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Abstract 
The purpose of this study and related survey is to examine the common disruptive and aggressive 

behaviors exhibited by students with severe behavior and emotional disorders in the music 

education setting.  Specific diagnoses considered in this study were Attention Deficit-

Hyperactive Disorder, Conduct Disorder, and Oppositional Defiant Disorder.  Dunlap, Strain, 

and Wilson (2006),  Scott, Nelson, and Liaupsin (2001), Stormont, Reinke, and Herman (2011), 

and Westling (2010) revealed a lack of correlation between identified best practices in serving 

children with behavior problems and what is in fact implemented in the classroom. The present 

study surveyed music educators to identify best practices in instructional strategies and behavior 

management techniques in the music environment.   

Music educators from six Midwestern states participated in the descriptive study.  The survey 

included questions on teacher demographic information, frequency of student behavior 

challenges, teachers’ level of confidence in managing a classroom, teacher strategies, 

consequences for student behaviors, challenges presented by the presence of students with 

emotional and behavioral disorders in the music setting, and types of support available to music 

teachers.  Results indicated that disruptive behaviors occurred on a daily basis for music 

teachers, especially student behaviors such as talking without permission, not following 

directions, and hyperactivity.  Elementary teachers described a higher frequency rate of 

misbehavior and more students with Attention Deficit-Hyperactive Disorder, Conduct Disorder, 

and Oppositional Defiant Disorder compared to music teachers in middle schools and high 

schools.  Many music teachers used what are considered evidence-based best practices in 

classroom management.  In addition, music teachers reported a fairly high rate of support and 

collaboration with other staff in their schools. 
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CHAPTER 1 

INTRODUCTION 

The Individuals with Disabilities Education Act (IDEA) of 2004 stipulates that students 

with disabilities be educated in the least restrictive environment. The current educational 

philosophy of full-inclusion necessitates that to the greatest extent possible, students with severe 

behavior disorders are fully included in the regular education setting. The majority of students 

ages 6 to 21 with all disability categories, 95%, were served in regular public school in 2009, the 

latest year for statistics (U.S. Department of Education, National Center for Education Statistics, 

2012).  Music educator and researcher Alice-Ann Darrow (1999) explained, “There are few 

issues in education today with such important implications for music educators as the practice of 

inclusion,” (1999, para. 2).  Powell et al., (2011) acknowledged that students with challenging 

behaviors, including aggressive tendencies, “create major management problems” which can 

interfere with the learning of others as well as themselves (p. 233).  In short, all types of students, 

including those with behavior problems, are present in today’s music classrooms. 

Bradley, Henderson, and Monfore (2004) analyzed the current state of education for 

students with severe emotional and behavioral disorders in their examinations of research 

conducted by the National Office of Special Education Programs (OSEP).  The three main 

studies supported by OSEP were:  The Study of State and Local Implementation and Impact of 

the Individuals with Disabilities Act, the Special Education Elementary Longitudinal Study, and 

the National Longitudinal Transition Study-2.  For school year 2000-2001, there were 472,932 

students aged 6 to 21 with the diagnosis of an emotional and behavioral disorder (Bradley et al, 

2004.).  This is a significant increase from 355,696 students with an emotional and behavioral 

disorder for school year 1990-1991.  Among elementary and middle school students with 
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emotional and behavioral disorders, 80% were male.  Among high school students with the same 

diagnosis, 75.8% were male.  The Bradley et al. research demonstrated that students with 

emotional and behavioral disorders were “predominately male, are disproportionately African 

American,” and overall were offered special services later than students from other disability 

categories (2004, p. 214).  Wagner, Kutash, Duchnowski, Epstein, and Sumi (2005) examined 

the OSEP data and found that African Americans were represented at the rate of 25% to 27% for 

students with emotional and behavioral disorders (EBD).  Wagner et al. obtained poverty rates 

for the families of children with emotional and behavioral disorders (EBD).  They reported that 

33.2% of elementary and middle school children with EBD lived in poverty while 29.8% of high 

school students with EBD lived in poverty.  These rates were significantly higher than for 

students from the general population—16% of elementary and middle school students, and 

19.7% of high school students. 

Teachers do not need have to have expert diagnostic skills to identify students with 

severe emotional and behavioral disorders.  “These students usually stand out in class after the 

first few days of school,” according to Bowen, Jensen, & Clark (2004, p. 28).   Webster-Stratton 

(2000) warned educators that the prevalence of students with disruptive behavior disorders is 

increasing.  Strain (2001) explained that students with emotional and behavioral disorders are a 

serious concern for people who care for them. Children who were oppositional, defiant, 

disruptive, and noncompliant were at the “top of service provider lists or referrals, other 

placements, and ‘most troubling’” (Strain, 2001, para.1).  Regarding students with emotional and 

behavioral disorders, Strain cautioned, “There is perhaps no other group of individuals with 

disabilities for whom the developmental course is so certain and negative if they are not treated 

or are poorly treated” (2001, para. 1). 
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According to the Department of Education’s National Longitudinal Transition Study-2 

(NLTS-2) (2009), most students with disabilities ages 13 to 16 years old were included in 

nonacademic courses, such as music, for roughly two courses out of a typical seven-course 

weekly schedule. The NLTS-2 reported that 47% of students with an emotional and behavioral 

disorder were involved in fine arts class. (The NLTS-2 did not provide a breakdown of specific 

fine arts classes).  Music educators find students with severe behavior and emotional disorders to 

be difficult to integrate in music classes, despite music class being a very popular class for 

students with behavior problems (Adamek & Darrow, 2005; Darrow, 1999).  

Purpose of the Investigation 

Publications by music education experts have considered inclusion practices (Adamek & 

Darrow, 2005; Atterbury, 1990; Bauer, 2001; Bernstorf, 1996; Buck, 1992; de l’Etoile, 2005; 

Hendel, 1995; McCord & Watts, 2006; Price, 2012).  It is apparent that the inclusion of students 

with emotional and behavioral disorders in the music education setting is a critical issue for 

music educators. Therefore, it seemed imperative to investigate precisely what behavior 

challenges music educators’ experience in their classrooms and what strategies are indeed 

successful for their students with emotional and behavioral disorders.   

Stormont, Reinke, and Herman (2011) revealed a lack of research regarding teacher 

competencies and characteristics that were supportive of students with emotional and behavioral 

disorders, especially in the area of implementing research-based interventions.  Only half of 

general educators were familiar with the term “evidence-based,” according to Reinke, Stormont, 

Herman, Puri, and Goel (2011).   Evidence-based practice in education can be defined as 

interventions, instructional strategies, or teaching methods that foster positive results when 

experimentally tested (Mesibov & Shea, 2011).   Gable, Hester, Rock, and Hughes (2009) 
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investigated evidence-based best practices in classroom management. The list of evidence-based 

best practices in classroom management as outlined by Gable et al. included three components:  

(1) behavioral expectations should be taught in a systematic fashion; (2) students need numerous 

opportunities for positive feedback; and (3) teacher praise should be specific, addressing the 

desired behaviors and used with physical proximity.   

Simonsen, Fairbanks, Briesch, Myers, and Sugai (2008) pinpointed five components of 

classroom management that are considered best practices: (1) provide structure; (2) post, teach, 

review, monitor, and reinforce behavior expectations; (3) provide active learning opportunities; 

(4) use a continuum of responses to desired behavior; (5) use a continuum of strategies to address 

inappropriate behavior. Simonsen’s team (2008) recommended explicit, specific reprimands, 

positive feedback, contingent reinforcement, and time-out as effective strategies.  The Gable et 

al. (2009) study and the Simonsen et al. (2008) research concerned the general academic setting, 

not the music education setting, which points to the importance of this current research project.   

As a review of literature demonstrates, there is a great deal of information about students 

with emotional and behavioral disorders.  Many writers have addressed music teachers’ concerns 

about managing disruptive behaviors in the music setting.  However, there is a general lack of 

studies that address current music teachers’ experiences with disruptive and aggressive behaviors 

in the music education setting, prevalence of students with emotional and behavioral disorders in 

music classes, which instructional supports were used regularly. Nor is there information on 

what is considered best practices in terms of music instructional strategies and behavior 

management strategies in music environments.   

As stated previously, the majority of general educators were faced with significant 

behavior problems in the classroom including:  disruptive or acting out behavior, inattention, 
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hyperactivity, defiant behavior, peer problems, and aggression (Reinke, Stormont, Herman, Puri, 

& Goel, 2011).  Because many music educators (Adamek & Darrow, 2005; Atterbury, 1990; 

Bauer, 2001; Bernstorf, 1996; Buck, 1992; de l’Etoile, 2005; Hendel, 2012; McCord & Watts, 

2006; Price, 2012) have offered recommendations for the inclusion of students with behavior 

disorders, there is a need for a study that focuses on the inclusion of students with emotional and 

behavioral disorders in the music education setting.  

Harrison, Vannest, Davis, and Reynolds (2012) concluded that although knowing specific 

diagnoses of students is important, teachers find an analysis of specific types of disruptive 

behavior to be useful in designing instructional and behavioral strategies.  In Shirk’s (2008) 

survey of elementary music teachers, the most frequent behavior concern was impulsive 

behavior, followed by arguing, and aggression towards peers.  The least frequent behavior 

reported was aggression towards the music teacher, with 15% of the music teachers experiencing 

it once a week.  Aggression towards staff was identified as the behavior concern that music 

teachers felt unprepared to manage.  Shirk found the following figures in terms of music teachers 

feeling prepared to manage particular behaviors:  58% music teachers could manage impulsivity; 

56% could manage argumentative behavior; only 49% felt prepared to handle aggression towards 

peers; and only 42% were prepared for aggression towards themselves (the teacher).  

Consequently, the present research asked music educators to identify specific types of 

challenging behaviors they face, such as talking without permission, not following directions, 

oppositional or defiant behavior, verbal aggression, physical aggression, damage to property, and 

leaving class without permission.   

The survey in this present research was designed to identify the impact of students with 

challenging behavior problems in the music education setting. Hahn (2010) found that top 
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concerns for music teachers were the inclusion of students with emotional and behavioral 

disorders, Attention-Deficit/Hyperactivity Disorder, and learning disabilities.  In the present 

research, information was requested about diagnoses of students that music educators 

encounter—Attention-Deficit/Hyperactivity Disorder, Conduct Disorder, Oppositional Defiant 

Disorder, and any other type of behavior disorders.  Shirk’s (2008) dissertation about elementary 

music specialists revealed that 6% did not know which of their students had an Individualized 

Education Plan (used for students with an identified disability) and 12% did not know the 

specific emotional and behavioral disorders of their students.  Therefore, the present survey 

includes the option of “I don’t know.”  In addition, the current study expands the participant pool 

to include secondary level music educators. 

The literature review will examine strategies suggested by music teachers (Adamek & 

Darrow, 2005; Atterbury, 1990; Bauer, 2001; Bernstorf, 1996; Buck, 1992; Darrow, 1999; De 

l’Etoile, 2005; Hammel & Hourigan, 2011; Hendel, 2012; MacSuga & Simonsen, 2011; McCord 

& Watts, 2006; Price, 2012).  The current survey asks music teachers to identify what strategies 

are successful for their students with behavioral challenges. 

