemale teachers tooys up tothe younge
secondary age-groups, as the shoulder is a neutral area. However, you may like fc
consider the implications if this were a m&acher. Touching a child of the opposite sex

is always a difficult area and the policy should be, ‘if in serious doubt—don't’. This is
discussed more fully in the text of the chapter.

Figure 9.11 Affection touch; congratulating for good work. Many children saw this
teacher as ‘friendly’ or ‘heful’. This is quite a condrting move, and particularly
effective in encouragg pupils who are struggling witthe task. It replaces the hai
ruffling that is so often practised with very young children (the acceptability of touch to
the head decreases very sharply with age)adutith this activity, it can irritate or cause
withdrawal, if for any reason the pupil distrusts the move. Children exposed to physical
abuse at home may be suspicious of thiglge and other apparently friendly moves.

Figure 9.12The point of this particular exercigeprobably quite clear to you; touch is
a difficult behaviour in the classroom, owito the problems of interpretation. Where
touch occurs in direct relatioto the task (in PE, for exaoie), it is accepted. Where its
purpose is not clear it is a dangerous activitlge problem is further exacerbated by the
different interpretations of the same actitiysmale as opposed to female teachers. Overt
displays of affection by fentateachers are often seennagre acceptable (reflecting the
situation in society in general) and inistlcontext ‘touch’ can generate a feelinfy o
security and warmth within éhpupil. The male teacher, on the other hand, is more likely
to be burdened with suspect intent. Boys, particularly older boys, may see ‘byuah’
male teacher as being aggreesor threatening. A far more serious charge may be made
by both male and female pupils if they interpret touch as sexual.

This danger is clearly illustrated by Figure 9.12. Placing a hand on a shotilder o
another, particularly the neahoulder; is usually regardest acceptable (Figure 9.10).
When activity-directed, it may help to reinforce or to comfort when difficulty is being
experienced. In this case, however, thermigbvious reason touch. Gaze and postural
orientation give no clues as to why this is an appropriate gesture, as the boy is not
attending to his work and theieno shared focus of attermioThe situation is wide open
to interpretation, particularly misinterpretation: a passing touch like this between pupils
would be seen as flirtatious. Compare Figure 4.5, where the more dominant behfaviour o
the teacher and the sharktus meant that the move was accepted in the way it was
intended.

Figure 9.13 This shows a group of pupils in relaxedneersation. Their gaze @n
postural orientation indicate their involvement with the conversation, with no appar-ent
dominant gestures indicating challenge within the group.

Figure 9.14 Here the teacher is using postuemho to gain acceptae within this
group. The desk sit with the forward leardarpen posture signal involvement, and most
children saw this teacher positively, for instance as ‘helpful’ and ‘fun’. In this respect he
should fit into the pattern of the group,ifig accepted without losg his given authority.
However, this posture is a characteristicattple one, and less suitable for a woman,
unless she is wearing a long skirt; Figure 9.17 would be a better alternative.

Figure 9.15Desk sit, in a closed, tense postwéh some tendency to shuffle araln
on his seat. Such a posture might be adoptedomeone under stress, for example an



Relationships with individual children 165

interview candidate. He looks less than comfortable in this group setting and this will
place him outside the group. @hcompound effect may ke erode any authority he
might have held, as he falls between two stools; on the one hand he is trying to enter ¢
more or less egalitarian group—a move which itself brings him down towards theflevel o
the pupils—but is unlikely to be accepted, while ¢ime other, his weak, nervous stance
may erode any authority he already possessed. He would have done better to have stoc
back from the group, allowing a more faxhdistance to reinforce his position.

Figure 9.16 This posture could have two consequences, neither being particularly
helpful. If the group were anti-authoritarian they might see his behaviour as adding
strength to their position, thereby eroding huthority with the group. It shows, through
the foot on the table and cablean, scant respect for thtaditional postures of authority
adopted by most teacherslténatively, he may be regted by the group for using
signals that they feel are rigpttheirs within the classroom situation. If this group see
themselves as somewhat distbom the role of the teachéas do most pupils) they will
find the ‘closeness’ advertised in this approach as being false, out of place or even
embarrassing. In either case the teacher hdiieelg to lose a number of brownie points!

Figure 9.17 Leaning back against a cupboardaigelaxed posture which preserves
dominance through height. The positions of arms and legs give stability, but also slightly
increase the size of the bodyaagcontributing unobtrusively to dominance. This is the
standing posture equivalent to 9.14 and gives the same impression of calm amiable
control, without ag problems of decency.r(lfact this figure is based on a videotape of a
male teacher.)

Descriptive Exercise—'All for one and one for all’

Question 1

Mr Polymath took a number of risks in his approach to this lesson but the chances were,
as an experienced teacher, that he knewtwhey were. His fst problem concerned
Anthony’s isolation from the group, and the need to involve him more whilst ensuring no
further loss of confidence. €hfirst gamble concernedehamount of physical contact
involved, in holding Anthony around the neck and appearing to throttle him should he get
the question wrong. Anthony must have sensed the playful intent behind this move and
decided to go along. Had he reacted askly there could have been a particularly
difficult, if not violent, situation. This approach would not work for an inexperienced
teacher or one who had not yet established relationships.

The second risk centred around Anthony’s answer; after all he could have got it wrong!
Mr Polymath knew this, but obviously wished to use the same ploy—literally a physical
link—as he had with the remainder of the class; but if Anthony had got the answer wrong
his isolation would have been greater and tinged with ridicule after such a build-up. M
Polymath relied on his own natural understanding, his firm, yet relaxed approach to the
class and his obvious charismeetwsure that the risk paid off.

Question 2
Physical involvement, particularly rough datumble, can be useful, especially with a
group of boys, although it is more usual on a playing field or in a youth club. Under-
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achieving pupils may be very physical in their nature, living more by their emotions than
their academic prowess. By deliberatelyingstouch, patting th boys, holding thei
shoulders etc., Mr Polymath was attemptindpteak down barriers between himself and
the boys. Touch used in this way, carefudlyd with full consideation of the possible
consequences, can help to pull a group ttegreand generate empathy and confidence
between all concerned. This isrpeularly true if touch is usd in relation to a task and as

a reward for having achieved a correct answer. It was important that Mr Polymath used
the same approach with Anthony as withestmembers of the class if he was to draw
him back into the fold. Getting a question right held high status in Mr Polymath’s
lessons, but receiving an additional pat om shoulder or arm waan even greater sign

of success. Anthony may not have received n@rthese rewarding gestures in the past;
all the more important that lhould on this occasion. Having done so, his status with his
peers increased considerably as hebdembme one of thaublicly successful.

