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Introduction:
       ‘It’s politically naive to blame pupils all the time and thereby to regard school as an unquestionable good thing for everyone in its present form’ (Watkins and Wagner, 1988, p.3).

       There is a crucial shifting recently from focusing on the role of child characteristics in students’ behaviour problems to the important role of school factors in impacting on and generating students’ behaviour problems (Chazan, Laing, and Davies, 1994; Oglivy, 1994; DES, 1989; DES, 1987; Docking, 1987). A sizable body of research evidence has stressed the effect that school organization, policy, and practice of individuals have upon students’ behaviour (Ogilvy, 1994; Weishew and Peng, 1993; Gersch, 1990, DES, 1989, Maxwell, 1987). The general conclusion from these studies confirms what was concluded in a lead study by Rutter and his colleagues (1982) that ‘School makes a difference’.

       Behaviour problems in school have been one of the most important education concerns in the UK and Jordan in recent years, and have been the subject of much professional and public discussion. Teachers and principals are having increasing difficulty in coping with stress related to school discipline and classroom management. Until relatively recently, concern has been focused largely upon individual students as the source pf disruption, and upon their abilities, attainment, personal relationships and the quality of their lives at home as offering possible explanations for their difficulties.

       However, as a part of the shift in the theory in this field, there is a new emphasis suggested by some educationalists in Jordan, which points to the evidence that schooling plays a significant role in students’ behaviour both in and out of school. It is also quite clear, too, that teachers of the new generation in Jordan are greatly concerned with their major role in maintaining classroom discipline as a means of modifying students’ misbehaviour.

       Different studies have emphasized different features of school life as essential factors influencing students’ behaviour .The following factors were determined by Docking (1987) as the main features of the system that are likely to affect students’ behaviour:

1. teachers’ expectations and perceptions; 

2. the nature of the curriculum; 

3. classroom management and teaching style; 

4. organizational aspects.

       Some of all of the above features have been widely emphasized in recent literature about classroom management and student behaviour e.g., Kyriacou (1994); Weishew and Peng (1993); Munn, Johnstone, and Chalmers (1992); DES (1987); and Docking (1987). Moreover, Watkins and Wagner (1987) suggested that staff characteristics might be another vital factor in this field. However, the general argument is that, it is not sufficient when discipline problems occur to regard within-child or within-family factors as the only significant ones.

       Traditionally, teachers’ view of discipline problems is based on the notion that individual children have problems which they ‘brought into’ school as a result of a combination of factors (Calvin, Mercer, and Costa, 1990). Generally speaking, teachers refuse to take any responsibility for students’ misbehaviour. Sixty per cent of the teachers in Maxwell’s study (1987), were against the suggestion that teachers should accept more responsibility for handling their own problems. However, 42 per cent of the teachers agreed that the resolution of discipline problems lay in the hands of school staff themselves rather than of any outside agencies. Findings in Brophy and Rohrkemper (1981) indicated that teachers typically saw the problem as caused by factors external to themselves. Malone (1980) found that teachers agreed with their role as disciplinarian, but did not accept responsibility for students’ misbehaviour.

       Parental factors have been determined as one of the main factors that teachers reported when they were asked about causes of discipline problems. Teachers in public and private schools in Manfred’s work (1993), reported that lack of parental control in the home was the primary cause of discipline problems. Similarly, teachers in Stephen (1993) indicated that lack of parental support of the school’s discipline process lead to misbehaviour. Docking (1987) claimed that some teachers believed that discipline problems were clearly the responsibility of parents and society. Teachers referred to in the Elton report (1989) saw parents as a source of difficulty, and as contributing to school discipline problems.

When they were asked to determine factors which were responsible for students’ misbehavior, teachers often include in their responses factors which were, unfortunately, out of their control and about which they could do nothing. Factors such as the permissive society, poor attitude, poor home environments, lower-than-average IQ, and the failure of previous teachers to properly develop self-discipline and social skills, were all factors beyond teacher interaction (Weishew and Peng, 1993; Watkins and Wagner, 1987).

       Maxwell (1987) argues that teaching staff who think factors responsible for discipline problems lie within the school control itself, with try to deal with them as in-school factors to decrease their occurrence.

However, there are many factors seen to determine teachers’ solutions to discipline problems, of which the researcher can identify five as exerting the greatest influence.

       Firstly, since teachers’ solutions to discipline problems are influenced by their perceptions of the cause of these problems, it is predictable, therefore, that a teacher who thinks that lack of parental control in the home is the main cause of discipline problems will suggest solutions related to parents’ responsibilities.

       Secondly, the time and effort which teachers need to spend when they use certain approaches to dealing with discipline problems may be responsible for their attitudes towards that approach, and that may determine how frequently the teacher uses that approach (Savage, 1991). Some approaches require a long-term strategy which may not be possible for many teachers e.g., a planned student support program. Therefore, short- term strategies are often employed because of their immediate effects e.g., swift responses like corporal punishment, or exclusion from classes.

       Thirdly, the beliefs and attitudes that a teacher hold about students have an important impact on the way she/ he chooses to respond to discipline problems and his or her suggestions for improving school discipline (Munn, Johnstone, and Chalmers, 1992; Savage, 1991). The main issue is whether she/he views students as basically ‘good’ or ‘bad’. Teachers who believe that students are untrustworthy, or lack motivation, will suggest and may demonstrate teaching behaviours and classroom management techniques which are quite different from those teachers who believe that students are co-operative and interested in learning. Savage (1991) claims that the former group of teachers will not be likely to capture the respect of the students and therefore will be unable to exercise positive leadership. On the other hand, the latter group are more conducive to establishing a positive learning environment and to using positive techniques in managing both students and learning activities, and when necessary dealing with discipline problems.

       Fourthly, research findings indicate that teachers’ motives for dealing with discipline problems correlate with the type of techniques they prefer to use as solutions to these problems. Those teachers whose motives are related to the welfare of their students are more likely to use preventive and long-term techniques. Conversely, those who emphasize school rules, time on-task, or group safety tend to respond to students’ misbehaviour with more personal motives like personal dislike. If they view discipline problems as direct threats to themselves they seem to lack successful techniques for dealing with students’ misbehaviour (Savage, 1991). The assumption in this study has been that teachers’ suggestions for improving school discipline were also influenced by their motives in dealing with discipline problems.