Darrow (1999) identified three of the most frequently occurring disabilities of students in 

music class: behavior disorders, attention deficit disorders, and learning disabilities. Darrow also 

found that students with behavior disorders were more of a critical issue for general music 

teachers, especially in elementary schools.  It may be that students with emotional and behavioral 

disorders self-select out of participating at the secondary level, are not chosen by music teachers 

to participate at the secondary level, or may have dropped out of school. 

Other researchers found similar information.  According to Alter, Walker and Landers 

(2013), in the general education setting, there were significant differences among elementary, 
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middle school, and high school teachers regarding the prevalence of challenging behaviors and to 

the degree to which behaviors were problematic. Alter et al. found all types of challenging 

behaviors were more prevalent and more problematic for elementary teachers compared to 

middle school and high school teachers.  The present study asked for data on what grade level 

the surveyed music educators taught in order to determine if there was a difference in the 

experiences of elementary music teachers compared to secondary music teachers.   

Teachers recounted a lower sense of confidence when confronted with difficult and 

defiant students in Baker’s (2005) survey of general educators.  Walter, Gouze, and Lim (2006) 

found that general educators did not feel confident about their ability to manage the mental 

health challenges in their classrooms.  Westling (2010) also addressed general educators’ 

confidence levels, finding that with experience classroom teachers had more confidence in 

managing challenging behaviors.  

Hicks (2012) found a significant relationship between a beginning teacher’s (three or less 

years of experience) sense of confidence in managing their students’ behavior with less 

experienced general education teachers reporting less confidence.  Therefore, it seemed 

important to have music teachers rate their level of self-efficacy in managing particular 

disruptive behaviors.   Do years of experience in teaching music correlate with higher levels of 

confidence in managing disruptive behaviors? 

Half of the elementary music teachers in Shirk’s (2008) study did not feel capable of 

managing severe aggression of students with emotional and behavioral disorders (EBD), nor did 

they feel they had enough support within their school. The present study asked if music teachers 

benefit from the aid of paraprofessionals when including students with EBD in music class. 

Other types of support listed in the present study are similar to the Westling (2010) survey, 
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which included support from other colleagues, a behavioral specialist, building administrators, 

parents, and/or a team, in developing a written behavior intervention plan. 

Westling’s (2010) research examined teachers in regular education and special education 

and their experiences with students with emotional and behavioral disorders.  Westling examined 

the use of intervention strategies, support, and training. Low percentages were found across the 

board.  Westling found that 81% of classroom teachers reported that disruptive behaviors 

interfered with the learning of the disruptive child; 88% of teachers reported that behavior 

disruptions interfered with the learning of peers.  Because Westling’s population was teachers in 

regular and special education, it is important to compile data from music educators in this current 

study.   

Research Survey 

 The purpose of this current research was to investigate the experiences of music 

educators, grades K through 12, pertaining to classroom management issues in general, and the 

inclusion of students with emotional and behavioral disorders specifically in the music classroom 

or rehearsal setting. 

Research Questions 
 

1. What are the demographic characteristics of music teachers who report their 

experiences with students who exhibit disruptive behaviors?   

What is the descriptive information about the schools and communities in which they 

teach? 

2. What specific types of disruptive behaviors do music teachers encounter on a regular 

basis? 
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For each participating music teacher, how many students demonstrate recurring 

behavior problems? 

Are students with the following specific diagnoses included in music class?   

a. Attention-Deficit/Hyperactivity Disorder  

b. Oppositional Defiant Disorder 

c. Conduct Disorder 

d. Other emotional and behavioral disorders 

3. What are the levels of confidence of music teachers in working with students who 

exhibit disruptive behaviors? 

4. What are the effective strategies and consequences that music teachers employ to 

address disruptive behaviors? 

5. What are sources of support for music teachers in managing students with emotional 

and behavioral disorders?  

6. What is the nature of the differences between the experiences of elementary music 

teachers compared to those that teach middle school or high school? 

7. What is the nature of the differences between the classroom management experiences 

of music teachers in urban, suburban and rural communities? 

8. Are there differences in the behavior management of students by music teachers 

depending on the socio-economic status of their schools? 
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  CHAPTER 2 

REVIEW OF THE LITERATURE 

Description of Students with Emotional and Behavioral Disorders 

Adamek and Darrow (2005) explained that students with emotional and behavioral 

disorders, “unfortunately, are often seen simply as troubled students vying for attention and not 

as students with a disability who are deserving of the same educational provisions as students 

with physical, cognitive, or sensory disabilities” (p. 135).  Following is descriptive information 

of students with emotional and behavioral disorders (EBD) and their experiences in school.  

Then there is an explanation of the three categories of students with EBD.  The impact that 

students with EBD have in both the general education setting and the music education setting in 

particular will be examined. There also is a discussion of effective behavior management 

strategies recommended by general education and music education professionals. 

In the 2002 annual report to Congress on the implementation of the Individuals with 

Disabilities Education Act (IDEA), the Department of Education explained that public attention 

on students with behavioral difficulties has increased.  “Disruptive behavior interferes with the 

educational process, and places a burden on teachers” (U.S. Department of Education, 2002, p. 

III-17). Students with chronic aggressive or bullying behaviors are often referred for placement 

in special education.   

However, not all disruptive students require an assessment or special education 

placement because misbehavior is “highly context-specific and may not generalize over time or 

across settings” (U.S. Department of Education, 2002, p. III-18). Consequently, many teachers 

today face a variety of challenging behaviors in their classrooms.  Compared with all other 

disability categories, students with emotional disturbance scored significantly higher across the 
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spectrum of behaviors:  fights with others, argues with others, acts depressed, gets easily 

distracted, acts impulsively (U.S. Department of Education, Table III-6). 

Walker, Ramsey, and Gresham (2003) identified antisocial behavior as one of the most 

prevalent forms of psychopathology found in young people, a factor in a number of behavioral 

problems.  The most typical forms of antisocial behaviors were noncompliance, aggressive 

behavior, bullying, acts of defiance, and truancy (Walker et al., 2003).  “Emerging public 

concerns regarding the safety of students in the school setting coupled with recent school 

shootings and media coverage of youth violence in general are generating enormous pressures on 

educators to take ownership of the problems presented by antisocial, delinquent, and violent 

youth” (Sprague et al., 2001, p. 18).  According to the National Center for Educational Statistics 

(2012), students with emotional and behavioral disorders had a higher dropout rate, had lower 

graduation rates, and were incarcerated more often compared to their peers.    

In their pivotal work, Music in Special Education, Adamek and Darrow (2005) made 

clear that music teachers find that students with behavior disorders posed the maximum 

challenge to effectively managing a music classroom.  Students with severe behavior disorders 

are “generally unhappy individuals, and they are often successful at making everyone around 

them unhappy as well” (p. 135).   

Gilbert and Asmus (1981) found that the majority of music teachers, 63%, had students 

with all categories of disabilities in their classrooms. In their study, a greater number of 

elementary music teachers were faced with students with behavior disorders than music teachers 

of higher grades.  Darrow (1999) confirmed that higher numbers of elementary music teachers 

encounter students with behavior disorders compared to secondary music teachers.  
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Gfeller, Darrow, and Hedden (1990) explained that in contrast to regular academic 

settings, the general music classroom requires more group cooperation and student collaboration. 

However, students with emotional and behavioral disorders may lack the necessary skills to 

establish or maintain positive interpersonal interactions with peers and with staff.  Because 

students with behavior disorders also have a high rate of learning difficulties, they may express 

their anxieties in learning challenging tasks by acting inappropriately. 

Students with behavior disorders and aggression are significant challenges for regular 

education teachers in managing their classrooms; moreover, students with disruptive behavior 

impede their own academic progress (Powel et al., 2011).  The type and severity of disability 

influences music teachers’ attitudes (Sideridis & Chandler, 1997).  Music teachers view students 

with emotional and behavioral disorders less favorably because of the considerable demands in 

modifying instruction and managing behavior (Sideridis & Chandler).   

Concerning the challenges of students with behavior problems, “their aggressive, 

disruptive, and defiant behavior wastes teaching time, disrupts the learning of all students, 

threatens safety, overwhelms teachers—and ruins their own chances for successful schooling and 

a successful life” (Walker, Ramsey, & Gresham, 2003, para. 1).  Educators face a significant 

dilemma:  “The Individuals with Disabilities Education Act states that schools cannot expel a 

student for behavior that is a manifestation of the child’s disability” (Hall, Williams, & Hall, 

2000, p. 219).  Consequently, students with severe disruptive behaviors are fully included in 

schools today, causing not only problems for themselves as students, but posing a challenge to 

their teachers as well. 

The 2002 report to Congress by the U.S. Department of Education stated, “Students with 

recurrent behavior problems are at risk for later delinquency or criminality” (p. III-18).  Valois, 
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MacDonald, Bretous, Fischer, and Drane (2002) found that aggressive and violent behavior 

reaches a zenith during the teenage years.  They concluded that adolescent aggression and 

violence “develops and manifests within a complex constellation of factors” (p. 454).  Higher 

risks for aggression were correlated with the more risk factors a child experienced. Poverty was 

the “strongest predictor of violence, especially combined with prejudice and discrimination” (p. 

459). 

School Failure and Exclusionary Practices 

 “Poor academic achievement at the elementary, middle, and high school levels has 

consistently predicted later aggression and violence for both male and female adolescents,” 

stated Valois, MacDonald, Bretous, Fischer, and Drane (2002).   Walker and Sprague (1999) 

declared there was an “overwhelming” amount of evidence of the positive correlation between 

inadequate academic skills and delinquency in adolescents. Academic failures, most especially 

reading deficits, were predictive of at-risk behaviors of delinquency.  Farrington (1989) said that 

the best predictors of aggression and violence in teenage boys were low social-economic status, 

school failure, having Attention-Deficit/Hyperactivity Disorder, and antisocial behavior (p. 79).   

In the 2002 annual report to Congress on the implementation of the Individuals with 

Disabilities Education Act (IDEA), the U.S. Department of Education underscored the strong 

relationship between academic learning and a student’s behavior.  The U.S. Department of 

Education reported that planning an individualized education program (IEP) was “crucial” for 

students with behavioral challenges (U.S. Department of Education, 2002, p. III-17).  The report 

recommended that students with behavioral difficulties need an IEP, which serves as a “blueprint 

for change and a key to the goal of giving students with disabilities access to the regular 

education curriculum” (p. III-17).   Additionally, the U.S. Department of Education makes it 
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mandatory that students whose behaviors interfere with their education process receive a 

functional behavioral assessment. 

Scott, Nelson, and Liaupsin (2001) explained that students with emotional and behavioral 

disorders (EBD) often encounter failure.  “Students with academic or behavior difficulties 

experience time in the classroom not as an exciting opportunity for learning, but as an aversive 

situation” (p. 313).   Academic failures cause students to avoid school demands, thereby 

“increasing academic deficits and further negative interactions with teachers” (p. 313). The 

critical, fundamental concept that governed the Scott study was that “students who are successful 

in school have little incentive to engage in behaviors that might typically result in their exclusion 

from school” (p. 319).   The researchers challenged educators to “create school environments 

that maximize the probability of academic and social success” (p. 316).  Appropriate social 

behaviors are interrelated with academic behaviors so both types of behaviors need to be taught 

with equal weight of importance, using established instructional techniques that “represent best 

practices in teaching academics” (p. 317).   Scott and associates made this crucial remark:  “If 

these children [with EBD] could learn in the absence of effective instruction, they already would 

have done so” (p. 316).  