Question 3
Mr Polymath’s approach was successful édygoecause he had established a reputation
as a charismatic teacher through moves sudomaplete fairness idealing with pupils.
The class clearly understood that there was no ulterior motive behind his approach anc
that his sole concern was to help thanprove their understanding of his subject; no
threat, no negative intent, ducertainly no sexual overtosieAnthony did not react to M
Polymath’s armhold becausewvias consistent with the apprh that he had used with
others—and indeed an exampletbé fairness mentioned above. Blacing his arm
around Anthony’s neck Mr Polymath had ‘upped the stakes’, gambling that Anthony
would come up with the goods in terms of the correct answer. As he moved towards the
point of the whole exercise, so he increasedextent of physicalontact, having ensured
that it was an acceptable move by usingitsistently with all members of the class.

This type of approach cadre extremely dangerous andstnot recommended for any
teacher who has not had a long and succebstdory of control ad empathywith the
class. When used by established teachersiratidis positive way, touch is one of the
most powerful non-verbal tools at our dispb$Perhaps it is a comment on society that
we are unable to use it as readily as wed.othis indicates the sliance that often exists
between us as teachers ane plupils that we so despgely want to support.



Chapter 10
Implications for trainers

In this chapter we look at itke issues: how non-verbal skilise best trained, how they
normally develop in new teaels, and evidence dheir importance. We then discuss
how trainers can apply non-verbal skills in practice, and give examples of half- and
whole-day programmes suitalflar school-based INSET.

HOW NON-VERBAL SKILLS ARE BEST TRAINED

In this book we have emphasised specific skills and contexts in which they may be used,
and given suggestions for sessions based on these. This approach is based on Klinzir
and associates’ work in Germany, and thgurvey of the remarch literature (e.g.
Klinzing and Tisher 1986)—unfortunately thisference is not very readily available,
though it is discussed in Neill (1991a).

Klinzing distinguishes between two basic typédraining. The first attempts to train
general skills or dispositions such as enigsrm or empathy. The research suggests that
this type is generally ineffective. The secdype, training in specific skills, is therefore
adopted in this book. Provided this is dasagisfactorily, trainingn specific skills not
only increases the use of tlpecific skills, but can also increase related specific o
general skills. For example, training iretkpecific skills of vaie delivery, eye contact
and gestures led to a general increasevarmth, interest, activity and assurance.
Increases in skill could lead theasurable improvementsdhildren’s performance, such
as an increase in correct answers or otheasures of achievement. As most of the
studies were experimental, thes limited evidence on holeng the effects last. In most
cases follow-up periods were short, though a few studies indicated the persigtence o
training effects for upo three months.

Satisfactory outcomes requieereasonable duration forettcourses; Klinzing found
that if courses were too short they hadditeffect. Successful courses included all o
most of four elements:

1 an explanatory structure, usually theoretically based;

2 illustration or demonstration of the partiautkills being trained, often via film or
video;

3 opportunity for participants to practice;

4 feedback on performance.

We have aimed to provide elements 1 and 2 in this book, with activities suggested for 3
and 4.



Body language for competent teachers 168

HOW NON-VERBAL TEACHING SKILLS ARE ACQUIRED

We would expect teachers who have passemlgir a four-year training course to have
developed many of the non-verbal skills specific to teachers during their pefiods o
teaching practice: teachers who have b#eough a PGCE, olicensed or articled
teachers, are likely toontinue to learn on the job for some time. However, this assumes
that teacher training coursesntain adequate sections tgaching skills. Some of ou
own earlier research dicated that, at leasn our sample, neither third-year stutlen
teachers nor probationer teachéwith a few exceptions) hadefsl input on non-verbal
classroom management skills tiveir courses. This may have changed with the recent
greater emphasis on classroonilskn teacher training, but there is limited evidence fo
this.

The evidence suggests thabske who already have developed appropriate nonverbal
interpersonal skills before entering teachaining are better abl® benefit from thei
teaching experiences. This may be becahsey are more perceptive and pick out
relevant parts of their experiences andrefsom them. Alternatigly, more perceptive
student teachers may have more positivégletening and rewardm experiences, while
their unfortunate contemporaries are skuncomprehending into the maelstrom
without ever being quite able to work out what hit them.

There is some evidence that more egpne and non-verbally confident PGCE
applicants do better on the course and ateebable to get jobs. They are also more
likely to be successful applicants in the first place. Maffective student teachers were
more perceptive of children’s non-verbal signals of understanding (shown on video), and
more aware of their own signals (Lawes 1987a, 1987b). Lawes found that this was
specific to their age-specialisation, which seistg that these were skills learnt during
training.

Awareness was more clearly related to sesder secondary studetgiachers, who are
involved in morework with whole-class groups of m@recalcitrant pups than primary
teachers, and therefore hateedraw more on their theatdl and presentational skills.
However, the secondary students were lekstalinterpret the videotapes, which showed
junior children, than their priary colleagues. As children'sse of non-verbal signals
changes with age, experience of the spe@fje-group seemed to be necessary fo
optimum decoding. Secondary children tend to be more devious and subtle in théir use o
non-verbal signals and the secondary teachexg therefore have over-interpreted the
signals of primary children.

Some of this skill may be under conscious control; thus Calderhead (1986) found that
among primary student teachers, those who saw their lessons as a ‘performance’, separa
from their true selves, did better tharoge who were more personally involved. This
implies both greater self-codftnce and a greater awarenafsghat they were doing.