       Finally, teachers’ view of ‘how learning should take place’ will affect their choices of techniques for dealing with discipline problems. Teachers who view the learning process as hard work that takes place in a strict classroom environment, will define discipline problems and will suggest solutions for discipline problems and respond to incidents of misbehaviour differently from those teachers who consider learning as a process of active exploration that requires freedom and choice.

       In short, it seems that there is a strong relationship between teachers’ perceptions of causes of discipline problems, their attitudes towards students and learning, their motives and morals on the one hand, and their solutions and suggestion for improving school discipline on the other.

       Jones and Jones (1981) have identified three main categories of approaches which teachers employ to deal with discipline matters. Some teachers state their instructions and rules, and they use punishment methods to ‘control’ their students and to deal with any kinds of behaviour problems. Other teachers state positive instructions but use positive strategies for management based on behavioural methods. The third group of teachers maintain positive behaviour by implementing interesting, individualised teaching and employing an interactive and problem-solving approach to classroom discipline.

       Findings in Brophy and Rohrkemper (1981) indicated that teachers believed that significant changes could be made even for these chronic behaviour problems. Additionally, teachers reported that they can affect change through their own actions. In spite of their confidence in their ability to modify students’ behaviour, teachers insisted the importance of other adults’ help.

       To cope with sources of stress caused by students, teachers in Blase (1986) relied heavily on what he called ‘confrontational strategies’ including: ‘behaviour modification’, ‘removing a student from class’, ‘scolding the child’, ‘isolation’, ‘inflicting fear’, ‘discussing the problem’, ‘active ignoring’, ‘padding’ and ‘calling parents’. Additionally, teachers used ‘adaptive strategies’ to deal with stress caused by students. Adaptive strategies do not influence the source of stress directly but serve to manage its consequences; these included: ‘ignoring the student’, ‘not putting more into my work’ and ‘giving up’.

       The most commonly preferred actions that were reported by 31 female highly experienced teachers in six secondary schools in a large city included: ‘communicated with other staff’, ‘gave the student special help with his work’, ‘looked at the students’ school record’ ‘had a chat with the student’, ‘had to give students some attention to settle them to their work’, ‘reasoned with students’, ‘were extra gentle in handling students’, ‘in the midst of the teaching, had to concentrate on a particular student for several minute’, ‘jollied him or her along’, and ‘advised contacting, or had contacted, parents’ (Lawrence, Steed, and Young, 1983).

       In the Dierenfield survey, 1982, the ten most frequently cited solutions for behaviour problems were: ‘positive teacher personality’, ‘effective teaching methods’, ‘establishing and maintaining behaviour standards early on’, ‘firm support of teacher discipline measures by head’, ‘consistent application of behaviour standards to all students’, ‘support of school by parents’, ‘teaching cause of behaviour problems’, ‘influence of head’, ‘pastoral care programme’ and ‘strict discipline measures by teachers’ (cited in Watkins and Wagner, 1987, p. 29).

       Concerning what teachers and administrators think has to be done to improve discipline in school, interviews with teachers in the Elton report (1989) indicated a number of important solutions to behaviour problems, such as, sanction and support, the development of shared understanding and mutual support among members of staff, better ways of talking things through with students, review of new approaches to curriculum content and teaching styles, and greater attention to the nature of home-school relationships. Headteachers and deputy heads in Reed (1983) reported little agreement concerning policy on discipline that they would like to implement in their schools, however, individual responses included:

‘- Hire more full-time counselors to make home visits.

 - Have staff development on problem solving for conflict situations.

 - Select staff and remove ineffective teachers.

 - Get teachers more involved with students.

 - Encourage students to talk about problems before they erupt’ (p. 78).

Importance Of The Study:
       There is clear evidence that student behaviour problems and teachers’ stress level are highly associated (DES, 1989; Baker, 1985; Kloska and Ramasut, 1985; Kyriacou and Sutcliffe, 1978; Dunham, 1977). Teachers are often heard to say that discipline and classroom management causes more personal anxiety than any other problem. In his study, Rex (1981) found that the two main factors which created stress for teachers, were caused by students. Additionally, teachers in his study reported that they experienced a kind of stress as a result of student behaviour problems. They experienced insecurity because they could not predict student behaviour. Moreover, they experienced stress in that they felt that their coping resources and strategies did not work.
       Many teachers express frustration over the energy they expend managing students in the classroom. Teachers spend a great deal of time and energy dealing with student behaviour problems, instead of focusing on teaching and students’ learning (Cole and Chan, 1994; Short, Short, and Blanton, 1994). In both primary and secondary schools, teachers have problems in coping and dealing with student behaviour problems.

       Dunham (1977) pointed out that in his survey one of the highest anxiety levels reported by teachers in schools included difficult students. In their research review, Johnstone and Munn (1987) concluded that possibly 25 per cent of teachers are worried by ‘disruption’ in their classes. Houghton, Wheldall, and Merrett (1988) summarised the findings of their research by stating that a majority of secondary teachers experience problems of ‘order and control’. Teachers in this study reported that about 20 per cent of their students were ‘troublemakers’. Similarly, in two lead studies, Merrett and Wheldall investigate the time that teachers spend dealing with disciplinary matters (Wheldall and Merrett, 1988; Merrett and Wheldall, 1984). General findings indicate that teachers in both primary and secondary levels spend more time dealing with problems of ‘order and control’ than they ought to do. In a nation-wide survey carried out in primary and secondary schools in the U.K., Travers (1992) found that teachers perceived teacher-student interaction as one of the main sources of their pressure. In addition, dealing with behaviour problems was reported by the teachers as having high stress potential.

       A reflection on the preceding reviewed studies would indicate the fact that classroom behaviour problems are not new in schools, that they are highly linked with teacher stress and that these problems have a damaging influence on learning. This in itself is enough to establish the general pragmatic rationale for conducting research in this field.
       In recent years, behaviour problems in school have been one of the most important issues in Jordan, and have been the subject of much professional and public discussion. Until relatively recently, concern has been focused largely upon individual students as the source of ‘disruption’, and upon their abilities, attainment, personal relationships and the quality of their lives at home as offering possible explanations for their difficulties.

       As a part of the shift in the theoretical work in this field, there is a shift of emphasis suggested by some educationalists in Jordan, which points to the evidence that school plays a significant role in students’ behaviour both in and out of school. It is also quite clear, nowadays, that teachers of the new generation in Jordan are greatly concerned with their major role in maintaining classroom discipline and developing good behaviour among students. Therefore, this study will be conducted to obtain an in-depth understanding of teachers’ attribution patterns of discipline problems in a selected Jordanian school, to map out some of the central issues pertaining to student behaviour, and to investigate the difficult practical problems which face teachers and others concerned with student behaviour in school. The researcher would argue that the understanding of teachers’ attribution patterns of discipline problems would be of great value for building and developing teacher training programs. 