Students with problem behaviors were found to be treated more negatively by their 

classroom teachers. Van Acker, Grant, and Henry (1996) explored the relationship between 

teacher and student behavior for students identified at risk for aggressive behavior.  Twenty-five 

teachers and 206 elementary students at risk for aggression were included in the study.  “Praise 

for these students appears to be a random event” (“Discussion,” para. 9).  Between teachers and 

students, a teacher’s reprimand predicted additional negative behavior in the students, while 

reprimands after a negative behavior actually increased the likelihood of additional negative 
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and/or noncompliant behaviors.  Scott, Alter, and Hirn (2011) confirmed this negative 

relationship:  “Students with behavior problems received three times more negative feedback” 

from teachers during 1,000 observations in all grade levels (p. 636). 

Gunter (1994) summarized several of his research projects concerning the interactions 

between aggressive students and their teachers, finding that the interactions were rarely positive.  

Negative interactions that involved aggression, disruption, and negative consequences from the 

teacher occurred 22% of the time.  In contrast, positive interactions that involved positive 

consequences and praise were observed only 3% of the time.  The negative interactions increased 

the likelihood of more disruptive behaviors.  Gunter stated that students identified with 

challenging behavior problems “seldom received positive consequences such as praise or 

positive physical contact, even when they engaged in appropriate behavior” (p. 36). 

 Suspensions are a type of negative reinforcement from a reactive standpoint versus a 

proactive approach. Exclusionary practices benefit the school staff, not the student, according to 

Larson (2005).   In their study, Scott, Nelson, and Liaupsin (2001) found that students with 

disruptive behaviors were regularly removed from class, sent to the principal’s office, or 

suspended from school.  As a result, a vicious cycle commences which breeds more failure and 

exclusion. They stated:   

                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                          

This cycle of undesired behavior and disciplinary removal obviously exacerbates 

the problem.  Students with academic deficits need more intensive and effective 

instruction, not removal from the learning environment.  Exclusion from 

academics typically results in even greater academic deficits, which in turn, leads 

to more frustration with academic tasks, establishing the occasion for additional 
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behavioral challenges and further exclusion from classroom instruction, thereby 

contributing to an escalating cycle of academic and social failure (p. 314, Scott’s 

emphasis). 

In their 2005 analysis, Wagner, Kutash, Duchnowski, Epstein, and Sumi established that 

more than half of elementary and middle school children with emotional and behavioral 

disorders were suspended or expelled—47.7%—compared to only 13% of typical children of the 

same age.  The rate of suspension and expulsion was even more staggering for high school 

students with emotional and behavioral disorders—72.9.  According to the National Longitudinal 

Transition Study-2, 63% of students with emotional and behavioral disorders in grades 7-12 had 

been suspended or expelled, averaging seven incidents per year (U.S. Department of Education, 

2006).   Students with aggressive behavior problems may in fact exclude themselves. Students 

with aggressive behavior problems combined with low academic achievement were more at risk 

for dropping out of school compared to classmates (U.S. Department of Education, 2002). 

Bowman-Perrott. (2013) and Bradley, Henderson, and Monfore (2004) examined the data 

set from the Special Education Elementary Longitudinal Study conducted by the National Office 

of Special Education Programs.  Bowman-Perrott et al. determined that three specific groups of 

students with disabilities were at higher risk for exclusionary practices in schools (i.e., 

suspension and expulsion).  The three groups were students with Emotional Behavior Disorders 

(EBD), Attention-Deficit/Hyperactive Disorder (ADHD), and Learning Disabilities (LD).  

Bowman-Perrott’s team found that early suspension or expulsion from school was a strong 

predictor of later exclusion.  The risk was higher for students with EBD, followed by students 

with ADHD, then students with LD.  Boys and African American students had higher rates of 

suspensions and expulsions (Bowman-Perrott et al., 2013; Bradley et al., 2004).  Bowman-
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Perrott et al. found that a higher probability of exclusion occurred for students from non-two-

parent households.  Students with EBD, ADHD, or LD, who had a more positive social 

adjustment including academic and social skills, were less likely to be suspended or expelled 

from school (Bowman-Perrott et al., 2013). 

Terminology 

Emotional and Behavioral Disorders in Childhood and Adolescence 

Psychopathology terms used in this research project will be defined and prevalence 

quantified.  First is an explanation of the federal legislation regarding students with disabilities. 

Secondly, there are descriptions of emotional and behavioral disorders.  Finally, there is specific 

information about three particular diagnoses of students who exhibit disruptive or difficult 

behaviors. 

The Individuals with Disabilities Education Act (IDEA), enacted in 1990 and 

reauthorized in 1997 and 2004, recognizes 14 categories of disabilities.  One of the categories 

listed in the IDEA is emotional disturbance.  For a child to meet the federal definition of any 

disability, and therefore be eligible for special education and related services, there must be 

evidence of the student’s disability negatively affecting the child’s education performance 

(National Dissemination Center for Children with Disabilities, n.d.).   

As listed in the federal definition of emotional disturbance, IDEA, section 300.8, an 

emotional disturbance is a condition with one or more of the following characteristics: 

(a) An inability to learn that cannot be explained by intellectual, sensory, or health 

factors. 

(b) An inability to build or maintain satisfactory interpersonal relationships with peers 

and teachers. 
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(c) Inappropriate types of behavior or feelings under normal circumstances. 

(d) A general pervasive mood of unhappiness or depression. 

(e) A tendency to develop physical symptoms or fears associated with personal or school 

problems. (U.S. Department of Education, 2012, para. 4.1) 

Flick (2011) defined disruptive behavior as, “problem behavior that interferes with the 

teacher’s ability to educate other students, impairs the other students’ engagement in a school 

activity,” or precludes the child with emotional and behavioral disorders from learning or 

behaving appropriately (p. 4).  According to Forness, Kavale, King and Kasari (1994), there 

were two major types of behaviors that concern classroom teachers:  “not paying attention and 

disrupting the classroom” (p. 307).  Both types of classroom behaviors “correlate inversely with 

classroom achievement” (p. 307).   

Children who exhibit emotional and behavioral disorders (EBD) can have mostly 

externalizing behaviors or internalizing behaviors (Zionts, Zionts & Simpson, 2002). 

Externalizing behaviors are behaviors that are observable to others such as disrupting class, 

annoying peers, blaming others, stealing, fighting, destroying property, difficulty concentrating, 

behaving immaturely, impulsivity, and difficulty following directions.  “Externalizing behaviors 

prevent the child, or other children, from learning and behaving appropriately” (Zionts et al., p. 

20).  On the other hand, internalizing behaviors include being self-conscious, anxious, fearful, 

withdrawn, feeling worthless, perfectionism, lacking self-confidence, and clinging behavior 

towards adults (Schwenn et al., 1991).  The disruptive, externalizing behaviors of students with 

EBD often occur with “little or no provocation—these children seem to be in continuous conflict 

with those around them. . . . It is no wonder that children with emotional and behavioral 

disorders are seldom liked by others” (Heward, 1996, p. 253).   
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Because externalizing behaviors, especially aggressive actions, negatively put others at 

risk, including teachers and peers, they are a major concern of educators.  “Externalizing 

problem behaviors are linked to a range of undesirable outcomes such as social maladjustment, 

school failure, school dropout, and even incarceration” (U. S. Department of Education, 2002, p. 

III-30).  Teachers of students with emotional and behavioral disorders “must be ready to handle 

an especially large dose of aggression, for Conduct Disorder is one of the most common forms of 

exasperating deportment and psychopathology that brings students into special education”  

(Kauffman, 2001, p. 345).   

In their textbook on antisocial behaviors in schools, Walker, Ramsey, and Gresham 

(2004) suggested that the inclusion of students with behavior problems tests a teacher’s 

classroom management skills as well as their instructional skills, not to mention interfering with 

the learning of peers. Hall, Williams, and Hall (2002) stated: 

Schools are dealing with levels of violence that were unheard of a decade ago.  

Jonesboro, Arkansas; Springfield, Oregon; and Littleton, Colorado, are the headline grabbers.  

Meanwhile, the aggression by children that occurs on a daily basis in schools, which goes largely 

unreported by the media, is burgeoning. (p. 20).  Students who present persistent behavior 

problems in school “exhibit [aggressive] behaviors to a much greater degree than most children, 

with more frequency, more severity, and more consistency over time” (Bowen, Jensen, & Clark, 

2004, p. 28).  In 2004, they approximated the prevalence rate for EBD was between 5% and 

16%.  This means that typical classrooms generally have two or three students with EBD.   

There is some disparity in prevalence in the literature.  According to Niesyn (2009), in 

the primary elementary grades, the number of students with emotional and behavioral disorders 

(EBD) often is underreported because a diagnosis is purposely being delayed to observe the 



20 
 

child’s development, or the formal process of a diagnosis has not yet begun (Niesyn, 2009).  

Zionts, Zionts, and Simpson (2002) reported that public school principals estimated 3% to 6% of 

students had a severe EBD.  Flick (2011) calculated that in 2011, as many as 9% of students 

receiving services for special educations were labeled EBD, with 80% of the students with EBD 

being educated in the general education setting. The most common reasons for mental health 

referrals in school were for students who were hyperactive or impulsive, who had attention 

difficulties, or who had conduct problems (Gresham, MacMillan, Bocian, Ward, & Forness, 

1998).   

Diagnostic Criteria of Three Diagnoses 

The Diagnostic and Statistical Manual of Mental Disorders (5th ed.; DSM-5; American 

Psychiatric Association, 2013) described several diagnoses under the classification of 

Neurodevelopmental Disorders.  Attention-Deficit/Hyperactive Disorder is one of the specific 

Neurodevelopmental Disorders and will be examined below.  Under the DSM-5 classification of 

Disruptive, Impulse-Control, and Conduct Disorders, two diagnoses discussed in this thesis are 

Oppositional Defiant Disorder and Conduct Disorder.  Attention-Deficit/Hyperactive Disorder, 

Opposition Defiant Disorder, and Conduct Disorder may occur alone or comorbidly (American 

Psychiatric Association).  Students with these three disorders have problematic externalizing 

behaviors.  The general term of emotional and behavioral disorders (EBD) is commonly used in 

the literature to encompass all three diagnoses (i.e., ADHD, Oppositional Defiant Disorder, and 

Conduct Disorder) and will be used throughout this thesis (Bowman et al., 2013; Egger, & 

Angold, 2006; Sutherland, Lewis-Palmer, Stichter, & Morgan, 2008). 

Attention-Deficit/Hyperactive Disorder. Attention-Deficit/Hyperactivity Disorder 

(ADHD) is “considered one of the most serious and perplexing clinical disorders of childhood,” 



21 
 

according to Rapport and Chung (2000, p. 413).  Rapport and Chung suggested that there may be 

a difference in the neurophysiological functioning of the brains of children with ADHD, 

especially the regulatory and executive functioning dimensions.  The Diagnostic and Statistical 

Manual (DSM-5) defined the two characteristics of ADHD:  inattention, as well as hyperactivity 

and impulsivity (American Psychiatric Association, 2013). The two characteristics are 

“inconsistent with developmental level” and “not solely a manifestation of oppositional behavior, 

defiance, hostility, or failure to understand tasks or instructions” (p. 59-60). 