A critical point is that conscious awareness does not necessarily increase with
experience after a certain point; indeed tipposite may happen, as classroom skills
become routinised and automatic. The levetfddrt put into teaching practice could not
be sustained over a whole career. This fiesghneral pattern that as a skill—for instance
driving—becomes ‘over-learned’, it is moved down to unconscious, automatic channels.
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Awareness may increase with experience eamlybut decrease latérhus there was no
relation between non-verbawareness and assessed teagcltskill among third-yea
student teachers, but more effective probationer teachenedhmore awareness of non-
verbal signals. However, experienced teachens actually less non-verbally perceptive
than newly qualified ones under test conditions. They may well compensate for this by
more detailed knowledge of the pupils anaiations they are nomly dealing with, so
they do not normally need ook at each incident with ¢hsame attention as their less
experienced colleagues.

This lies behind Smith and Mdinson’s (1984)suggestion that experienced teachers
may not be the best people to train new lieas, as they have lost conscious access to
their own skills. The experieed teachers may also feehththese skills are trivial in
comparison to the aspects of classroomvifech now occupy their conscious thoughts.
However, we feel that expert teaching is imgible without a foundation of these skills,
and we hope that this book will have been useful in laying that foundation.

THE RELATIVE IMPORTANCE OF NON-VERBAL
COMMUNICATION

How importantis non-verbal communication teedchers? A moment’s consideration
shows that the curriculum content of a lesson, which is after afhigon d@étre, is
transmitted almost entirely verbally. It would be easy to tell what a lesson is about from a
pure audio recording, very difficult from a pure video recording, unless the teacher was
an expansive gesturer talking about a visually oriented subject. Only the writing on the
blackboard, hardly ‘non-verbal’ as we has@nsidered it here, would be more accessible
from the video recording. However, the example of Ms Discord, quoted in the
introduction, and many others in our experience, shows thatpreglared, and even
well-verbalised content, doe®t guarantee success; nombhat pzazz gets the message
across—but how much?

The answer is complicated because non-verbal communication is only a part of what
goes on in the classroom, and becausésafpontaneous nature. The same message can
usually be conveyed by several alternativenbimations of non-verbal signals, and very
often it seems to be the context in which the signal is given that is critical, rather than the
particular signal used. Further, signhals may be redundant, so that while a signal would be
responded to in isolation, it would be ignaiiéit was, as normal, combined with anathe
signal. In the classroom, we cannot therefore expect a cleato-@me ink between
outcomes and particular signals. Thus we sa®hapter 2 that a mild signal given from
close to has the same effect agraense one given from further away.

In practice, as implied by Gannaway (1976)is likely that acceptance by the class
involves the teacher going thugh a series of hurdles, @ach of which different typed o
signal are of importance. As @Ga@away indicates, and as wevhasuggested in this book,
the first hurdle is whether the teacher &aep order, the second whether she can make
the material interesting. If she also skoaffability and a sense of humour, according to
Gannaway, she ‘has it made’, and other aspects of her behaviour can vary widely withou
interfering with her relationship with the children.
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The fact that non-verbal signals arermally spontaneous creates problems in
designing experiments to assess how much they contribute, as is clear from Woolfolk’s
work (reported in Bull 1983). To assess the relative importance of verbal and nonverbal
communication, she had a pairstudent teachers presenting game lesson to different
classes, varying the verbal and non-verfealdback between classes. The problem with
this approach (apart frothe question of whether studeteachers were as effective
teachers and signallers as experienced tescligrthat the lessons read as somewhat
artificial even in the report, and no doukbtemed even more artifaito the twelve-year-
old children to whom they were presented. If the influence of non-verbal communication
relies on being perceived as a more reliafdcator of the sender’s unconscious feelings
than verbal communication, it is likely thatilclien of this age would have been awafre o
the artificiality of the whole situationand would have adjusted their responses
accordingly. 1t is difficult to see whatvoolfolk could have done to overcome this
criticism. An alternative approach woulthve been to observe a range of teachers
teaching the same curriculumntent. This regularly occurs in schools and was included
in our video study. The differing successoofleagues working with the same material
clearly indicates the importancé the presentational factovge have been discussing in
this book. Unfortunately colleagues differ a range of ways, and it then becomes
difficult to tell just what are the decisive factors.

Woolfolk found that the quality of childr&swork was influenced more by the verbal
content than by the accompanyingn-verbal signals. The ittiren tended to do bette
when the teacher’s non-verbal cues wergatige (frowning, kad-shaking and voice
tone) and the most effecévcombination was ‘firm’ fositive comments delivered with
negative non-verbal cuesjhe least effective combinatiowas ‘apologetic’ (negative
comments delivered with positive non-verbal cues).

The relative importance of non-verbal signals may also depend on the interest of the
material and children’s enthusiasm for Klinzing suggests. Thus non-verbal signals
seem to be relatively less important in the primary schoogrevichildren are more
cooperative. They tend alsothis age to attend relatively more to verbal signals, in any
case. Children may also take more notafenon-verbal signals for some type$ o
message (e.g. how positive the teachesld about them) and attend more to verbal
signals for others (e.g. the grades the teashékely to give)—so far as we can judge
from questionnaire work on American high school children (reported in Bull 1983).

PRACTICAL APPLICATION

Non-verbal communication and the INSET programme

When writing this book we were acutefware of the overlap between non-verbal
communication and other areaSthe teaching spectrumed@ching and learning styles,
disaffection, special needs, all have aspathich relate to non-verbal behaviours, in
addition to the more specific area of clasatoa on which this book concentrates. It is
precisely because of this ftitdimensional quality thatwe feel that non-verbal
communication should haweplace on the INSET agenda.
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There will be pitfalls, of course, for any institution hoping to make this move. Firstly
there will almost certainly be those on ttaff who feel uneasgbout the topic. Thei
concern will be legitimat and will range from a suspicion that this is all part of the latest
‘buzz’ craze, to a deep and genuine fear @@ing this aspect of their clasgm style.

Such fears must be taken seisly and catered for, if ¢htopic is to be presented
effectively and made worthwhile.

Then there will be thse who feel that they can usiee time more effectively in
preparation for the National Curriculum, Key Stage planning, or simply dealing with
departmental issues. Their claim is alsatlewate and they may need some convincing i
they are to avoid the feeling of havibgen press-ganged into the programme.