Participants And Method:
       Research in school discipline in Jordan is relatively a new area of interest. A review of the literature in this field in Jordan shows that very few studies have been conducted to investigate matters concerned with discipline in schools. Accordingly, no previous knowledge has been generated and this requires that primary studies should be based on an intensive investigation in order to determine factors related to the topic so that these can be studied in further research. The current study is a preliminary attempt to highlight issues involved in school discipline in Jordan. It was correctly claimed that qualitative methods can be extremely useful in investigating new areas of research and helping researchers to develop original ideas and hypotheses in their areas of interest (Marshall and Rossman, 1995; Borg and Gall, 1989). Moreover, it has been asserted that approaching issues without being constrained by predetermined hypotheses and propositions, which is permitted by qualitative inquiry, will lead to a deep, rich and wide understanding of the phenomenon under study (Patton, 1990). This study has mainly adopted the philosophy and the methods of qualitative research.

       The purpose of this study is to identify teachers’ perceptions of causes of discipline problems. In addition, it is aimed at investigating teachers’ suggestions for improving school discipline.

       The study was carried out in a 7-12 grade public school of 800 male students in the West of Amman which is the capital of Jordan. The student intake predominantly reflects the middle and upper classes, and students’ age ranged from 12 to 19 years. The whole school staff numbered 34, including 28 teachers, the head, the deputy head, technician, secretary, librarian and the counselor. The staff were also totally male, so the school was very much a male cultural domain. Data were gathered in the second month of the academic year within 25 days using semi-structured interviews. All teachers were interviewed –by the researcher- about their perceptions of causes of discipline problems and their suggestions for improving the quality of discipline in the school. The study was designed to focus on two questions.

       - Firstly, what were teachers’ perceptions of causes of school discipline problems?

- Secondly, what were teachers’ suggestions for improving school discipline?

       These two questions were directed during interviews with teachers in the following way:

- What do you believe are the main causes of school discipline problems and misbehaviour?

- What do you think could be done for improving discipline in the school? How?

       Interviews were carried out during teachers free periods during the school day and all teachers volunteered the information freely. Interviews were tape recorded and analyzed using content –analysis method (Miles and Huberman, 1994; Patton, 1990).
Data Analysis:

       Data collected in this study were analysed using qualitative data analysis methods. In order to establish a set of categories from the data, ‘content analysis approach’ was used (Miles and Huberman, 1994; Patton, 1990). The following steps were applied as a part of the content analysis process:

- Reading over all the material once, and then again in order to get a general feeling of what was there.

- From the accumulation of gathered responses, the researcher selected a fuller answer and summarised it as a list of short points.

- Repeating the previous step with three or four more answers in order to check whether they introduced any points which were not already on the list.

- All answers were checked with the points included in the primary list. The frequency of responses for each point was calculated to have a general idea about the regularity of each point. Looking for ‘recurring regularities’ was considered as a step towards recognising some patterns within the responses which could then be sorted into categories (Guba, 1978, cited in Patton, 1990). In the context of analysing qualitative interviews in this study, the above mentioned procedure was used to deal with, and to figure out, the similarities and differences in interviewees’ responses.

- Checking over the answers once more in order to look for new or overlooked points. The researcher worked back and forth between the data checking and cross checking until he reached a stable and comprehensive list.

- Grouping the points according to their differences and similarities. Initial categories were the result of this step.

- Examining the categories by working back and forth between the data and by looking for negative examples and points which might not support any of the categories. Additionally, to help in assessing the credibility of the emerged categories and the analysis as a whole, the researcher identified alternative patterns and categories and then demonstrated how the adopted ones were the most plausible. Finally, the researcher checked the divergence between the points and patterns that established a certain category.

Findings:
       Teachers’ perceptions of the causes of discipline problems fall under six categories as follows:

1. Within –family factors.

2. Within-student factors.

3. Within-school factors.

4. Within-teacher factors.

5. Interpersonal relationships.

6. Policy of the Ministry of Education.

       Teachers’ suggestions for improving school discipline also fall under the same categories. These six categories will be now developed in more depth.

1-Within –family factors:
        ‘It happened many times, when the headteacher asked the parents of troublesome students to come to the school, that they did not know in which grade their children were’ (A Geography teacher).

       Teachers’ responses included many indications that they believed that there were salient factors pertaining to students’ home environment which were important as causes of school discipline problems. Teachers replies emphasis the following factors (a-g):

a. A Home environment that does not encourage children’s learning, and that does not monitor their behaviour is seen to be responsible for the occurrence of discipline problems in-and out –side school.


‘Most parents think that their responsibilities towards their children cover only offering all the materialistic things which their children ask for. However, few of them consider that it is also part of their responsibilities to support and monitor their children. Parents spend most of their time working outside the home, and are still in isolation from their families’ needs’ (An Islamic Education teacher).

b. Students who are involved in discipline problems are more likely to belong to families that experience family problems such as parents’ divorce.

c. The high economic status of the families, according to the teachers, is a contributing factor in discipline problems. For instance, students need money to smoke, or to leave school to eat in a restaurant and have no purchasing cigarettes and meals.

d. Inappropriate parental treatment of children is one of the main causes of discipline problems. Students who come from very strict families experience a high level of control from parents, and because of the big gap between the parents’ discipline and school rules, these students are often involved in discipline problems. As a result these students find the school a place in which they can do many things which they cannot do at home.

e. 
Families’ status and power often encourage students to behave in an unacceptable way, because of the home attitude to teachers and the value of schooling.

f. 
There is a large number of students in the school who belong to one particular family group. Relationships between students from that family are very strong which makes them capable of forming a family pressure group when necessary. Students from these families feel very powerful and protected from redress which makes them more likely to be involved in discipline problems.

As is clear in points ‘a’ to ‘f’, teachers emphasized factors within the family as responsible for the occurrence of school discipline problems. However, when teachers were asked about their suggestions for improving discipline in the school, they did not give any suggestions concerned with the previous factors which they themselves cited as causes of discipline problems. Only in cause ‘G’ below does the within-family factors demonstrate, where teachers are consistent as they suggest some improvements which could be made.
g. 
Students who are involved in discipline problems are more likely to belong to families which do not cooperate with the school.