The following summary is a list of symptoms that exemplify the characteristics of 

inattention, hyperactivity, and impulsivity as delineated in the DSM-5 (American Psychiatric 

Association, 2013):   

 often failing to give attention to important details or making careless errors, 

 difficulty maintaining attention, 

 difficulty in listening when spoken to, 

 not following through with instructions or completing tasks, 

 difficulty in organizing, 

 avoiding tasks that require sustained effort such as schoolwork, 

 frequently losing materials needed for school work, 

 easily distracted by other stimuli, 

 forgetful, 

 fidgeting, 

 often out of seat in classroom, 

 running around, 

 inappropriately climbing in excess, 
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 difficulty playing quietly, 

 acting as if “driven by a motor” (p. 60),  

 talking in excess or blurting out answers, 

 difficulty in taking turns, and interrupting others, and/or 

 frequently interrupting or intruding on others’ conversations or activities. (pp. 59-60) 

Anastopoulos (1999) added further descriptions of ADHD symptoms as, “not listening to 

instructions, not finishing assigned work, daydreaming, and becoming bored easily” (pp. 99-

100). Children and adolescents with ADHD can be categorized with a combined presentation 

(inattention and hyperactivity-impulsivity), predominantly inattention, or predominantly 

hyperactive-impulsive.  It is the characteristics of hyperactivity and impulsivity that are 

disruptive in the school classroom.  ADHD symptoms “can be a serious challenge to academic 

instruction, social relationships, and classroom management” (Adamek & Darrow, 2005, p. 139).   

For a diagnosis of ADHD, there must demonstrations of symptoms in more than one 

setting; that is, home and school.  The symptoms of ADHD are pervasive across situations, “day 

after day, year after year” (Rapport & Chung, 2000, p. 416). Students with ADHD struggle with 

a low frustration tolerance, mood changes, and irritability (American Psychiatric Association, 

2013). “Attention may last for a few seconds, a few minutes. . .but never is the child able to 

attend for full classroom periods” (Schwenn, Rotatori & Fox, 1991, p. 39).  Distractibility 

“occurs when environmental stimuli secure the child’s attention” averting the child’s attention 

from on-task behavior (Schwenn et al., 1991, p. 39). The behavioral difficulties tend to get worse 

as a child ages because the school and social demands become greater. In higher grades, schools 

emphasize sitting still, controlling impulses, and paying attention.  The beginning of fourth grade 

and seventh grade can be especially problematic when the academic and classroom demands are 
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compounded (Rapport & Chung).  Secondary difficulties arise for young people with ADHD 

such as decreased academic achievement, failing school, difficult peer relationships, decreased 

self-worth, depression, and conduct problems (Rapport & Chung). In addition to scholastic 

problems, students with ADHD struggle with peer relationships and social rejection. 

The prevalence of students with ADHD is 5% according to the American Psychiatric 

Association (2013).  In 2000, Rapport and Chung (2000) found that 3% to 5% of school-aged 

children had an ADHD diagnosis. This figure roughly translated to one student with ADHD per 

classroom, in the United States.  ADHD is more common in boys than girls, with a ratio of 2:1 

(American Psychiatric Association, 2013; Kauffman, 2001; Schwenn et al., 1991).  According to 

the Centers for Disease Control (2011), from school years 2000 to 2009, the prevalence rate of 

children ages 5 to 17 with ADHD increased from 6.9% to 9.0%.  The rise in rates was seen 

among both boys and girls, among children with a household income less than 200% of the 

poverty level, and among children in most racial groups except those with a Mexican heritage 

(Centers for Disease Control, 2011).  Abikoff et al., (2002) examined gender and the behavior of 

403 boys and 99 girls, age 7-10, all of whom had a diagnosis of ADHD.  Compared to the 

control group of girls, females with ADHD had higher rates of verbal aggression toward peers.  

Boys with ADHD displayed more externalizing behaviors and did not follow classroom rules.  

Both boys and girls with ADHD with a comorbid diagnosis of a disruptive behavior disorder had 

higher rates of breaking rules, impulsive behavior, and aggression than children with only 

ADHD (Abikoff et al., 2002). 

Not surprisingly, students with ADHD do poorly in academic tasks.  “Academic 

underachievement probably represents a problem in performing rather than a true problem in 

learning” (Howard & Landau, n. d., p. 2).   Schwenn et al. (1991) concurred. “Academic 
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achievement suffers as it becomes more difficult to attend” (p. 37).  Webster-Stratton (2000) had 

a different point of view, “It is unclear whether disruptive behavior problems precede or follow 

the learning disabilities, language delay, or neuropsychological deficits” (p. 391).     

According to the Centers for Disease and Control (2011), aggressive behavior is common 

in students with disruptive behavior disorders), which causes difficulty in classroom situations. 

The diagnosis of ADHD increases the chances of a diagnosis of Oppositional Defiant Disorder or 

Conduct Disorder by more than 10% (American Psychiatric Association, 2013; Forness et al., 

1994).  The inability to sustain effort and attention is often mischaracterized as “laziness, 

irresponsibility, or failure to cooperate (American Psychiatric Association, 2013, p. 63).  

Oppositional Defiant Disorder.  Oppositional Defiant Disorder (ODD) is a “recurrent 

pattern of angry and irritable mood, argumentative and defiant behavior, or vindictiveness” as 

defined in the DSM-5 (American Psychiatric Association, 2013, p. 462).   Children with ODD 

“justify their behavior as a response to unreasonable demands or circumstances” rather than 

understanding their behavior as defiant or oppositional (American Psychiatric Association, 

p.463).  The patterns of negativity, hostility, and defiance are constant; last at least six months; 

are excessive given the child’s age; are disruptive to the classroom and family; and most often 

are directed towards authority figures (American Academy of Child and Adolescent Psychiatry, 

2009).  The DSM-5 listed the following eight characteristics of children and adolescents with 

ODD, of which a child needs to demonstrate at least four:  

 frequently loses temper, 

 is often touchy or easily annoyed, 

 is angry and resentful, 

 argues with authority figures or. . .adults, 
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 actively defies or refuses to comply with requests from authority figures or with rules, 

 deliberately annoys others, and/or 

 frequently blames others for his or her mistakes or misbehavior. (American 

Psychiatric Association, 2013, p. 462) 

A diagnosis of ODD can be applied when symptoms occur more frequently than what is 

typical for a child’s developmental age (American Psychiatric Association, 2013).  Students with 

ODD “engage in a variety of behaviors designed to resist the requests of authority figures 

resulting in poor school performance” (Salend & Sylvestre, 2005, p. 32).  DeChello (2005) 

instructed that “children and adolescents with Oppositional Defiant Disorder produce strong 

feelings in people; they are trying to get a reaction out of people, and they are often successful” 

(p. 116).  Boys with ODD have a higher rate of aggression; however, girls with ODD are more 

socially impaired than boys (Carlson, Tamm, & Gaub, 1997).    

Learning problems are more prevalent in young people with ODD (Carlson, Tamm, & 

Gaub, 1997).    It is also common to have a comorbid diagnosis of ADHD (American Psychiatric 

Association, 2013; Carlson, Tamm, & Gaub).  Children with both ODD and ADHD “tend to be 

more aggressive, have more of the negative behavioral symptoms of ODD, and perform less well 

in school” (American Academy of Child and Adolescent Psychiatry, 2009, p. 1).   ODD 

symptoms may be observed in multiple settings, but are more apparent in school and at home.  

Most children with ODD do not eventually develop Conduct Disorder (discussed below) but are 

at risk for developing depression and anxiety (American Academy of Child and Adolescent 

Psychiatry).   

The American Psychiatric Association (2013) determined that 1% to 11% children have 

ODD.  Flick (2011) had similar results, finding that for 2011 the rate of students with ODD was 
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2% to 16%.  Nock, Kazdin, Hiripi, and Kessler (2007) established the rate for males as 11.2%; 

and for females, 9.2%.   Children with ODD are at risk for developing mood disorders, anxiety 

disorders, substance abuse disorders, and difficulties with impulse control. 

Given the high prevalence of ODD, and how it is resistive to treatment, students with 

ODD significantly impact teachers and schools (Hall et al., 2000).  Rey and Walter (1999) 

recommended that treatment plans should be designed to be appropriate for the child’s age, the 

severity of ODD, and the presence of a comorbid disorder. 

Conduct Disorder.  The third severe emotional behavioral disorder is Conduct Disorder.  

The defining characteristics are “cruelty, violence, and disregard for the rights of others” 

(DeChello, 2005, p. 118).  Conduct Disorder (CD) is “the most serious childhood psychiatric 

disorder” (DeChello, p. 123).  CD includes the following behaviors:  “hitting, fighting, throwing, 

temper tantrums, teasing, acting defiant or disobedient, being irritable or overactive, difficult to 

get along with, uncooperative, inconsiderate, resistive, jealous, quarrelsome, distractible, 

irresponsible, and inattentive” (Vaughn, Bos, & Shay Schumm, 2000, p. 198).  Many typical 

children and adolescents display any of these behaviors at various times in their development.  

However, CD behaviors “cause clinically significant impairment in social, academic, or 

occupational functioning” (American Psychiatric Association, 2013, p. 470).  According to the 

DSM-5, criteria for a diagnosis of CD include three or more of the symptoms summarized below: 

bullying, threatening, or intimidating behavior, 

 initiating in physical fights, 

 using weapons in aggression,  

 being cruel to people and/or animals, 

 stealing, 
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 forcing sexual activity, 

 committing arson to cause damage,  

 destroying property, 

 burglarizing a house, building, or car, 

 violating parental or civic rules and laws, and/or 

 being truant for school. (American Psychiatric Association, pp. 469-470) 

Clinical levels of severity depend on “frequency and intensity of the behaviors . . . and 

[their] repetitiveness and chronicity” (Kazdin, 2007, p. 10).  Aggressive behavior 

characteristically changes as the child develops (Lochman, Powell, Clanton, & McElroy, 2006).  

Younger students tend to react in an aggressive manner if someone or something is impeding 

their means to a goal; whereas, adolescents tend to become aggressive when their self-esteem is 

threatened (Lochman et al., 2006).  The behaviors that lead to a diagnosis of Conduct Disorder 

are “persistent patterns that violate the basic rights of others as well as major age-appropriate 

societal norms” (Wicks-Nelson & Israel, 2000, p. 186).   

Children and adolescents with CD have difficulty getting along with peers in school, 

follow classroom rules inconsistently, and perform poorly in academics (Jeffrey-Pearsall & 

McCurdy, n.d., p. 2).  Students with CD may have learning disorders, especially in reading and 

verbal language skills. In addition, they can be indifferent about their problematic behavior at 

school and can be indifferent to punishment. Students with CD often are suspended or expelled 

from school, have legal difficulties, may have unplanned pregnancies, and can suffer from 

physical injuries due to risky behavior or fights (American Psychiatric Association, 2013).   

Onset of CD may occur in childhood or adolescence.  Childhood onset has the poorer 

prognosis with an increased risk for criminal behavior and Substance-Related Disorders as the 
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child matures.  Children with CD lack feelings of guilt, remorse, or empathy.  They can 

misunderstand the intentions of other people as threatening and antagonistic (American 

Psychiatric Association, 2013).    