So let us look at these extreme reactiand work towards the middle ground. As fa
as we are aware there has been little attampiducational circles to tackle the topic,
even though ‘Body Language’ has been avidly promoted from time to time in the media,
perhaps to the point of overkill. Unlike the tabloid tips, however, we do not pretend that,
by using a few simple techniques, you and your colleagues will be transformed into
enigmatic, charismatic ‘leaders of merdble to exert phenomenal power over all
pupils—unfortunately! We are sugsting that by increasing youawareness of
nonverbal behaviourgou may improve youteaching, enhance your performance and
reduce some of the stress that accumulates when relying on verbal patterns alone. It is
tall order, but it begins with a willingss to listen and consider the possibilities.

A more serious hurdle may be faced in trytogpllay the fears athose staff who will
feel threatened by having face consciously what they may be doing subconsciously.
Feeling a fool is one thing, but looking one is quite another matter. Again, when
suggesting the topic for INSET it is worthkaowledging this facand assuring the staf
that there will be no question of ‘spying’ or, worse, of playing candid camera. The
exercises have been so designed as toonathe collective knowledge of the audience,
by involving them in familiar situations. There is no suggestion of right and wrong; more
often it is a case of cause and effecte Tdudience can invadvthemselves in the
exercises, develop them through discussiase anecdotes and suggest solutions, all
without exposing themselves toe critical eye of the videamera, unless they wish to
do so at a later stage.

What of those in the middiground? Is this likely to be more beneficial than National
Curriculum planning? It would be too glib to trot out the answer, ‘“You get out what you
put in?, though it nodoubt applies. It is true to wahowever, that those teachers
constantly in the thick of it, involved in grhning, preparation, atysis, statistics, SATS
etc. need, more than ever before, the cotaptepertoire of classroom skills at thei
disposal. Containing classes engaged in active work whilst compiling assessments cat
only be achieved by understanding the complete dynamics of classroom behaviour. It
may not save you time, but it might help reduce the stress.

Our case then is fairly clear; we believatthon-verbal commueation has a valid and
useful role within a whole school INSEgrogramme. Our experience, from running
training sessions on non-verbal communication in schools and for probationer and
student teachers, shows that staff will regband even enjoy looking at the associated
phenomena, once they feel that it hgdace in their professional lives.
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Structuring the programme

Time is always at a premium on INSET days, and having decided to include non-verbal
communication on the agendathen falls to someone to structure the programme and
make the most effective @®f the time available.

Y

The programme you construct may reflectstane extent, the othéssues present in
the school development plan, for example, there is a ne¢al look at special needs
teaching then there are cémtachapters in this bookvhich would be immediately
relevant. Similarly, if the school were ldalg at teaching and leding styles and the
development of activeehrning, then again some areash& book may be more suitable
than others. If you take this approach it would be fair to say that for many schools,
particularly those which are just developing INSET policy, a half-day session may be a
safer bet. If, on the other hd, you are planningp run two teachedays consecutively,
spending a whole day on ‘communication skills’ may serve as a useful introduction to a
variety of topics on the following day.

To help with the problem of planning, we have suggested below two possible
programmes, one half-day, one whole-day. In addition we have included a set of leade
notes for the member of staff who draws ihert straw and has foresent the session.
These programmes have worked under schmnditions without support or input
brought in from rom outsideand whilst we accept that tleecan be no guarantee that
their success will be duplicatedie feel confident that theajority of eachers will find
their contents worthwhile, if not entertaininthey use the training materials at the ehd o
the earlier chapters, which have been laidwith this purpose in mind. The answers to
these materials, which follow each chapter, can be ifseequired. More detailed
guidance about each activitylifaws the two programmes.

HALF-DAY SESSION
(approximately 9.00 a.m. to 12.30 p.m.)
‘Non-verbal Communication in Teaching and Learning’

This half-day session should serveiitroduce, or rais@awareness of th
role of non-verbal commuaation in the classroom. id not designed to teaq
new tricks, provide Granny with a new ahbtof eggs, or to fly in the face
accepted ‘good practice’. Hopef ully it Wwbe seen as an additional tool|at
colleagues’ disposal that may be applied to a variety of situations.

9.00 a.m. Introductory overview:

Why are we here?

What do we hope to learn?

9.15 a.m. Introduction:

=>®

a. How do we display disinteremhd enthusiasm in everyday life?
b. How do we show anger and compassion in our relationships?
c. How do we display authority and status towards our colleagues?
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9.45 a.m. What do we know at the outset?:
Report back from first session

10.00 a.m. Can we apply this to the classroom?:
Issue of materials for workshops

10.15 a.m. Workshops on the following:

a. ‘Check in on arrival'—stting the scene (Chapter 3)

b. ‘Are you receiving me?'—ejting attention (Chapter 6)

c. ‘Entertaining the troops'—displaying enthusiasm (Chapter 7)

d. ‘A breakdown in communication?’—dealing with confrontation (Chapt
8)

10.30a.m. Break
11.00 a.m. Continue in workshops
11.30 a.m. Feedback from workshops:

a. What were the answers?
b. Were the concepts/situations recognisable?
c. Developments on the theme

12.00 noon Plenary session:

a. Strategies for increasing self-awareness—can we improve our use of|
NVC?

b. Pupil behaviours—have they a strategy?

c. Do we need to know more?—use of further INSET time

12.30 p.m. END

WHOLE DAY SESSION
(approximately 9.00 a.m. to 3.30 p.m.)

‘Non-verbal Communication—its Power and Place in the Classroom’
9.00 a.m. Introductory overview:

Why are we here?

What do we hope to learn?

9.15 a.m. Introduction:

a. How do we display interest and enthusiasm in everyday life?
b. How do we show anger and compassion in our relationships?
c. How do we display authority and status towards our colleagues?

9.45 a.m. What do we know at the outset?:
Report back from first session
10.00 a.m. Developing our awareness:

1%
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a. Signals and Receivers—whol@gp workshop baskupon Chapter 2
b. The nature of challenge—group workshops centring on ‘open and cloped’
challenges outlined in Chapter 4

10.30 a.m. Feedback:

Groups from (b) above report their findings and share thoughts
11.00 a.m. Break

11.30 a.m. Video observations:

If appropriate to (a); if not, to (b))

a. Observation and comment on tweefiminute clips showing contrasting
behaviours
b. Selection of overhead transpasiess taken from Chapters 3 and 4

11.45 a.m. Feedback and discussion from observations
12.00 noon ‘Reading between the lines’

Issue of workshop materials for recognising and using strengths and dkills
12.30 p.m. Lunch

1.30 p.m. Workshops on the following:

. ‘Check in on arrival'—stting the scene (Chapter 3)

. ‘Are you receiving me'—géng attention (Chapter 6)

. ‘Entertaining the troops'—displaying enthusiasm (Chapter 7)
. ‘A breakdown in communications?'—dealing with confrontation (Chapter
8)

o 0T

2.15 p.m. Feedback from workshops

a. What were the answers?
. Were the conceptdisations recognisable?
c. Developments on the theme

O

2.45 p.m. Coffee
2.50 p.m. ‘From theory into practice’:
Fifteen-minute video screery of an actual lesson

a. How much NVC was evident?
. How much of the day’s programme could be recognised?
c. Is NVC more visible now we know where to look?