Teachers thought that improving could not be achieved without the active participant of parents. They wanted parents to be more involved in school discipline problems and its maintenance. Teachers thought that since parents were still playing a significant role in ‘controlling’ children and adolescents’ behaviour in ‘the big society’, they should be used to help improve school discipline. Teacher’s thought that schools generally, and headteachers, in particular, should encourage parents to portents to participate and help in the process of school discipline. In addition, the wanted parents to change their negative attitudes towards schools and teachers to ensure that they affected their children in a way that would lead them to obey teachers and respect them.

2.Within-student factors:

       Teachers identified a number of students’ characteristics which contributed to the occurrence of discipline problems. The following aspects were mainly highlighted:

a. Students who lack motivation are likely to be involved in discipline problems.

b. Individuals’ differences that exist between students are responsible for part of student misbehaviour within the class. Low achievers find it more difficult to handle learning tasks, and to comprehend what is being taught, so this inevitably involves them in discipline problems. Teachers, on the other hand, cannot deal with these differences and cannot accommodate all students’ needs according to their abilities, especially when considering the large classes they teach.

c. Students characteristics associated with adolescent development provide the opportunity for ‘teenagers’ to take risks and to become involved in discipline problems in school which teachers consider to be a natural aspects of adolescent growth.

       Teachers’ suggestions for the improvement of discipline in the school did not touch on any of the within-student factors that they themselves identified as the main causes of discipline problems.

3. Within-school factors:

Teachers identified some factors within the school which they have seen to be the cause of discipline problems. Within-school factors that were mentioned by the teachers included:

1. School timetable:

        ‘It is not a school, it is a prison. Students are expected to give attention to seven different teachers daily. This means six hours of lecturing. Only five minutes break after a session of 45 minutes is allowed. The longest break is 25 minutes. However, they (the Ministry) call it a break, but I do not. During these 25 minutes, students are asked to ‘struggle’ in order to buy sandwiches from  the school canteen. Then they are expected to eat their sandwiches and to take a rest in the sun when the weather is very hot or even sometimes in the rain. All these things cause frustration and lack of motivation, which is directly responsible for discipline for discipline problems’ (An English language teacher).

       The school timetable was seen to be detrimental factor in the maintenance of school discipline. Teachers mentioned that an intensive timetable, that contains six or seven lessons of 45 minutes each every day, makes the students very exhausted, particularly in the last two lessons of the school day. Moreover, the fact that difficult subjects like Maths and Physics are taught in the last two lessons means students often cannot concentrate, and therefore, they are more likely to be involved in off-task behaviours. Finally, in addition to the fact that the breaks between lessons are very short, the main break is also very short.

       In spite of the fact that many teachers stressed aspects of the school timetable as an influence on school discipline, none of them had requested any changes in the timetable and none of them gave any practical suggestions of how to arrange the school day in an effective way.

2. Shortage of school resources and facilities:

       Examples given by the teachers of resource shortcomings included:

a- The school playground is very small, and that increases the opportunity for students to jostle and make physical contact.

b- The school lacks facilities that would enable students to develop their educational needs and interests. There is no sports room, no rooms, no rooms for painting or music. No theatre, and there is not even a half for students to gather in. In addition, some discipline problems results from the fact that the school toilets are located in the school playground and that means students need to leave the school building to go to the toilet or when they want to get a drink of water.

c- The school lacks sufficient teaching resources and that forces teachers, according to them, to continue to teach in a traditional way. This kind of didactic teaching indirectly affects student behaviour.

d- Large classes are responsible for most discipline problems that occur in the classroom. Large number of students make it difficult for teachers to keep order, and to satisfy all students’ learning needs.

e- Finally, teachers thought that the kind of desks which were used in the school were inappropriate and caused specific problems regarding comfort and space in the classroom, particularly with the older students.

       Consistently, the within-school factors appeared as a distinct category in teachers’ suggestions for improving school facilities in a spatial and physical sense would be an important solution for discipline problems. Teachers stressed the need for appropriate rooms where important students activities could be held. In addition, teachers suggested that a larger playground and well-equipped labs were needed. Further, to improve the school’s ability to satisfy student’s needs and improve the quality of teaching and learning, teachers thought that a theatre, a suitable presentation room, special room for Art lesson and a sports hall were all essential.

       Because the large student numbers in class were identified as a cause of some discipline problems, the majority of teachers asserted that smaller classes would help them to manage students and learning activities more successful. Further, teachers reported that smaller classes would facilitate their teaching and make their task in managing students and meeting their needs much easier.

       Larger classrooms and a well-decorated school layout were identified as factors which might help in improving discipline in the school.

       Finally, parallel with their perception of the inappropriate desks as a major cause of discipline problems, teachers reported that suitable seats for students would be of great help in decreasing many student misbehaviours occurring in the classroom.

       Although teachers did not touch in the school discipline as a cause of problems, they reported many suggestions for improving school, which are summarized as follows:

a- The school discipline system needs to have common rules to enable all teachers and administrators to refer to when dealing with problems.

b-These rules should be negotiated by individuals in different groups in school, and then should become school policy.

c- Teachers and administrators should then continually apply these rules. Occasional and intermittent application should be avoided.

d- The school system of discipline should use positive reinforcements as well as sanctions.

e- All individuals in the school should contribute to the discipline process. Teachers and administrators need to play active role with students and parents.

f- The school counselor should further develop the services that are offered. In addition, teachers thought that the counselor could significantly contribute to preventing many problems that occur in the school.

g- The school discipline system should attempt to develop a sense of internal control or self-discipline in students.

4. Within-teacher factors:

       Teachers’ characteristics were also identified as causes of discipline problems. Almost half of the teachers claimed that careless teachers share with students the same amount of responsibility for the occurrence of discipline problems. Teachers who are very strict and inflexible are more likely to face a high level of disruption and discipline problems. However, soft teachers were identified as a positive support to the level of school discipline. Teachers’ experience was another factor seen by the teachers as important. A group of teachers thought that a young teacher with some experience is more able to understand students’ needs and problems, while another group of teachers stressed long experience as a crucial factor in understanding. Teachers pointed out that the poor quality of teachers’ qualifications caused many of the student discipline problems.

       One fifth of the teachers referred to improvements in the quality of teachers’ practices as crucial to the development of school discipline. These teachers made some suggestions to help to decrease the number of school discipline problems. They cited improving the quality of teachers’ practices as an important factor. The suggestion was that teachers should give more attention to planning and preparing their lessons and that an improvement in teachers’ subject knowledge was needed. Furthermore, teachers should themselves represent good models for students.