Children may be diagnosed at a young age with ODD; if their anti-social behavior 

intensifies, with considerable aggression towards others, then they may later be diagnosed with 

CD (American Psychiatric Association, 2013; Jensen, 2005).  Conduct Disorder and 

Oppositional Defiant Disorder are related, but CD is considered the more enduring diagnosis 

(American Psychiatric Association; Jensen).  Conduct Disorder is “the most stable and enduring 

of all psychiatric diagnoses and is one of the most common disorders seen in mental health 

practice”  (Kazdin, 2007, p. 6).  “While students with ODD are inclined to be antagonistic and 

defiant to others, they do not violate society’s norms or the rights of others,” in contrast to 

students with CD (Jensen, p. 282).  Young people can have a comorbid diagnosis of both ODD 

and CD, which foretells a poor prognosis as adults (American Psychiatric Association). 

Students’ behaviors are much more severe and assiduous with Conduct Disorder (CD) 

than the average child’s misbehavior (Jensen, 2005).   CD is not just a phase that children 

outgrow; CD is “very persistent and resistant to intervention” (Jensen, p. 295).   Jensen clarified 

the reality of many teachers' experience:  

Most educators . . .have observed firsthand the more serious behaviors of CD.   

Examples include temper tantrums; coercion in the form of whining, arguing,  

fighting with peers; cheating, lying, or stealing; cruelty to people or animals  

without showing guilt; extreme noncompliance to adult request; verbal and  

physical intimidation or assault; or destroying the property of others.  (p. 281) 
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Students with Conduct Disorder “are often viewed by other children, adults, and social 

agencies as ‘bad’ or delinquent, rather than mentally ill” (American Academy of Child and 

Adolescent Psychiatry, 2004, p. 1). Young people with CD often run away from home, stay out 

at night past parental curfews, and often are truant from school (American Academy of Child and 

Adolescent Psychiatry).  “If antisocial behavior is not changed by the end of Grade 3, it should 

be treated as a chronic condition much like diabetes.  That is, it cannot be cured, but managed 

with the appropriate supports and continuing intervention” (Walker, Colvin, & Ramsey, 1995, p. 

6). 

The prevalence rate of CD is 2% to 10% with a median of 4% (American Psychiatric 

Association, 2013).  The American Psychiatric Association (2013) found that CD is more 

common in boys than in girls (they did not provide an exact ratio).  Boys tend to have both 

physical and relational aggression whereas girls tend to have more relational aggression 

(American Psychiatric Association, 2013).  Kauffman (2001) reports that boys more often 

display the aggressive traits of CD such as fighting, vandalism, and other disruptive behavior; 

whereas girls exhibit lying, truancy, and substance abuse.  “The preponderance of boys with 

Conduct Disorder may reflect a combination of biological susceptibilities and socialization 

processes involving social roles, models, expectations, and reinforcement” (Kauffman, p. 343).  

Vaughn et al. (2000) identified the ratio of boys to girls with CD as 8 to 1.   

Comorbidity.  “Comorbidity represents perhaps the highest risk status for destructive 

outcomes, as the existence of multiple disorders can produce a negative ‘multiplier effect,’” 

(Walker et al., 2004, p. 8).  Anti-social behavior problems are linked with academic 

underachievement and school failure:  “Comorbid problems predict a negative course” 

(Hinshaw, 1992, p. 893).  The combinations of ADHD with CD “predicts violent behavior in 
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boys” (Steiner & Wilson, 1999. p. 87).  Illustrations of specific aggressive acts included:  

destroying property, verbal threats, injuring self or others. Thirty to 40% of students with ADHD 

also have ODD (DeChello, 2008). According to Waschbusch et al. (2002), boys with a 

combination of ADHD, ODD, and CD had higher levels of aggression, were generally angrier 

individuals, and tended to be especially sensitive to aggravation from peers. 

When combined with the disruptive diagnoses, the symptoms of ADHD are intensified 

(Connor & Doerfler, 2008; DeChello, 2005).  Half of students with ADHD have Oppositional 

Defiant Disorder, and about 25% of students with ADHD have Conduct Disorder (American 

Psychiatric Association, 2013).  Boys with co-occurring ADHD and CD experience higher rates 

of academic underachievement (Frick et al., 1991) Students with a significant behavior disorder 

are two years behind in school compared to their peers (Jensen, 2005, citing Jenson & Morgan, 

1988). 

Particular Behavior Concerns in School 

Impact of Behavior Problems in General Education Settings 

The following section is a discussion of behavior concerns in the general education 

setting to provide an overview of what types of behaviors commonly concern teachers. Then, 

there is a section regarding the classroom management of a music classroom.  Effective 

classroom management strategies are outlined, followed by specific recommendations for music 

educators. 

Although prevalence rates of specific diagnoses serve a purpose, Harrison, Vannest, 

Davis, and Reynolds (2012) found there was very little published material on prevalence rates 

for the precise behaviors that concern teachers. According to Harrison and colleagues, classroom 

teachers preferred rating scales based on behaviors they experienced in their classrooms because 
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these scales have implications for instruction, curriculum design, and school disciplinary 

policies.  The Harrison et al. sample included 3,600 children and identified common behavior 

problems for children and adolescents.  A large number of teachers had to address student 

anxiety, learning difficulties, and distractibility. General education teachers identified disruptive 

behaviors as the most frequent reason for an office disciplinary referral.   Out of 170 explicit 

behaviors the teachers rated for all grade levels, 22 items scored in the 5% to 10% range for 

being most frequent.  Common behaviors included excessive worry, self-doubt, perfectionism, 

careless mistakes, silliness, talking without permission, and academic deficits.  Across all grade 

levels, the most common behaviors were: 

 making careless errors,  

 distracted from task,  

 excessive movement, 

 distracted during lectures,   

 not following directions, 

 misunderstanding directions, 

 short attention span, and 

 lack of concentration. 

 Similar to Harrison et al. (2012), researchers Alter, Walker, and Landers (2013) 

examined specific disruptive behaviors faced by general educators, grades K-12.  With a 

response rate of 66%, 800 teachers provided data about their students as well as demographic 

information of the teachers.  The survey created by Alter et al. listed the following categories of 

challenging behaviors: 
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 general verbal disruption, 

 verbal aggression, 

 general physical disruption (which includes running, destroying materials, stealing), 

 physical aggression (causing harm to others), 

 off-task behavior, 

 non-compliance, 

 out of seat or assigned area, 

 self-stimulatory behavior (includes repetitive body movements and self-injurious 

behavior), and 

 isolation. 

Teachers rated the prevalence of each of the disruptive behaviors and ranked how problematic 

each behavior was for the teacher.  Alter et al. (2013) provided results divided by grade level 

(i.e., elementary, middle school, high school).  Elementary teachers reported physical aggression 

as significantly more prevalent and more problematic than middle school teachers and high 

school teachers.  Middle school and high school teachers reported equally that physical 

disruption was problematic, but elementary teachers saw it as more problematic.  Overall, the 

race of the teacher (African American or Caucasian) was not a significant factor in terms of the 

challenges they faced.  However, the gender of the teacher was a factor.  More female teachers 

than male teachers identified verbal disruptions and being off-task to be more prevalent and more 

problematic. 

 The Alter et al. (2013) study suggested that off-task student behavior “may be best 

typified as the gateway behavior that leads to other challenging behaviors” (2013, p. 64).  In 
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contrast to media coverage of violence in schools, Alter et al. found that physical aggression 

scored among the lowest ranks for both prevalence and being problematic. 

Impact of Behavior Challenges in Urban, Suburban, and Rural Schools 

The 2004 Public Agenda Foundation study identified behaviors that teachers found 

problematic in the classrooms of middle school and high school teachers (n =725) across a 

variety of community settings (urban, suburban, rural).  The most problematic behaviors listed 

were: 

 disrupting class by talking out and horseplay, 

 lack of respect, 

 cheating, 

 tardiness, 

 bullying and harassment, 

 truancy, 

 illegal drugs, 

 physical fighting (Public Agenda Foundation, 2004, Table 2). 

The seriousness of the above behaviors was higher for urban teachers, followed by suburban 

teachers and then rural teachers.  Additionally, the above behaviors were more significant for 

teachers in schools in high poverty communities.  Similarly, research of Valois, MacDonald, 

Bretous, Fischer, and Drane (2002) cited poverty as a major factor in aggression and violence in 

students.   

Walter, Gouze, and Lim (2006) surveyed teachers from six inner-city elementary schools 

representing a cross-section of a socioeconomic spectrum. The return rate of the written surveys 

was an impressive 93%.  Most of the teachers worked in regular education classrooms (95%); 
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5% were teaching in special education classrooms; and the average years of experience was 15. 

Nearly half of the teachers, 48%, identified disruptive behaviors as a major concern. The 

behaviors included getting out of seat, talking without permission, and failing to follow 

directions and rules.  Other concerns were disrespect for authority figures and students appearing 

not motivated to learn.   

Impact on Instruction Skills of Teachers 

Cheney and Barringer (1995) examined the inclusion of students with emotional and 

behavioral disorders in middle school.  Cheney and Barringer determined that surveyed teachers 

felt they had poor instructional skills when including students with aggressive tendencies.  The 

teachers (n = 26) identified themselves as having little competence in the areas of teaching 

positive social skills and using social problem-solving strategies.  The results suggested that 

teachers felt “moderately competent” in implementing particular effective practices such as 

developing rules, classroom organization, and promoting positive social interactions.  However, 

the teachers rated themselves as having “little or only some competence” in promoting social 

development, using strategies to reduce aggression, and having adequate skills in crisis 

prevention and crisis intervention.   

Impact of Mental Health Needs of Students on Teachers 

 Reinke, Stormont, Herman, Puri, and Goel (2011) recently examined teacher perceptions, 

their roles in including children with behavior problems in the classroom, and amount of training 

the teachers have had.  Elementary and early-childhood teachers (n = 292) from five districts 

were surveyed.  The teachers had an average of 13 years’ experience in the classroom.  The 

majority, 91.1%, was general classroom teachers; 8.9% were special education teachers.  

Seventy-five percent of respondents reported the need to manage the mental health concerns of 
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their students.  The top five student mental health concerns of students for teachers were ranked 

thusly:  (1) disruptive, defiant, aggressive, and conduct problems; (2) hyperactivity and 

inattention problems; (3) students with family stressors such parents in prison, divorced parents; 

(4) social skills deficits; and (5) depression.  Additionally, teachers identified bullying as a major 

concern.  The majority of teachers reported that they had been confronted with the following 

behaviors in the classroom:   disruptive behaviors and acting out (97%), inattention (96%), 

hyperactivity (96%), defiant behavior (91%), peer problems (87%), and aggressive behavior 

(78%).   

In the Reinke et al. study (2011), when asked if they had the skills needed to meet the 

mental health needs of their students, teachers reported the following:  34% agreed/strongly 

agreed, 29% neutral, 36% disagreed/strongly disagreed.  A significant number of teachers 

reported that it is the responsibility of teachers to implement classroom behavior interventions (t 

= 7.32, p < 0.00).  The top three areas in which teachers reported that they needed skill training 

and more knowledge were (a) strategies for working with children with externalizing behavior 

problems, (b) understanding children’s mental health issues, and (c) training in classroom 

management and behavior interventions. 

 The Reinke et al. (2011) study found it “disconcerting” the lack of knowledge regarding 

strategies considered “evidence-based” by teachers who participated in the study (p. 8).  Nearly 

half of the teachers were unfamiliar with the term “evidence-based” (p. 10). Reinke et al. pointed 

out that the term “evidence-based” was in the PsycInfo database 49 times in 1999; this number 

increased to 245 by 2009.  Reinke et al. stressed the alarming conclusion that data and research 

on evidence-based strategies was not reaching teachers. They concluded, “The results of this 



36 
 

survey indicate the need for training, strategies, and attention toward supporting teachers faced 

with students displaying significant behavior, social, and emotional difficulties” (p. 9).   