(op

3.15 p.m. Plenary session:
Feedback on the day
3.30 p.m. END

Leader notes

It is always going to be difficult leadiren INSET day on an area for which you may not
feel wholly prepared. In a semhat is the purpose of thedso giving teachers, senior o
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otherwise, a simple and comprehensive grounding in the dynamics of this area.

The programme outlined aboveshiaeen built around exercistat exist in this book,
exercises that can be lifted from the pages @sed exactly as they stand. We have also
provided a set of ‘answers’, although iragtice we have found that teachers need little
help in this respect. On the contrary, they frequently provide a wider understanding and a
wealth of anecdotes which wgl far beyond what we caffer in the space available.

General situation

It is important for all participants to feetcure throughout. Absolute notions of right and
wrong should be avoided and humour shdddallowed to permeate wherever possible,

as a relaxed staff will be more inclined to give to the programme and discuss their own
behaviour patterns.

It often helps if participants receive copigfsall the exercises used and not just those
on which they are being asked to work. Thiscourages staff to see overlap where it
exists and, more particularly, to contribute to the responses made by others.

The exercise topics suggested are suitébiesmall or large staff groups. With large
numbers it should be possible to give each exercise to two groups, thus benefiting from
dual feedback and cross discussion.

The principal difference beeen the whole and half-day sessions lies in the ddpth o
the treatment of ‘open’ and ‘closed’ challesgand the nature of deviancy. This latte
concept is crucial to a thorough understagdif the nature of challenge and therefore
forms an important section of the whealay programme. However, for the shorte
session it is often more valuable tovatve the audience with the whole concept o
nonverbal behaviour, rather than a hybrid section, particularly as this may lead to a
request for more, thereby providing the ideal opportunity to introduce the phenonfienon o
challenge.

The additional time availablwith the whole-day programmweill also enable the use
of video recordings, if this is felt approgre. There are some difficult issues here,
however, and these will be covered later in this section.

Time

The time format suggested should be takera guide only, the important feature being
the length of time allocated to each activity. A ddwreak is essential and experience
shows that it will be used effectively.

Aims of the activities used

These notes indicate the aims behind edidche exercises we have chosen.

‘What do you know already?’

Here we are attempting to remind stafftbé wealth of knowledg that they already
possess, use and understand in their everyday communications.

The suggestions contained in a, b and ¢ demded to give teachethe opportunity to
revisit their existing fund of knowledge by taking part in a mbe exercise and
observing their colleagues. Lesad may suggest the following:

For (a) How do we display interest and enthusiasm in everyday life?

Try: Describe a particularly enjoyableagl or television programme. Describe you



Body language for competent teachers 176

last holiday or a particularly enjoyable moment in your life.

For (b) How do we show anger and compassion in our relationships?

Try: For those that are willing, this is an ideal opportunity to role play an argument, or,
perhaps, to play counsellor in a tricky negotiation with a reluctant pupil.

For (¢c) How do we display authority and status towards our colleagues?

Try: Firstly, roleplaying an authority figure outsidthe teaching profession; a membe
of the police force, or a senior military officer, both engaged in interviewing someone
less sure of their ground. To make thingally buzz try being the Head and telling the
caretaker that s/he must lose several staff owing to cutbacks.

In order to operate this section, staff sldobe divided into small groups of three o
four, with an observeappointed for each groufphe job of the obseer should be quite
specific: they should recomhd report evidence of how velugesture, posture and signal
were used to emphasise the nature ofdim®tion and content of the discussions. It is
always possible to have two observers. Gsoopy rotate within the exercise and the
overall observations reported back to the stafé whole, either on a special pro forma o
through the ‘brainstorming’ technique. Calwsld be taken to avoid making staff take
part if they are concerdean any way, or are pacularly selfconscious.

Workshops:

Workshops differ from ‘activities’ in thathey involve staff inthe consideration fo
specific materials or issues on which they should report back. The nature of these
exercises is more to do with discussion than with providing ‘correct’ answers.

The workshop exercises are based entirelyraiming materialgrom the book. These
materials appear at the endezch chapter and can be piumpied as appropriate. The
materials themselves should be entirelyf-egplanatory, giving the opportunity ffo
discussion both on the micro level in the visual exercises, and on the macro level acros:
the wider field of the descriptive ones. Toerresponding answersan be found at the
end of each chapter.

Feedback

Feedback is an essential element in theg@amme, be it whole or half-day. Shared
thought and experiencerses to add direction and strehdo the programme, as well as
providing evidence of its validity. Most imptantly, feedback mvides reassurance. It

allows staff to realise that they have a tigih their views and that their ideas are both
valid and sound. We have found that a gréeal of relief can be gained from the
realisation that ‘I do that’ dthat happens in my lesson'.

Video techniques

The whole-day programme gives the opportunity to use video recording as an additional
element. We feel that it can be particulanseful to see the signals of pupil and teache

‘in action’, so to speak, and to place them in the overaltecd of the lesson situation.
There are, of course, enormalengers with using the video, both in terms of its potential
effect on the lesson being recorded andntioee obvious implications for the membér o
staff concerned. On the whole, unless the school is particularly avant-garde in this
respect, we would suggest the following ground-rules when recording and using video
material for INSET:
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1 Video material should never be taken or shown without the express permission of the
member of staff concerned.

2 Sections or clips to be used shouldabesed with the membef staff beforehand.

3 When used for INSET purposes the memiif staff involvedshould have the
opportunity to introduce thdip and comment at the end.