       Solution put forward for the improvement of the situation were:

- that teachers needed to be trained in classroom management skills and in using effective styles for managing their classes and students.

- the quality of teachers’ practices could be achieved with the development of their socio-economics status.

       From a practical viewpoint, teachers suggested that increasing their salaries would make a significant difference, because teacher salaries in Jordan at present are low and are very close to the government’s official poverty line.

5.Interpersonal relationships:

       Teachers’ responses indicated that relationships between different school groups might contribute to the quality of school discipline problems. Interpersonal relationships within the school included the following classifications: 

a- Teacher- student relationship:

       Inappropriate relationships between teachers and students were seen to be responsible for discipline problems. However, teachers differed in their views of the kind of relationships that should exist between them and their students. Three quarters of the teachers reported that a formal relationship caused discipline problems and student disobedience, while an equivalent number of teachers thought that it was the best kind of relationship to maintain school discipline. Nevertheless, most teachers considered teacher-student relationships as a factor that caused problems. Finally, almost half of the teachers stated that teachers who humiliate students should expect to face a real conflict with them.

       More than two kinds of the teachers suggested that improving the kinds of relationships that existed between teachers and students would help to decrease the number of discipline problems occurring in the school. The suggestion was that teachers should try to establish positive relationships with students and to strengthen routes of communication that encourage interaction with them. Finally, almost half of the teachers acknowledged the importance of students’ involvement in all matters that were concerned with their learning and social life within the school.

b. Teacher-teacher relationships:

       Teachers indicated that the type of relationships between teachers indirectly influence the level of the school discipline. Negative teacher-teacher relationships reduced the opportunity for teachers’ cooperation and of their working together as a team. Teachers pointed out those relationships between teachers changed according to different conditions. However, generally, teachers in the school clustered into different groupings. Teachers in each grouping relied on factors such as their views of how things in the school should be organized, teachers’ age, and in some cases their ethnic background and origin. It was unfortunate that these groups often worked against each other, and subsequently, teachers lost their sense of teamwork.

       In spite of the fact that many teachers mentioned lack of teaching team spirit as one of the causes of school discipline problems, a small number of them talked about improvement in school discipline through improvements in the quality of relationships existing between teachers. The only suggestion put forward was that teachers needed to have common student expectations and that they should be consisted when dealing with discipline matters.

c. Headteacher- teacher relationships:

        ‘The principal thinks that teachers, who refer troublesome students to him to deal with, are ineffective teachers. Therefore, teachers prefer suffering from disruption in their classes more than being called ineffective teachers. Accordingly, few teachers ask for the principal’s help in dealing with discipline problems’ (An English teacher).

       One third of teachers described headteacher- teacher relationships as the backbone of the school discipline process. With regard to their own school, teachers described relationships that existed between them and the headteacher as a formal one. Teachers criticized the head for being far from their needs and unable to support them when they needed it. Some teachers described the head as an inspector who was not interested in improving their attainment. An Art teacher summarized the importance of the headteacher- teacher relationships as follows:

        ‘If teachers feel that they work in the school as family member, their mood and motivation will surely be better. I think that the headteacher is the most important person who has the responsibility of creating the sense of family in the school’.

       In addition, teacher declared that the school administration (i.e. the headteacher) was one of the causes of student discipline problems. The headteacher, according to the teachers, was in isolation form their needs and of students’ needs and problems. He was described, by many teachers, as an unqualified person who tried to centralize every thing. However, he did not utilize his authority to deal with severe discipline problems that were referred to him.

       Parallel with their perceptions of the headteacher and the school administration as a cause of discipline problems in the school, teachers recommended that the style of school administration needed to be improved. Teachers asserted that the school administrators should try to be closer to the teachers’ needs and their difficulties with students. In addition, teachers declared that the headteacher needed to enhance methods of communication between himself and the teachers on the other. Furthermore, teachers thought that the headteacher’s sanctions should be more strictly enforced. Finally, some teachers thought that the headteacher should treat all students in the same way and not discriminate between them for any reason.

6. The policy of the Ministry of Education:

        ‘Discipline regulations and rules decrease teachers’ and headteachers’ abilities to deal with discipline problems. School decisions regarding troublesome students should be validated by the Ministry of Education. In many cases, the Ministry does not approve these decisions. In addition, the Ministry considers a number of decisions which schools refer to it to be validated as a reflection of headmasters’ abilities to keep order in their school. Therefore, headteachers don’t refer most of the serious cases to the Ministry’. (A physical Education teacher).

       Teachers strongly emphasized the discipline policy adopted by the Ministry of Education as a main cause of discipline problems. In addition, teachers highlighted the reserve influence of the new regulations regarding failure and success in schools. Teachers’ responses concerning this issue can be categorized into four areas:

a. The abolition of corporal punishment which restrained teachers’ ability to maintain discipline in classrooms and to deal with students problems round the school.

       When teachers suggested methods for improving school discipline they did not directly refer to the fact that the Ministry should allow them to use corporal punishment. However, they asked for more freedom in dealing with discipline problems. The Ministry should give the ‘green light’, as some teachers liked to describe it, for teachers to deal with discipline problems in their own way.

b. New restrictions concerning discipline strategies that teachers are allowed to use, make options available to teachers, very limited. As one Geography teacher put it:

        ‘Teachers are not allowed to humiliate students. However, many students humiliate their teachers, and discipline regulations are very soft. This practice is one of the main causes of discipline problems in our schools’.

       Some teachers suggested that discipline regulations stated by the Ministry needed to be firmer in order to tackle new kinds of problems that were appearing. In addition, teachers reported that the Ministry should approve all discipline that are made by the schools, because teachers and headteachers normally make these decisions relying on their understanding of conditions in schools which Ministry personnel are not familiar with.

       Teacher thought that many of the decisions on matters of discipline, should approved by the ‘Discipline Council’ in the school because they believed there was no need to send them to the Ministry for approval.

       In addition to what has been mentioned earlier, some teachers believed that new discipline regulations were culturally inappropriate. One of the teachers expressed this belief as follows:

        ‘I think that the establishment of discipline regulations and rules should consider cultural and psychological characteristics of people who are part of the discipline process. However, I think that leaders in the Ministry ignored these factors when they produced the new regulations’ system’ (A Geography teacher).