Impact of Behavior Challenges on Instructional Time  

In a survey of teachers belonging to the American Federation of Teachers, Walker et al. 

(2003) asked educators about the total number of hours they lost in instructional time per week 

due to discipline issues.  Seventeen percent of teachers responded that they lost four or more 

hours per week; 19 percent lost two to three hours. For teachers in urban districts, 21% lost four 

or more hours; for secondary school teachers, it was 24%.  Walker posed the critical question 

about achievement levels when such high numbers of hours of instructional time were lost.  

Because the Walker study concerned general educators, it seemed wise to inquire of music 

teachers how often disruptive behaviors occurred in their teaching weeks. 

Students with Emotional and Behavioral Disorders in Schools 

 The previous section highlighted the many challenges teachers face when confronted 

with classroom management difficulties.  The following section will examine the impact of 

students with emotional and behavioral disorders (EBD) in schools, and the impact students with 

EBD have in the music education setting. 

Impact of Students with Emotional and Behavioral Disorders on Teachers 

In the Greene, Beszterczey, Katzenstein, Park, and Goring (2002) survey of general 

education elementary teachers, results showed that teachers regarded students with ADHD as 

significantly stressful to manage.  Students with ADHD combined with oppositional and 

aggressive behavior problems were regarded significantly more stressful to manage than those 

without behavior issues.   
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Scott, Alter, and Hirn (2011) conducted the largest scale exploratory study to date which 

analyzed teacher and student interactions, including students with behavior problems.  “The 

ultimate success of students will be heavily dependent upon the success that is facilitated in 

classrooms where students spend the majority of their time” (p. 623).  The entire staffs of two 

elementary schools and two high schools in the Midwest were examined.  Although the schools 

were ethnically diverse, the schools were not representative of all schools because the observed 

schools were all marked by poverty (e.g., an 80% free and reduced lunch rate).  Although the 

researchers made clear that their results cannot be generalized for all teachers, their findings 

were significant for teachers of students with behavior disorders.  Scott’s team found that 

teachers spent 38% of their class time not teaching, that is, more than a third of instructional time 

with no active instruction.   

The Scott et al. (2011) research seemed to agree with the previously mentioned 2003 

Walker study regarding lost instructional time. Another noteworthy finding of the Scott et al. 

report was that students with behavior problems received three times more negative feedback 

than positive feedback; the positive behaviors of students with emotional and behavioral 

disorders were mostly ignored.  Therefore, Scott and his team concluded that there is greater 

incentive to behave inappropriately than in a positive manner.   

Impact of Behavior Challenges on Teachers’ Confidence 

Baker (2005) surveyed educators on their efficacy in managing students with severe 

emotional and behavioral disorders as well as teachers’ willingness to address strategies and 

interventions.  Respondents were from across all grade levels in a sizable portion of Ohio.  Of 

the participants, 50% had more than 15 years of experience, and 21% had five or less years of 

experience.  Most of the teachers, 82%, were in the regular education setting; 18% worked in a 
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special education setting.  Baker found that teachers reported the greatest sense of confidence in 

establishing rules and a consistent classroom routine.  However, teachers reported a lower sense 

of self-efficacy when confronted with difficult and defiant students.  Teachers reported feeling 

most confident in their ability to use a range of intervention strategies including modulating 

voice tone, modulating facial expressions, planned ignoring, and proximity control.  Baker 

concluded that there is a correlation between a teacher’s sense of self-confidence and his or her 

readiness and ability to manage disruptive behaviors.  Baker recommended that administrators 

and mentors facilitate a teacher’s sense of self-efficacy and competence by providing training 

focused on including students with behavior difficulties.   

In a study by Walter, Gouze, and Lim (2006), teachers were concerned about their ability 

to manage the mental health problems in their classrooms.  Teachers reported on a 3 point scale. 

With a mean score of 1.82, they rated themselves as being between “not at all confident” and 

“somewhat confident.”  Hicks (2012) identified that classroom management issues caused 

teacher stress and burnout, affected a teacher’s sense of competence and confidence, and was a 

priority of school principals when they assessed new teachers.  Hicks found a significant link 

between a novice teacher’s (three or less years of experience) sense of self-efficacy and their 

students’ behavior in the classroom.  

Impact of Students with EBD in Music Classrooms 

Gordon (2002) clarified that an effective music teacher combined “methodology, 

pedagogy, pacing, modelling, explicit directives and communication, consistent and fair 

management, intentional motivation, and enjoyment in working with students” (p. 164).   Gordon 

continued her explanation of just how important, yet complex, classroom management skills are 

for music teachers: 
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They need to recognize the cause of misbehavior; to foster social skills in the classroom; 

to recognize behavioural and attitudinal problems and be able to diffuse them; to attend to 

discipline without sacrificing pacing and learning; to handle infractions with appropriate 

means and consequences; and most importantly, to utilize proactive management rather 

than reactive discipline.  Clearly, the successes of the music programme and the efficacy 

of the learning experiences depend upon effective classroom management. (p. 164) 

Gfeller et al. (1990) explained that the music classroom environment and the differing 

social requirements expected of students contrasts to the regular academic classroom—the nature 

of a general music class requires more group interaction and cooperation. “Unfortunately, by the 

very nature of their disorders, EBD children demonstrate severe and pervasive difficulty 

establishing or maintaining positive interpersonal interactions” (p. 28).  Many elementary music 

classrooms lack the structure of rows of desks and traditional paper-pencil work.  Learning 

situations tend to be more action-focused including singing, playing instruments, improvising, 

and movement activities (Snyder, 1998).  Music classrooms tend to require a greater amount of 

activity, more social interactions, and a perceived sense of less structure as compared to an 

academic classroom.  For students not used to a music class environment, it can “cause anxiety 

for a student with behavioral and/or emotional challenges” (Hammel & Hourigan, 2011, p. 84).   

Secondary ensemble rehearsal situations include typically higher number of students 

compared to academic classes, which imposes a certain need for “group conformity among 

students of various talents and skills levels” (Snyder, 1998, p. 37).  The differing environment 

with its musical and social demands can magnify the behavioral and intellectual disabilities of 

students with emotional and behavioral disorders (Gfeller, 1990).  As is true in general 

education, a major reason for students to act-out their frustrations stems from their lower 
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academic abilities. “Participation in the activities in most music classes requires rapid acquisition 

of many academic skills, such as reading words and abstract musical symbols, performing 

complex psychomotor tasks, and recalling instructions and techniques, ” explains Gfeller (1990, 

p. 89).   

Teachout (1997) examined 40 skills and behaviors that ranked high in importance in a 

sampling of experienced music educators and a sampling of music education majors in college.  

The results showed that experienced teachers ranked maintain student behavior as the number 

one priority, whereas preservice teachers ranked it as 14th.  Experienced teachers ranked be 

patient as 7th, compared to 19th for preservice teachers.  Concerning instructional time, 

experienced teachers ranked maximize time on task 12th but preservice teachers ranked it 22nd.  

However, both groups ranked motivate students in 2nd place.  It is worth noting that the musical 

skills of piano proficiency and excellent singing ability were ranked 39th and 40th by both 

groups.  A two-way analysis of variance found a significant difference in the rank of educators’ 

musical skills, which was lower than teaching and interpersonal skills for both groups.  Miksza, 

Roeder, and Biggs (2010) found similar results as Teachout (1997) regarding band directors 

across all grade levels.  The abilities to motivate students and manage behavior were listed as top 

concerns. Personal and teaching skills ranked higher than musicianship skills.  

In Gordon’s (2002) study of music teachers across grade levels, chief concerns were 

discipline problems and students’ disrespect towards authority, noting that “management and 

discipline problems are pervasive, constant, and difficult” (p. 163).  Gordon explained that 

classroom management in a music class is unique compared to an academic subject.  Music 

instructors need effective classroom management skills to motivate students as well as to retain 

students in school music programs.  Discipline issues were more stressful for men than for 
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women teachers. The Gordon study found that classroom management is more important issue 

for urban teachers compared to non-urban teachers, which is consistent with the Public Agenda 

Foundation study (2004).   

Impact of Students with EBD on Music Educators 

Darrow’s (1999) survey of music educators across grade levels pinpointed that 50% of 

music teachers identified a critical issue as the amount of time to make inclusion in music class 

successful. The behavior management of a class that included students with disabilities was also 

a significant issue.  Hahn’s (2010) findings were similar—Pennsylvania music educators 

recounted a lack of time, money, and resources needed to teach students with special needs.  As 

stated earlier, the crucial challenges for music teachers were including students with behavior 

disorders, ADHD, and learning disabilities, especially at the elementary level (Gilbert and 

Asmus, 1981; Darrow, 1999).  The Darrow (1999) research concluded that collaboration and 

specific training in modifying and adapting the music curriculum were needed for music teachers 

to include students with disabilities successfully. Scott, Jellison, Chappell, and Standridge (2007) 

concurred.  They suggested that if music teachers were included in the Individualized Education 

Plan process, the music teachers’ need for collaboration might be met. 

Wilson and McCrary (1996) found that, in a small sample of music educators, direct 

training in adapting music and increasing knowledge about disabilities increased music teachers’ 

sense of capability, but they were less comfortable and less willing to include students with 

disabilities.  The music teachers reported that the greatest challenge was integrating students with 

emotional and behavioral disabilities.  Wilson and McCrary concluded that direct training in 

special education and practical experience need to be combined to improve music educators’ 

attitudes concerning inclusion.  Daniels (1998) cited the important role of teacher attitudes in her 



42 
 

examination of general educators.  Wilson and McCrary’s 1996 findings were similar to Gilbert 

and Asmus’ 1981 results and Darrow’s 1999 findings that specific training of methods, 

strategies, and techniques of adapting music class for students with special needs were needed. 

Effective Behavior Management Strategies 

Effective Strategies for General Educators 

  Westling’s (2010) survey of educators indicated that most teachers did not employ 

effective strategies, nor did the teachers feel that they received adequate support.  Almost 50% of 

all the teachers reported they did not have enough professional development opportunities to 

learn how to manage students with challenging behaviors.  Regression analysis revealed that 

preservice and inservice training was predictive of teacher confidence and the number of 

strategies they utilized in the classroom.   The general education teachers reported the types of 

students who were the most difficult to manage were those with no specific diagnosis, students 

with learning disabilities, and students with Attention-Deficit/Hyperactivity Disorder (ADHD).  

Westling defined disruptive behaviors as follows:  

 defiance and noncompliance, 

 refusing to follow directions as in not participating in required activities, challenging 

authority, purposefully ignoring rules, 

 destruction or property damage, 

 disruption and interfering with the normal flow of instructional activities, 

 physical aggression towards staff or peers, 

 verbal aggression towards staff or peers such as taunting, challenging, name-calling, 

threatening, and the like, 
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 socially inappropriate and unacceptable behavior including making inappropriate 

sounds, talking too loudly, talking about an inappropriate subject, making offensive 

gestures, etc. (p.54). 