4 The recording should be destroyed at the end of the INSET programme unless the
member of staff has given written permission for it to be used again.

5 Clips used should come from a wide rangstaff, years and subject areas and include
senior staff.

6 Comments on the clips should be specifithtonature of the exeise and objectively
based.

7 Less disturbance is caused if the camenadanted on a tripod and used in a fixed
position. (This also allows use of a mains adaptor which is more reliable than
batteries.) The operator should not talk to the pupils and if possible should be a
technician or other non-teach#frmost of the action is tbe in a restricted area, an
unattended camera will give good results and can be switched on by the teacher
herself.

The success of the INSET programme

It is one thing to plan an INSET programme; quite another to deliver it and respond to the
thoughts, feelings and anxieties of those taking part. The programmes we have suggeste
and the corresponding notes are not set iretaldf stone, and it may well be that those
involved in planning INSET, having read the book, will decide to approach the topic
from a different angle. However it is approadhwe feel that thmessage is clear: non-
verbal communic&n is a feature of classroom befaur that cannot be overlooked o
ignored. It is part of the fabric of commauation that all adultsral children use in all
situations. Understanding more about how it works will help. It may not cure all
problems, develop burning enthusiasm within the class or stop us from losing our tempers
from time to time, but in all these respects it will contribute to the solution.

SUMMARY

Training courses should be of adequate length and should contain most of the following
four elements: theoretical structure, illustoatior demonstration of skills, practice, and
feedback. Student teacBewho are already socially skillsgem better able to learn new
non-verbal skills, probably becsel of their greater awaresge Awareness is also reldte

to teaching success, though this may beiotst to the age-gup of which the teache

has experience, as ages differ in tlway they use nonverbal signals. Experienced
teachers may have difficulties in communicg which non-verbal skills they use to
trainees, because their skills have become automatic and are not usually conscioush
monitored. Similar problems make it diffitiub assess the relative importance of verbal
and non-verbal communicatiamder classroom coitibns because attgpts to control
non-verbal communication tolalv experimental comparisenare likely to alter the
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communication and its effects. However, there is some evidence that non-verbal signals
are particularly valuable when the subjecttenal is not inherently interesting to the
class.

The second section of the chapter is practigatlance for trainers, including dealing
with the anxieties and countergaments likely to be raised by colleagues. We provide
suggestions, based on our own experience, for half-day and full-day training
programmes, the latter progressing to morphssticated skills such as distinguishing
between open and closed challenges. We distuss the problems and issues which may
arise in running such programmes.
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Gives a more wide-ranging bacademically oriented corage than this book, and
includes references to our researctpgra and the other evidence on which many
statements made here are based.

Robertson, J. (198Bffective Classroom ContrdLondon: Hodder & Stoughton.
Calderhead, J. (1982rachers’ Classroom Decision-Makiriggndon: Holt, Rinehart

&Winston.

Both these books survey a wider area thans and relate classroom interaction to the
broader issues of teaching & way which we have not tried to emulate; Robertson,
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school context in which theacher works and the constri@i under which she operates.
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Rogers, B. (1991You Know the Fair Ruldjarlow: Longman.

(Based on Australian work, and stresses the value and application of rules in
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emphasised in the text, most of the signaded in the classroomiso occur widely in

other contexts.

Bull, P. (1983)Body Movement and Interpersonal Communicat@nichester: Wiley.

An up-to-date and well-written general account of non-verbal communication, from a
psychological viewpoint. There is a short section on non-verbal communication in
education, in which Bull concludes that its importance is limited; but this conclusion is
based on a limited number of studies in rather artificial situations.
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York: Springer-Verlag.

A more technical book than Bull; a Iction of articles, largely based on
psychological experiments, covering the depeent of children’sabilities to use and
decode nonverbal behaviour. A valuable sodnmek, but only if you want technical
detail.

Popular books on general non-verbal behaviour

Marsh, P. (ed.) (198&ye to Eyel.ondon: Guild.
Morris, D. (1977)Manwatchingl.ondon: Triad Panther.
Two profusely illustrated popular books whigive a general account of interpersonal
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skills; Morris puts more emphasis on the indual types of signal and their evolutionary
background, while Marsh and his fellowsdributors emphasis different types fo
relationship and how they aegpressed by the signals used.
Nierenberg, G.l. and Calero, H. H. (1988w to Read a Person like a Book,
Wellingborough: Thorsons.
Pease, A. (1981Body Languaged,ondon: Sheldon.
These titles give a fair impression ofetfe books which are well illustrated, but
provocative rather than authoritative.

Sociological books coverig classroom interaction

Beynon, J. (1985nitial Encounters in the Secondary Schdaindon: Falmer.

A readable account of how teacher-cladatienships were established in a tough
Welsh secondary school, which has beeqdiently referred to in the text.

Macpherson, J. (1983he Feral Classrooni,ondon: Routledge & Kegan Paul.
Turner, G. (1983The Social World of the Comprehensive Schaomhdon: Croom Helm.

Two ethnographic books which show the influence of peer-group pressures on
children’s behaviour and school performance tiiestitles imply, Tuner’s children were
milder than MacPherson’s. Turner has iateresting section on the ways in which
children can conceal their alienges to the teacher, MacPherson one on ‘seatmanship’
the manipulation of classroom seating giosias a method ofesling with the teacher.
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assault 367, 40, 53, 57-8,822, 125-6,144, 146, 154, Fi§$, 5.7, 8.4, 8.5
assembly 86
assertivenesseedominant signals
attention 43, 60, 72-3,79-84,85, 88, 90, 94, 9599, 178, 179;
distribution of27, 52, 95-6;
signals 3, 10, 23%0,92—4,95, 100, 148—
attitude to teaching 2
authorityseedominant signals
autistic children 15

barrier signals 76, 77-9,894, 108, 110, 124, 131, 148gEi6.5, 6.7, 6.8, 6.18,13, 8.8, 8.9, 8.13,
9.1
baton signals 94, 128jgs 6.12, 8.8
beatsseegestures
beckon 144, Fig 8.19
bite lip 79, Fig 6.11
boredom 2, 62, 118, Figs 5.5, 7.21, 7.22
bowed head 11;
see alsahin down
brow raise 105, 129, Figs13, 8.11, 8.13, 9.2