       Another teacher described the results of inappropriate regulations in the following way:

        ‘The Ministry of Education wrote a system of discipline regulations which is not suitable for our culture. Since the Ministry forced schools to apply that system, the number of discipline problems is increasing. Moreover, teachers have started to face new kinds of problems which they never faced before’ (An English Language teacher).

c. Regulations concerned with failure and success in schools which decreased the percentage of students that teachers were allowed to repeat the class. The percentage determined by the Ministry is 6%, while teachers reported that the actual percentage of students who should remain in the class for a second year was 40% in some classes. This meant, according to the teachers, that higher classes would include students who could not handle the contents of lessons that were taught  in these classes, and therefore, it was predictable that they would be involved in discipline problems.

       Accordingly, teachers thought that the Ministry needed to rethink its regulations with regard to failure and success in schools. Allowing teachers to fail more students in the class would help them to decrease the kinds of discipline problems that occur as a result of transferring students unable to cope with the work in a higher class.

d. Teachers believed that they did not receive enough assistance from the Ministry that helped them to maintain discipline in classroom. In addition, teachers revealed that they were usually left without official support when they were involved in severe problems that included parents.
Discussion:

       As is clear form the earlier presentation of the findings, teachers’ responses were consistent on some occasions and inconsistent on others. Consistency in teachers’ responses appeared when they gave a particular suggestion for improving school discipline through highlighting or dealing with a factor which they had already identified as a cause of discipline problems. However, on some occasions, teachers were inconsistent in that they identified a number of factors as the causes of discipline problems, while they did not touch on these factors in their suggestions for improving discipline in the school. Similarly, teachers suggested improvements in some aspects of the school as solutions for discipline problems but did not consider these as linked to the causes of discipline problems.

       In three of the six categories teachers were consistent and their attribution patterns of discipline problems matched their suggestions for improving school discipline. These categories were within-school factors, interpersonal relationships and the policy of the Ministry of Education.

       In the categories of within-family factors, within-student factors and within-teachers factors, teachers were inconsistent. Although teachers mentioned factors related to these three categories as causes of discipline problems, they did not include them in their suggestions for improving school discipline.

       Inconsistency in teachers’ responses with regard to within-student and within-family factors could be a result of teachers’ internal awareness of the fact that these factors were not the fault of students or their families. More important, teachers also knew that they could do nothing to change factors such as a family’s economic status or interfere with students’ developmental characteristics. The argument is that, although teachers do not typically accept the responsibility for the occurrence of discipline problems, they recognize that some of the factors which they report as responsible for their occurrence were out of their control. For example, with regard to this study, it is possible that teachers-internally- knew, though they did not admit it, that lack of motivation and differences between students, which they referred to as causes of discipline problems, were not necessarily the fault of students. Student might lack motivation because of many reasons within the school or because of aspects of inappropriate teaching. Additionally, teachers knew that students had no control over the characteristics of their physical, cognitive and emotional development. It is their responsibility as teachers to understand these characteristics and try to consider them in all matters concerned with students’ learning and social life in the school. Furthermore, it is the teacher who must take the responsibility for dealing with student differentiation and attempt to meet their individual needs and abilities.

       Although about one of third of the teachers interviewed in this study referred briefly the teachers’ contribution to the occurrence of discipline problems, they did not include the teacher influences in their suggestions for improving school discipline. This was possibly because of the fact that teachers, generally, are more likely to avoid suggestion solutions which could cost them more time and effort would load them with more responsibilities and duties.

       The inconsistency in the teachers’ responses did not only appear as a discrepancy between their attribution patterns of discipline problems and their suggestions for improving school discipline, but also as an incongruity within the attribution patterns and within the suggestions for improvement themselves.

       Teachers named negative teacher-student relationships as a cause of discipline problems. It seems contradictory therefore that they cited the abolition of corporal punishment as another factor that contributed to the increase of discipline problems. It seemed that a contradiction in teachers’ beliefs could be a reflection of the conflict between two extreme values. The first value symbolizes the cultural influence and the transmission of a historical belief in the effectiveness and importance of using corporal punishment, while the second value symbolizes teachers’ familiarity with new ideas included in teacher training programs, which highlight the negative effects of corporal punishment on students, their relationships with teachers and on the school climate as a whole.

       However, the first value appears to be the major factor structuring teacher’s beliefs and practices. Perhaps teachers’ perceptions in this study reflect the fact that teachers in Jordan still think about their job and duties in an authoritarian way. It seems that most teachers believed that they were expected to maintain order within a classroom, and that they should obeyed by their students. This could be a reflection of the fact that society, parents and students themselves are all still expecting the teacher’s role to continue as it has in the past.

       Additionally, many teachers in Jordan feel that their ‘power’ to deal with discipline problems has been eroded with the abolition of corporal punishment, which was never replaced by corresponding sanctions. Unfortunately, with the abolition of corporal punishment there were no appropriate substitute techniques for teachers to use in order to deal with discipline problems. Hence, teachers found that their traditional authority had been undermined. Similar findings were reported with regard to teachers in Britain (Ogilvy, 1994; Maxwell, 1987) and Australia (Johnson, Whitington and Oswald, 1994; Johnson, Oswald and Adey, 1993). However, the fact that teacher’s perceptions in the present study emerged from teachers in only one school constrains the authors from making wide generalizations about the research interpretations, although the case-study school is a typical and representative one within Jordanian culture.

       As clear from the findings, in four categories teachers attributed the occurrence of discipline problems to external factors; namely: Within-family factors, within-student factors, within-school factors and the policy of the Ministry of Education. The general possible explanation for this finding is that teachers typically perceive the cause of discipline problems as external to themselves. This was strongly in a lead study carried out by Brophy and Rohrkemper (1981).

Recommendations and Practical Implications:

       The most striking impression that one can draw from this study is the deep understanding and awareness that teachers showed in their attribution patterns of discipline problems and their suggestions for improving school discipline. Teachers’ responses included a wide range of factors responsible for the occurrence of student behaviour problems, and also practical suggestions for improving school discipline. This accentuates the authenticity of their feelings and the richness of their views.

       Also, the ‘groundedness’ of teachers’ attribution patterns of discipline problems and their suggestions for improving school discipline is evident. This was, particularly, striking in the teachers’ perceptions of the within-school factors, the policy of the Ministry of Education and interpersonal relationships. Their attribution patterns and suggestions were based on evidence rooted in their day to day experience in the school. This was clear in the large number of real examples which teachers gave to illustrate and support their views.