Westling (2010) found that both regular education teachers and special education 

teachers identified the most common types of challenging behaviors were defiance,  

noncompliance, disruption, and socially inappropriate behaviors. Teachers of general education 

classes reported an average of 24% of their students demonstrated challenging behaviors.  These 

intense behaviors presented physical, instructional, or social concerns to the teacher. The 

behaviors disrupted learning, were dangerous to the student or others, caused physical pain, 

caused property damage, or seriously disrupted the teaching and learning process.  In the general 

educators group, Westling found that 53% of teachers reported that disruptive behaviors take a 

significant amount of time from instruction. 

Westling (2010) presented teachers with intervention strategies to rate, which they 

regularly employed—less than 40% utilized the strategies.  Techniques included identifying 

triggers of behaviors, reinforcing desired behavior, using token rewards, altering interaction with 

students, changing classroom arrangements, changing the curriculum and instructional 

approaches, using time-out, and removing desired privileges and activities.  Verbal reprimands 

were used by 14% of the regular teachers and using a formal behavior intervention plan was used 

by 23% of the teachers.   

In the Westling study (2010), higher percentages of classroom teachers used the 

following strategies:  37% identified triggers of behaviors, 36% determined the function of the 

behavior in order to teach an acceptable behavior, 41% reinforced appropriate behavior, 43% 

changed their curriculum or teaching approach, and 9% took away desired privileges or 
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activities.  As one can see from the aforementioned percentages, they are all less than 50% of 

teachers who use recommended strategies in dealing with challenging behaviors.  Westling 

stated that teachers “did not often use strategies that are commonly considered to be effective, at 

least within the fields of Applied Behavior Analysis and Positive Behavior Support” (p. 61).  In 

terms of collaboration and support from other staff, behavior specialists, administrators, and 

parents—all were rated less than 30%.   

The Need for Success 

Typical discipline practices are not necessarily effective for students with emotional and 

behavioral disorders (EBD); traditional discipline practices often escalate inappropriate behavior 

(Walker et al., 2003).  Walker’s team clarified, “First, and in some ways most importantly, 

schools can help by being academically effective. . . .Experiencing some success academically is 

related to decreases in acting out.  Conversely, learning positive behaviors is related to doing 

better academically” (III. What Can Schools Do? para. 2). Walker et al. found that the level of 

aggression in young boys was affected by the orderliness of the classroom and the structure the 

teacher provided.  Walker recommended a school-wide behavior code, social-skills training, 

effective use of praise, reinforcement contingencies, and time out as a last resort.  

The Walker et al. (2003) study echoed what the Scott team exhorted (2001) in a previous 

section concerning the importance of success.  Scott et al. demonstrated that students with EBD 

too often experienced more failure than success in school, creating a vicious cycle of “negative 

interactions with teachers” (p. 313).   Success is “the most basic natural reinforcer and is 

absolutely necessary to continued learning,” wrote Scott et al. (p. 317).   They stipulated that 

students with EBD need successful experiences both academically and behaviorally on a regular 

basis.  Instruction must be designed to ensure success for the students during each lesson.  
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Teachers should consider the importance of positive reinforcement when they do their lesson 

plans.  Teachers were encouraged to ask themselves, “How can I teach this concept or skill in a 

manner so that I know the student will succeed?” (p. 317).   The teacher who believes, “‘I’d like 

to reinforce that student but he/she just doesn’t ever do the right thing,’ is ignoring the teacher’s 

role in instruction” (p. 318).  To ask a failing student with EBD to “try harder” is “illogical” (p. 

318).  Rather, teachers need to design their instruction so that students are more likely to be 

successful.   If failure does occur, it is an indication to change or alter one’s teaching method.  

Scott and partners maintained that students’ “effort will increase in relation to perceived ability 

to succeed” (p. 317).    

Larson (2005) explained succinctly:  “Individuals with chronic patterns of disruptive, 

aggressive behavior are students with learning needs in every bit the same way as are students 

with only academic deficits” (p. 51).  Therefore, Larson suggested that teachers need to view 

classroom discipline practices as a systematic process in fostering a student’s education.  In fact, 

Larson declared it an ethical obligation of teachers to instruct children in both academic and 

behavioral domains using evidence-based practices. 

Recommended Strategies for Teaching Students with Emotional and Behavioral Disorders 

Vaughn, Bos, and Shay Schumm (2000) provided a number of strategies to effectively 

teach and interact with students with emotional and behavioral disorders (EBD).  They suggested 

that teachers need to create a well-organized classroom environment and strive to establish 

positive relationships with all students so that students feel cared about, most especially those 

with severe behavior problems. “All children need our concern, and students who do not 

reciprocate need it the most” (Vaughn et al., p. 204).  They indicated that teachers should select 

rules and consequences with a great deal of thought, apply penalties consistently, and avoid 
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threats.  Vaughn et al. advocated that it is important for teachers to listen and talk, but to not 

engage in arguing, thus avoiding an authoritarian style.   Similar to Walker et al, (2003), Vaughn 

and colleagues (2000) recommended avoiding language that humiliates, embarrasses, or berates 

a student.   When possible, it is important to get the student’s input on his or her aggressive 

behavior at a time when aggression is not occurring and to solicit his or her suggestions. 

Dunlap, Strain, and Wilson (2006) investigated effective teacher interventions in working 

with students with challenging behaviors.  These interventions included systematically teaching 

replacement behaviors because the appropriate behaviors were absent from the child’s repertoire 

of interactions.  Dunlap’s team found that improving classroom structure decreased disruptive 

behavior.  They also pointed out that early intervention is key, especially intervention before the 

third grade, and preferably at the preschool level. Preference for intervention before grade three 

paralleled the conclusion of Walker, Colvin, and Ramsey (1995).  Dunlap et al. found that 

collaboration with families was important as well. 

Conroy, Sutherland, Snyder, and Marsh (2008) outlined precise teacher interventions that 

decreased negative behavior.  Their research suggested that a teacher needed to be in close 

proximity to a student with behavior difficulties and to be able to monitor all students at all 

times.  A teacher needed to have appropriate classroom rules and clear expectations that were 

neither vague nor difficult to enforce.  The Conroy team explained that effective teacher 

interventions incorporated learning opportunities in the visual domain, kinesthetic domain, and 

oral responses.  Finally, they suggested that praise needed to be specific, contingent, and 

incorporated systematically to increase appropriate behavior.  Specific praise was defined as a 

statement that “specifies the target behavior reinforced within the statement” (Conroy et al. 2008, 
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p. 27).  Hammel and Hourigan (2011) also recommended similar interventions for use by music 

educators. 

Best Practices in Classroom Management 

Through an extensive review of literature, Gable, Hester, Rock, and Hughes (2009) found 

evidence to consider best practices in classroom management.  They made the following 

recommendations.  First, behavioral expectations should be a limited number that can be 

enforced on a consistent basis.  The expectations should be taught in a direct and systematic 

fashion and students should be given numerous opportunities for positive feedback.  The Gable 

et al. research was similar to Simonsen, Fairbanks, Briesch, Myers, and Sugai’s (2008).  

Simonsen and colleagues suggested that major evidence-based best practices included: maximize 

structure; display, teach, review, and reinforce expectations; engage students in observable and 

active learning activities; and utilize a variety of strategies in managing inappropriate behaviors.  

Gable et al. clarified the following: rules need to be explicit, use specific reprimands, use 

positive feedback, use contingent reinforcement, examine response cost procedures (removing 

reinforcements), and enforce time-out.   

Preventing Disruptive Behaviors 

 Recall an earlier reference to Gunter’s (1994) finding that negative reprimands from 

classroom teachers for aggressive and disruptive behaviors increased the likelihood of additional 

disruptive behaviors.  Gunter recommended a proactive approach that emphasizes positive 

reinforcement and high rate of teacher praise.  Gunter suggested using token economy systems in 

a positive manner, to reward appropriate behaviors instead of removing tokens for inappropriate 

behaviors.  He also suggested that teachers need to use effective instructional methods to reach 

students with aggressive tendencies. 
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Leflot, van Lier, Onghena, and Colpin (2010) examined the teacher’s role in preventing 

hyperactive and oppositional behavior in elementary students.  Their results revealed that as the 

teachers reduced negative reprimands and increased positive affirmation, children with behavior 

challenges increased on-task behavior and decreased talking-out behavior.  “The results 

underscore the role of teachers’ classroom management strategies in improving children’s 

classroom behavior, which, in turn is an important component in the reduction of disruptive 

behavior development” (p. 869).  Van Acker, Grant, & Henry (1996) and Scott, Alter, and Hirn 

(2011) also discussed the connection between increasing positive affirmation and reducing 

negative reprimands. 

Flick (2011) provided detailed strategies targeted for teachers of students with severe 

EBD.  He addressed ADHD as well as ODD and CD.  Flick recommended that teachers need to 

employ a great deal of praise for appropriate behavior.  Praise is imperative because many 

students who have disruptive behaviors “have a deficiency of positive strokes or reinforcement” 

(p. 53).  In fact, Flick found that many teachers had a negative attitude towards these students 

because of the students’ disruptive behavior. Consequently, teachers purposely refrained from 

praising students with ADHD.  The teachers believed that students with disruptive behaviors 

“don’t really deserve positive strokes” (p. 53).  Flick recommended that teachers provide 

structure in the environment with assigned seating charts, teach routines, and proactively prepare 

for transitions with clear expectations of behavior.  He suggested that explicit and direct 

instruction is the key to educating children with EBD.  Flick further recommended that teachers 

need to use positive communication skills because punitive teacher behaviors such as criticism 

and yelling simply exacerbated or escalated oppositional behaviors in students with EBD. 
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Flick (2011) urged educators to use a great deal of positive reinforcement, as opposed to 

negative reinforcement or punishment, because positive attention reduces or avoids aggressive 

behaviors.  Often, a teacher must use a variety of reinforcers (e. g., preferred activities, choice 

time, objects, tokens, and so on).  In addition, an effective teacher may need to use a technique 

called shaping.  The shaping technique, described below, also was suggested by Atterbury 

(1990), Jensen (2005), and Adamek and Darrow (2005). 

Effective Teaching Strategies 

Opportunities to Respond 

Sutherland, Alder, and Gunter (2003) examined the effect of the intervention of 

opportunities to respond (OTR) for nine elementary students with emotional behavior disorders 

(EBD).  Sutherland et al. referred to the Council for Exceptional Children recommendation that 

students with emotional and behavioral disorders needed an optimal rate of OTR.  When 

introducing new material, teachers should provide four to six responses per minute, with a 

correct response rate of 80% accuracy. The Sutherland et al. research used an ABAB withdrawal 

design.  The variables included opportunities to respond, teacher praise, correct responses, 

disruptive behavior, and on-task behavior.  Compared to the baseline and withdrawal-of-

treatment phases, the study suggested that students with emotional and behavioral disorders had 

fewer disruptions, an increase in on-task behavior, and more correct responses during the 

intervention phase.  The research of Sutherland et al. validated that effective teaching supports 

improved the classroom behavior of students with emotional and behavioral disorders.   

Haydon, Mancil, and Van Loan (2009) also used an ABA single subject design to judge 

the effects of increasing the rate of opportunities to respond and choral responding in a fifth 

grade classroom, including a student at risk for emotional and behavioral disorders.  Their results 



50 
 

demonstrated that student on-task behaviors and correct responses both increased and the 

disruptive behaviors decreased with the teacher’s increase in the rate of opportunities to respond. 