‘case law’ 62, 65, 145
chair tipping 43, 61, 68, 92, 118, 142, 169, Figs 7.21, 9.16
challenges 22, 32, 36-40, &2, 138, 160, 177, 179;
closed 42, 49, 53-48,52-4, 62-4,68, 118-9,138, 143, 14549, Figs 4.1, 2, 4.4, 7.20-22,
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8.15;
open 48, 49, 53-8, 64, 66, 69-71,82,118, 119, 13714841 157, Figs 4.3, 5.7-5.11, 7.23
child abuse 152, 168
chin up 10, 13, 22, 77, 96jgs 2.5, 6.3, 8.6;
down 10, 13, 23, 49, 7Figs 2.6, 4.6, 6.4
classroom layout 25;
social system 40, 44
closed challengeseechallenges
clothing signals 12;
pupils 21, 22, 24, 281,36, 58, 70, Figs 2.3,&.2.8, 3.2, 3.4, 5.9;
teachers 30, 74, 78, 151
comprehension, signals séeunderstanding signals concentration frown 11, 89, 104, Figs 2.9,
6.15,7.14
confidence, signals of 13, 72
see alsalominant signals
conflict between pupils 7, Figs3, 2.8, 3.5, 5.7, 5.11
control 1, 72—,101-2,121-42,157;
checks 53, 54, 57-8
see alsdlick checks;
signalsseedominant signals
count off points Figs 7.12, 8.11, 8.12
courtship behaviouseeflirting
coy expression 160, Fig 4.1
cultural variability 13—4,104

decisiveness 81-4,93, a1, 122, 127, 131, 137

decoding 173

desk sit 38, 5075,118, 151, 161, 16%jgs 8.2, 9.13-15

development of nonverbakill 161, 103, 108, 172-3

deviant behaviow0,42, 44, 52, 179

disruptive behaviour 1794, 42, 44, 48, 52, 54, 95, 96, 149, 157

dominant signals 9, 10-1,12, 15, 23-4,36, 38, 76, 94, 103, 122-4,138, 143-4,149-51,154-8,161,
168, 169, 174, 177, 179, 1&igs 2.3, 6.12, 7.8.14, 8.18, 8.19, 9.9

dressseeclothing signals

echo, behavioural 160269, Figs 9.8, 9.14
effective teachers 40-1,52, 80-1,92-4,96, 97-101,122, 127-35,138, 155, 167-8
see als@xperienced teachers
encouragemergeeenthusiasm, praise
enthusiasm 1682-4,112, 177, 179, 181
ethnic differenced2-4,30, 89, 119
expectations 2
experienced teache49-1,136, 145, 170-1,173
see alsceffective teachers
explanations 92, 94, 95
eye contacseegaze
eyebrow flash 103
see alsdrow raise
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eyes side Fig 9.2

facial expression 9, 11-,180-,93, 105—,112, 117, 119, 146;
neutral 61, 90, 9%igs 6.15, 8.17;
see alsandividual types of expression
fairness 48, 66, 160, 171
feedback to speakers 72-3,90
see alsdistening signals
fending off gesture 94, 10323, Figs 2.8, 7.3
fidgeting 60, 94, 169
first lessonseeinitial encounters
flick check 49, 56-8,9(Figs 4.3, 5.1
flirting 156-60,168
fold armsseearms fold
formal classrooms 3, 28, 102
forward baton 130, 141, Fig 6.12
forward lean 75, 101, 143, 13142, 169, Figs 7.2, 7.8,1, 8.6, 8.16, 9.14
friends 1, 7, 154
frown 11,89, 143, 175, Figs 48,2, 73, 7.4, 7.13, 7.14, 8.1, 8.4, 8.5, 8.18, 8.19
fumbling 12, 37, 60, 68, 75, 79, 92, 924, 141, 149, Figs 8, 5.4, 6.5, 6.6
furniture arrmgement 25, 29
frustration, signals of 60

gaze 9, 11, 13, 23-4,279, 36, 38, 42, 49-50,534, 55-6, 60, 61, 684, 68, 70, 73—,89-91,93,
98, 99, 101, 118-9,127-30,143, 1489, 159-,169-,172, Figs 2.5, 2.7, 28, 4.2, 5.8, 6.15, 7.2,
7.3,75,7.20,7.22,7.23288.3, 8.6, 8.9, 8.10, 8.18,12, 8.15, 9.2, 9.7, 9.8;

aversion 10, 13, 22, 49, 61, 68, 70, 73, 108, 110, 1161687 Figs 2.6, 4.6, 6.1, 8.149.5, 9.6
gender differenceseesex differences
gestures 10, 11-2,14, 39, 79, 103-10,112, 11619, 123, 159, 172, 180;

beats 12, 104, 106;

emblematic 103;

iconix 12, 104

metaphorix 12, 99, 104-5,118, 147, Figs, 7.9, 7.10, 7.12, 7.17-7.19
grooming 12, 60, 75, 80, 115 Figs 6.6, 6.7
group work 62

hand forward Fig 7.3;

to face 80, 108, Fig 6.8;

to mouth 160, Figs 4.1, 6.8
hands in pockets 23, 785, 123, 143, 149, Fig 8.17;

on hips 12, 76, 78, 144, 148gs 4.5, 5.2, 6.2, 8, 8.3, 8.18, 9.1, 9.7
harassing peers 23, 36-7, 50, 65, 18g@s 2.8, 3.5, 5.7, 5.11
head cant 11, 60, 893, 103, 168, Figs 85, 7.2, 7.6, 9.10;

position 10, 93, 99174, Fig 7.1

see alsahin up, chin down;

prop 61, 118
help from other teachei’s 111, 126-8,141, 142, 144, 145
hesitancyseeuncertainty signals
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hiding 55, Fig 5.10
high achieving pupils 43
humour 90, 128-9,13136-7,145, 146, 160