       Since the large majority of teachers’ perceptions (of factor related to school discipline) were based on their actual experience and interaction in the school, a deeper consideration of these perceptions would be of great benefit to the improvement of discipline in the case study school. The researcher would hope that this report and others in the future would form a basis for debate about the improvement of discipline programs/ polices in all schools in Jordan.

       Real examples and cases, which teachers gave to illustrate and support their views, highlighted the importance of considering contextual variables when making school discipline decisions. Contextual variables raised in this study included: cultural norms and values, school size, school resources and facilities, teaching methods, textbooks and local regulations for discipline. Hence, although general principles for improvement could be helpful, any school discipline improvement needs to consider special contextual variables during both the planning and the implementation stages of a school policy document on discipline.

       Suggestions for ways of improving school discipline, covered wide ranging aspects of school life which implied that school discipline policies and improvement programs should be widely based to consider all factors in-and out-side school.

       Conclusions from this study made it very clear that no specific school programs and practices or parental action alone would improve discipline in the school. A wider approach in which many different school practices are reviewed appears to be a better way of addressing discipline problems when changes are necessary.

       Although teachers did not give great weight to their own role in school discipline, their responses suggested a direct link between student behaviour and instructional practice. Additionally, teachers’ responses suggested a reciprocal casual relationship between students’ achievement and their behaviour. The researcher would argue that school discipline could be improved by working on students’ achievement, which would positively reflect on their perceptions of themselves and their school and subsequently on their behaviour. A wide school discipline improvement program should consider differences between students on all levels, academically, culturally and otherwise. Teaching methods used by teachers, learning activities provided for students, and school rules should all consider individual differences between students.

       Additionally, teachers in this study underlined the importance of teacher training program and their need for courses in classroom and behaviour management, especially in on-going professional development. Finally, high quality teaching was suggested as a means for improving school discipline. These two aspects need to be given much emphasis in school discipline improvement program. Similar recommendations appeared in a study by Weishew and Peng (1993) in which they emphasized the importance of school program and practices that would raise student’s achievement and educational expectations.

       From the first grade (i.e. six years old) to grade twelve (i.e. 18 years old), teachers in public schools in Jordan are expected to teach from predetermined textbooks. Each subject has a special textbook and the teacher has to follow the exact order of the topics in this book and to cover all of these topics. Moreover, teachers are encouraged to restrict their teaching to the topics covered in the textbook and to teach these topics using the teaching strategies and method which they are suggested in the teacher’s guidebook. This prevents teachers from being creative in their teaching (Haroun and O’Hanlon, 1997a). Consequently, improvements in teaching methods used by teachers in Jordan are unlikely to be attained if the Ministry of Education does not allow teachers more freedom in planning and delivering their own lessons.

       A whole school approach for school discipline improvement, according to the teachers in this study, should be based on involvement and participation of individuals in all the concerned groups and on cooperation between these groups. In particular, parents’ participation is very crucial. Teachers thought that parents could help in improving school discipline by becoming more involved in their children’s education, monitoring their behaviour and helping them to improve their achievement. This call for the strengthening of communication between the school and parents, which, the researcher believes, should be the shared responsibility of teachers and administrators.

       Teachers laid great emphasis on within-school improvements to develop school discipline. This is consistent with findings which Haroun and O’Hanlon (1997b, in press) have recently found. Congruent with this study, teachers in Haroun and O’Hanlon (1997b) expressed the belief that ‘good’ school discipline relied on a well-organized school layout that encouraged students to behave in an acceptable way and that reflected high teacher expectations. Emphasis was also laid on the importance of good school facilities and resources that facilitated students’ learning and eased their movement around the school. Neither study, however, indicated whether teachers perceive within-school improvements as part of their duties or as external to their responsibilities –and may beyond their control. This is an area for further research to obtain greater understanding of this issue. Moreover, policy makers in the Ministry of Education need to consider seriously their discipline regulations and their relationship to within-school factors, and possibly to make some necessary changes as suggested by the teachers. It seems appropriate that the Ministry of Local Education Authorities should decentralize decisions concerned with internal school matters by widening the range of headteachers’ responsibilities.

       Teachers’ perceptions of interpersonal school relationships as factors influencing the status of discipline focused attention on the importance of understanding schools as social institutions and communities with many similarities to other organizations. The structure of power relationships between different groups in the school could be part of this investigation for greater understanding. Research and practical work in school effectiveness and school improvement program should always include social cohesiveness in institutional structures.

       As said earlier, cultural influences and the historical belief in the effectiveness of corporal punishment still have the strongest impact on teachers’ beliefs and practices in Jordan. This call for extra efforts to be made in teacher training program to affect change in this belief and to convince teachers of the effectiveness and, more important, the applicability of other positive means of implementing discipline in schools and classrooms.
Conclusion:


       To achieve the previous aim, Initial Teacher Training Program could provide beginning teachers with opportunities to examine their own beliefs about discipline to obtain a deeper understanding of their own implicit beliefs and values. Teachers need to feel confident about ‘how’ they practice their teaching, therefore providing them with information based on literature and research, supported by practical experience with reflection in ‘how’ discipline works to support learning within classrooms and schools, would strengthen school professional practices.

       Also, ‘in-service’ course for the further professional development of teachers in schools in Jordan on the subject of ‘classroom and school management’ could be based on practical research with reflection and action to improve school situations from within. It appears from the research outlined above that any school-based professional development proposed should include administration staff, parents and others concerned with discipline issues, if success is to be achieved in negotiating better policies and practices.
Refrences:

1. Blase, L. (1986). A Qualitative Analysis of Sources of Teacher Stress: Consequences for Performance. American Educational Research Journal, vol. 23, no. 1, pp. 13-40.

2. Borg, W. and Gall, M. (1989). Educational research: An Introduction. 5th edition, New York; London: Longman.

3. Brophy, J. (1980). Education teachers about managing classrooms and students. Teaching and Teacher Education, Vol.4, no.1, pp.1-18.

4. Brophy, J. and Rohrkemper, M. (1981). The influence of problem ownership on teachers’ perceptions of and strategies for coping with problem student. Journal of Educational Psychology, Vol.73, no.3, pp.269-311.

5. Ghazan, M., Laing, A. and Davies, D. (1994). Emotional and Behaviour Difficulties in Middle Childhood, The Falmer Press.

6. DES (1989). Discipline in Schools (The Elton Report). HMI, London.

7. DES (1987). Good Behaviour and Discipline in schools, Education Observed 5, HMI, London.

8. Docking, J. (1987). Control And Discipline In Schools. Harper&Row Ltd.

9. Doyle, W.(1985). Recent research on classroom management: Implication for teacher preparation. Journal of Teacher Education, vol.36, no.3, pp. 31-35.