iconic gestureseegestures
ideographic gestureseegestures
illustrative gestureseegestures
individual differences 14-5;
distance 9-10, 13, 124, 26-7,38, 49, 70, 144, 147, 150-2,158-61,174, Fig4.5.18.14, 9.3,
9.4,9.10
ineffective teachars 94-5,96—-7,108, 123-5,149
informal classrooms 3, 11, 25, 42, 102, 156
informal social behaviour 1-2, 23, 29-30,32, 73,89, 101-3,10)4-6,108, 121, 137, 147—-
8,152, 161, 169, Figs3.3.4, 4.1-4, 9.13
initial encounters 5-41, 61-2,95-9,138, 142,145—
intention movements 10, 75,131
interaction set 2342, 62, 64, 70
interest 11, 95, 147-8,177, 178
interpersonal distancee individual distance
intonation 9, 11, 38, 49, 60, 89, 94, 99-100,111, 127-9,131, 150-1,172, 174;
animated 12, 94, 99, 101, 123;
emphatic 11, 50, 90, 97;
proclaiming 12;
referring 12
involvement in wok 42, 53, 54, 62

joining hands 89, Figs 2.9, 6.13
kneeling 10, 152, Fig 9.4

leaders (pupils) 30, 38, 41
leaning 10;
pupils 42, 60, 6870, 118-9,159, Figs 2.8, 7.21, 8.3;
teacher 74, 75, 116, 11849, 151, 169, Figs §,6.2, 7.16, 9.17
legal requirements 85
lesson segments 72
lip licking 79, Fig 6.9;
press 79, Figs 6.9, 6.10
listening signals 94,97, 148—,159

marker signals 72, 106-8

metaphoric gesturesegestures

minus faceseechin down

mouth hidingseehand to mouth

movement around classrodth, 28, 37-8,42, 49, 59, 60-1,70, 75,97, 127-8,141, 143, 148-9;
around school 25

moving pupils’ positiore3—4,27-9, 32, 36, 37, 410-1,131, 155, Fig 9.9
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nod 90, 101, 148, 159, 161
noise 42-3,50, 54, 688, 91, 117, 141
nonverbal leakage 76

open sesame gesture Fig 7.10
overlappingness 148

palm back 118, Fig 7.19;
down 103, Fig 7.3;
forward 12, Fig 7.3;
side 118, Fig 7.18;
up Fig 7.9
pantomiming 12, 103136, Fig 7.8
pauses in speech 90, 110, 129
personal and social education 116-7,167-8
personal spacseeindividual distance
plus faceseechin up
pointing 12, 50, 63, 90, 103, Figs 2.7, 5.2,581,7.7,9.39.4
see alsdaton signals
position in classroom;
pupilsseeseating position;
teacher 28, 60-1
postural echeeeecho, behavioural
posture 9-10, 13, 22, 230, 42, 49, 53, 55,689, 72, 110, 112, 127, 141, 146, 148, 159, 169, 181,
Figs 4.3, 5.10 see individual poges for other illustrations
practical lessons 483, 85, 88, 95, 97,168
praise 168, 98,154, 167—
primary school children 156, 172-3
see alsage differences
property, children’s 32, 72, 1447
public speaking 2—-3
punishment 7
pushing 43, Figs 2.8, 3.5, 5.7
puzzle frown 1123, 99, 105, Figs 2.9, 7.15

questions 9698-9,103, 111, 167-8,170-1

racial differenceseeethnic differences

registration 84

relative height 1025, 76, 122, 150

relative importance of nonverbal signals xv, 173-5

relaxation 22, 36, 37, 388, 61, 74, 95, 118, 12229, 143, 161, 169, Figs2, 8.17, 9.13, 9.16,
9.17

room arrangemergeefurniture arrangement

row seating 29

rules 23, 38, 40,70, 84-5, 126-35,142, 145, Fig 2.8
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sad brow 95, 118, 125, Figs 7.16, 8.14
sarcasm 98, Fig 7.4
sanctions, discipary 2, 3
seating position 1®3, 25-30, 32, 35, 38, 41, 65, 167
self-awareness 148, 173,178
self-esteem 96, 98-9,147
self-holding 79, 89, Figs 2.9,%.6.13, 6.14, 8.8, 8.9, 8.13
self-pointing 98, 108, Fig 8.9
sex differences X4, 15, 147, 155-60,161, 169
shouting 9, 43, 639, 88, 91, 123, 142
showing up 59, 135-7
silence (in speech) 100, 104, 110,
see alsavait time
skill seedevelopment of nonverbal skill
smile 11, 13, 32, 38, 54, 669-70,89, 93, 98, 100, 119, 1929—,142, 143, 144, 154, 159, 160,
Figs4.4,4.5,5.10,7.1,7.24,75, 8.3, 8.6, 8.12, 8.1816, 9.2, 9.5-8.10, 9.12, 9.13
social behaviour, informaeeinformal social behaviour
space 9-10, 25-7
special needs 5, 74-5,167-8,171,177, Fig. 1.2
status signals 25
see alsalominant signals
stress 12, 49, 78-81,130-1,170
student teachers 137,172-3,174
students (collegeuniversity) 28, 149
subordinate signals 103, 161, 23, 49, 70-2,77, 124
subjects 4, 111
surprise, signalef 11, 12, 98

table seating 29

talking by pupils 22, 36, 54, 62—4,116, 1382, 143, 169, Figs 2.7, 3.3434.2, 4.3, 4.4,5.1,5.8,

5.10, 5.11, 8.4, 8.15, 9.13
see alsmoise

threat 22, 23, 49, 90,19, 121-2,144, Figs 2.2522.8, 8.1, 8.18

throwing 69, 91, Figs 5.3, 5.9

timing of signals 72

tone of voiceseeintonation

touch 9, 13, 14, 15, 249,79, 131, 153-6,161, 168—,168-9,171—
see alsdlirting

training xii-v,1, 172-3,176-82

transitions betweeactivities13, 72, 131

turning round (by pupils) 36, 48, 640, Figs 3.3, 3.4, 4.4,5.11

uncertainty signals 14, 373, 77-80,89, 90, 94-5,1108, 131, 148-9,170, Figs4-11, 6.13,
6.14,7.16,9.1,9.15
see alssubordinate signals
understanding, signals of 173
upward baton Figs 6.12, 8.8
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vacuum hold 101, 118, §$ 7.5, 7.10, 7.19
video xii, 172, 179,179, 181-2

wait time 9, 100

wide eyes Fig 9.2

wielding 10

withitness 65, 123, 148, 152

work involvementseeinvolvement in work

yawning 62, Fig 5.5
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