10. Gresch, I. (1990). Dealing with disruption. Special children, no.40, pp.7-10.

11. Haroun, R. and O’Hanlon, C. (1997a). Teachers’ perceptions of discipline problems in a Jordanian secondary school. Pastoral Care in Education, vol. 15, no. 2, pp. 29-36.

12. Haroun, R. and O’Hanlon, C. (1997b). Do teachers and students agree in their perception of what school discipline is? Educational Review, vol.49, no.3. pp. 22237-250.

13. Johnson, B., Whitington, V. and Oswald, M. (1994). Teachers’ view on school discipline: a theoretical framework. Cambridge Journal of Education, vol. 24, no. 2. pp. 261-276.

14. Johnson, B., Oswald, M and Adey, K. (1993). Discipline in South Australian primary schools. Educational Studies, vol. 19, no. 3, pp. 289-305.

15. Jones, V. and Jones, L. (1981). Responsible Classroom Discipline. Boston; London: Allyn and Bacon.

16. June, M. (1981). A study of the relationship between organizational climate and teacher perceptions of discipline effectiveness, unpublished PhD thesis, Peabody college for teachers of Vanderbilt University.

17. Kyriacou, C. and Newson, G. (1982). Teacher effectiveness: a consideration of research problems. Educational Review, vol.34, no. 1, pp. 3-12.

18. Lawrence, J., Steed, D. and Young, P. (1983). Coping with disruptive behaviour. Special Education, vol. 10, no. 1, pp. 9-12.

19. Malone, B. (1980). An analysis of the reaction to the role of disciplinarian as conducted within a selected Chicago public school discipline, unpublished EDD thesis, Loyola University of Chicago.

20. Manfred, S. (1993). A comparative study of public and private school seventh and eight- grade teachers’ perceptions of school discipline, unpublished EDD thesis, Memphis State University.

21. Marshall, C. and Rossman, G. (1995). Designing Qualitative Research. 2nd edition, London: Sage.

22. Miles, M. and Huberman, M. (1994). Qualitative Data Analysis, Second Edition, Sage Publications.

23. Munn, P., Johnsone, M. and Chalmers, V. (1992). Effective Discipline in Secondary Schools And Classroom. Paul Chapman Publishing. Ltd.

24. Ogilvy, C. (1994). An Evaluative of Review of Approaches to Behaviour Problems in the Secondary Schools. Educational Psychology, vol. 14, no. 2, pp.195-206.

25. Patton, M. (1990). Qualitative Evaluation and Research Methods, Second Edition, Sage Publications.

26. Reed, R. (1983). Administrators’ advice: Causes and remedies of school conflict and violence. NASSP Bulletin, 67(462), pp.75-79.

27. Rutter, M., Maughan, B., Mortimore, P., & Quston, J. (1982). Fifteen thousand Hours: Secondary Schools and their effect on children. Open Books Publishing Ltd.

28. Savage, T.(1991). Discipline for Self-Control. Prentice Hall.

29. Short, P., Short, R. and Blanton, C. (1994). Rethinking student discipline. Corwin Press, INC.

30. Stephen, H.(1993). Parent and teacher perception of discipline problems and solution in small, urban, western piedmont north Carolina high schools, unpublished EDD thesis, The University of North Carolina At Greensboro.

31. Turner, C. (1993). Teachers’ perceptions of Effective Classroom Management within an Inner-City Middle School. Paper presented at the Mid-South Educational Research Association, New Orleans.

32. Watkins, C. and Wagner, P. (1988). Care and control: The group management perspective. Pastoral Care in Education, vol. 6, no. 3, pp. 2-9.

33. Watkins, C. and Wagner, P. (1987). School Discipline: a whole-school approach. Oxford: Basil Blackwell.

ملخص


      هدفت هذه الدراسة التعرف إلى إدراكات المعلمين المتعلقة بالانضباط المدرسي. وقد حاولت الإجابة عن سؤالين هما: ما الأسباب التي يعزو إليها المعلمون مشكلات الانضباط أو مشكلات الطلبة السلوكية؟ وما الحلول التي يقترحها المعلمون للتعامل مع هذه المشكلات؟ وقد أجريت الدراسة في مدرسة ذكور حكومية في غرب مدينة عمان يبلغ عدد طلبتها 800 طالب يتعلمون في الصفوف من السابع الأساسي وحتى الثاني عشر. وقد جمعت المعلومات بإجراء مقابلات فردية شبه مقيدة مع جميع معلمي المدرسة والبالغ عددهم 28 معلماً. وقد حللت النتائج باستخدام أساليب التحليل النوعي. وأشارت نتائج الدراسة إلى وجود ستة مصادر للعزو ربط المعلمون بينها وبين مشكلات الانضباط، وهذه المصادر هي: عوامل أسرية، وعوامل ترتبط بالطالب نفسه، وعوامل مدرسية، وعوامل ترتبط بالمعلم، وعوامل ترتبط بالعلاقات الشخصية، ثم أخيراً عوامل ترتبط بسياسة وزارة التربية والتعليم. كما دللت النتائج على وجود اتساق بين الأسباب التي حددها المعلمون لمشكلات الانضباط والحلول التي اقترحوها للتعامل مع هذه المشكلات وذلك في بعض الجوانب، في حين غاب الاتساق في جوانب أخرى.


Abstract


The paper explains the results of an in-depth investigation into discipline practices and problems in a large school in Amman. How teachers in the school viewed discipline problems and their causes and what they saw as a solution to the problems were the key questions answered in the research. All teachers were interviewed –by the researcher- about their perceptions of causes of discipline problems and their suggestions for improving the quality of discipline in the school. Data collected in this study were analysed using qualitative data analysis methods. Teachers’ attribution patterns of discipline problems were defined and developed within 6 categories viz., 1.Within –family factors. 2. Within-student factors. 3. Within-school factors. 4. Within-teacher factors. 5. Interpersonal relationships. 6. Policy of the Ministry of Education. Recommendations emerge with the analysis of the data, with practical   implications   for   improving  school  practice  and  effectiveness. It 











































































































51
































26

















































































































































































































16.5












































































































































































































































appeared from this study that any school-based professional development proposed should include administration staff, parents, and others concerned with discipline issues, if success is to be achieved in negotiating better policies and practices.
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