Scott, Alter, and Hirn (2011) had a slightly different perspective on how to increase a 

teacher’s use of opportunities to respond.  In 1000 observations across all grade levels, they 

defined teaching behavior as any activity that involved speaking or interacting with students 

including passive observation of students.  They found that more than a third of the time—

37.9%—was non-instructional time.  Scott et al. pointed out the obvious: simply by increasing 

actual time spent teaching, one could increase the frequency of opportunities to respond.  As 

stated earlier, the Scott et al. research indicated that students with behavior challenges were 

given three times more negative feedback versus positive attention for appropriate behavior.  

They asked what students’ behavior and class engagement “might look like were teachers to be 

more responsive to students and provide more frequent positive feedback” (p. 636).  The Scott et 

al. study suggested that students with behavior problems engaged in behavior that is more 

negative more frequently than appropriate behavior because the teachers tended to ignore the 

positive behavior, but reprimanded the negative behavior more often.   

Implementing Behavior-Specific Praise 

The Matching Law is one of the strongest theories to explain behavior difficulties. The 

Matching Law states that the rate of reinforcement for a particular behavior correlates with the 

rate of that particular behavior (Herrnstein, 1974). For instance, if a disruptive behavior is 

reinforced one out of every four times yet appropriate behavior is rewarded only once every 12 

times, the Matching Law predicts that the disruptive student will choose the negative behavior 

more often than engaging in the positive behavior.  Walker et al. (2003) explained that the 
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converse of the preceding example also holds true.  Walker’s team recommended an effective 

strategy for teachers is to preserve a 4 to 1 ratio of praise versus reprimands.  

Behavior-specific praise is “one of the most powerful tools teachers can use to encourage 

children’s learning and prevent problem behaviors from occurring,” according to Conroy, 

Sutherland, Snyder, Al-Hendawi, and Vo (2009, p. 18).  They found that effective use of praise 

increased the appropriate behaviors of a class.  In their study, effective praise statements 

included the following characteristics: 

 Praise is specific about the appropriate behavior desired. 

 Praise is immediate. 

 Praise considers the instructional nature of the activity. (For example, children need 

more praise when initially acquiring a new skill). 

 Praise is teacher initiated, not dependent on responding to a student’s solicitation. 

 Praise needs to focus on improvement and effort rather than evaluating talent or 

intelligence. 

 Praise needs to be sincere and given in a natural tone of voice, and be considerate of 

the age of the student. 

 For elementary students, public acknowledgement is fine; teenagers often prefer 

private acknowledgement. 

 Praise should avoid competition (Conroy, Sutherland, Snyder, Al-Hendawi, & Vo, 

2009). 

Behavior-Specific Praise Is Effective for Students with EBD  

  Sutherland, Wehby, and Copeland (2000) examined the effectiveness of behavior-

specific praise for with students with severe behavior disorders.  Behavior-specific praise 
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focused on explicit, appropriate behaviors.  The results found that on-task behavior increased as 

the teacher’s use of behavior-specific praise increased.  When praise was purposely not used, the 

levels of on-task behavior decreased.   

Stormont and Reinke (2009) explained that using behavior-specific praise increased 

positive interactions with students and decreased the need for reprimands.  It was a successful 

strategy to use even for students with disruptive behavior disorders. They stated, “The important 

thing to remember about using any behavior management practice is that without systematic 

planning for consistent use, it will not be as effective” (p. 29).  They recommend that each 

teacher record his or her teaching or ask a colleague to track the number of behavior-specific 

praise statements used.   The benefits of using behavior-specific praise were that it could be done 

for no cost, was not time consuming, and it took little physical effort to implement. 

Allday et al. (2012) used a multiple baseline design in which general educators were 

trained to increase their use of behavior-specific praise.  Four elementary teachers participated 

and among them, three students had emotional and behavioral disorders (EBD) and four were 

considered at-risk for developing EBD.  Following the training, teachers not only increased in 

using behavior-specific praise with students with EBD, the teachers’ use of corrective statements 

decreased.  The targeted students demonstrated an increase in on-task behavior.  The Allday 

team’s analysis showed a positive correlation between a teacher’s use of behavior-specific praise 

and an increase in students’ on-task behavior.  The study also suggested that by using more 

behavior-specific praise with an entire classroom, it had a positive impact on the behavior of 

students with or at-risk for EBD. 

Marchant and Anderson (2012) explained that a teacher is responsible for engaging 

students in appropriate activities and acknowledging students’ efforts and accomplishments.  
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Marchant and Anderson found that implementing behavior-specific praise was even more 

important for managing students with behavior problems who generally were less compliant with 

teacher directions and less likely to receive verbal praise. “Contingent praise is particularly 

important because it is essential to developing positive teacher-student interactions” (p. 23).    

Behavior-specific praise was shown to be a proven strategy to bolster a positive classroom 

environment for all students including those with behavior challenges.  “Get students engaged in 

positive, appropriate activity, and then reward them for doing so (teacher praise)” (p. 23).  Rather 

than a reactive approach and responding to difficulties, the authors suggested a proactive 

approach in which time and effort are used to shape appropriate behavior, which necessitates 

“patience, consistency . . .warmth, kindness, and sincerity” (p. 24). 

Praise versus Reprimands 

Reinke, Lewis-Palmer, and Merrell (2008) found that “classroom management is directly 

tied to levels of student involvement and academic achievement, making it an important 

component of teaching” (p. 1). An effective method for assisting teachers to manage classroom 

behaviors was the use of school-based consultation and a checklist of evidence-based practices.  

The students’ disruptive behaviors included talking out during the teacher’s instruction, any 

behavior reprimanded by the teacher, off-task behavior, hitting or touching, fighting, and any 

action that was disruptive.  Reprimands were recorded whether given to an individual student, a 

group, or the entire class.  Reprimands included verbal comments, banging on a desk, and 

stopping the lesson until the disruptive student stopped an inappropriate behavior.  The research 

design was a single subject multiple baseline study of four elementary general education 

teachers.  Teachers increased their use of behavior-specific praise in all classrooms using a 

checklist and consultant feedback.  As a result of the intervention, teachers decreased their use of 
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reprimands, even if they did not previously identify the desire to do so before consultation and 

intervention.  The conclusion was that using praise was directly related to a decrease in 

classroom disruptions.  The level of the teachers’ confidence grew because of the intervention. 

The teachers regarded the consultation and checklist intervention as “effective, helpful, and thus 

socially valid” (p. 11).    

Strategies for Inclusion of Students with EBD in the Music Education Setting 

Classroom Management Plan 

A few authors and researchers have addressed students with special needs in the music 

classroom.  Atterbury’s seminal book (1990) has been referenced in many current music 

education journal publications cited in this literature review.  “The most important factor in 

classroom management is providing consistency. . . . The behavior expected of the emotionally 

disturbed child must remain identical to that expected of the regular class” (p. 163).  Concerning 

students with emotional and behavioral disorders, Atterbury recommended that music teachers 

enhance structure, maintain an orderly environment, and keep the same seating assignments.  She 

suggested that music teachers should deliberately teach and consistently follow routines; for 

instance, the manner in which to line up to enter or exit the music room. She stated, “Major 

choices or important decision-making opportunities should not be directed to students who are 

incapable of dealing with uncertainty” (Atterbury, p. 164). Instead, she suggested that the music 

teacher should give short, simple instructions. Music teachers should be prepared for a negative 

response if asking a question beginning with, “Would you like to _____?”  On the contrary, the 

music teacher should tell students the instructions, not ask, using direct, instructional language.  

When appropriate, students should be offered choices to minimize disruptive behaviors.  For 

students with disruptive behaviors, allowing them to make choices is a strategy also 
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recommended by Buck (1992), Flick (2011), Hall et al. (2012), Khalsa (2007), and Minahan and 

Rappaport (2012).  Atterbury (1990) explained that if a teacher decides that a time-out is 

necessary, it should be explained to the student ahead of time, be only one to five minutes, and 

assigned with as little attention and emotion as possible. Most importantly, the strategy must be 

used consistently.   

The Shaping Technique 

Effective music teachers need to have a systemized classroom management plan, 

according to Atterbury (1990), using reinforcement, praise, and shaping.  Adamek and Darrow 

(2005), Flick (2011), and Jensen (2005) described the shaping technique.  Shaping affirms a 

child’s successive approximations and attempts at appropriate behavior.  For example, an 

impulsive boy who raises his hand as expected, yet calls out the answer without permission, has 

made an approximation towards the ultimate goal of raising one’s hand while remaining quiet.  

When affirmed, small approximations lead to further attempts of the appropriate behavior.  

Instructional Planning 

Regarding instruction, Atterbury (1990) suggested that music educators consider 

carefully the method in which they present lessons as much as the content of their lessons.  

“When preparing for class activities, performance rehearsals, or instrumental lessons, music 

educators must decide what is to be taught, how the students will learn, and how the teacher will 

decide that [the students] have learned” (p. 166).  Atterbury’s recommendation is to use direct, 

differentiated instruction tailored to the needs of individual students.  Allyon (1974, 1975), 

Bowen (2004), DeRuvo (2009), Kauffman (2001), and Scott et al. (2001) parallel Atterbury’s 

(2009) recommendation to use differentiated instruction.  Atterbury also recommended that 

music teachers proofread their lesson plans intentionally to look for tasks that may cause stress to 



56 
 

a child with emotional and behavioral disorders in order to proactively plan for possible stressful 

moments, such as transitions between activities.   Atterbury wrote, “Success for these youngsters 

may require teachers to adapt materials . . . in addition to paying careful attention to lesson 

structure” (p. 169).  Atterbury recommended collaboration between the music teacher and 

classroom teachers.  Darrow (1999), Hahn (2010), McCord and Watts (2006), and Westling 

(2010) also identified the importance of collaboration among staff as important.  

Prevention Strategies 

Buck (1992) is another author who provided strategies for music educators with the 

disruptive child in mind.  A classroom management plan should be “a system made up of 

preventive and intervention strategies designed to manage rather than control student behavior” 

(p. 37).  Buck further suggested that an effective music teacher should use proactive strategies to 

prevent misbehavior in the first place by implementing the following: 

 clearly define rules,  

 use the classroom management plan consistently,  

 structure the classroom environment,  

 effectively engage students in learning,  

 adapt and individualize instruction, and  

 provide supportive feedback concerning academic or behavioral concerns. 

Buck also recommended the use of differentiated instruction to reach students at all levels of 

learning and abilities.  Regarding misbehavior, using planned ignoring, praise around, offering 

choices, conferences, and time-out were all useful strategies in Buck’s recommendations.  

 

 



57 
 

Musical Structure as a Strategy 

Bernstorf (1996) explained to music teachers that students with hyperactivity and 

aggressive tendencies could be successful in the general music class through the integration of 

structured movement activities, thereby allowing students who struggle behaviorally to “express 

themselves physically within the safe boundaries of the musical structure” (p. 23).  The 

underlying thesis to Bernstorf’s suggestions was that children need to experience success. 

Creative movement may allow students with behavior challenges to experience a positive 

situation in controlling their body movements.  Bernstorf quoted Jaques-Dalcroze who believed 

that “Joy is the most powerful mental stimulus” (p. 23).  Price (2012) also recommended 

movement for students with EBD who have difficulties sitting still.  Price suggested providing 

activities for dancing, hand motions, and adding items such as balls, rhythm sticks, and scarves.  

Price cautioned against dance routines that require touching which may discourage some 

students with EBD from participating.  Because students with EBD need structure, Price 

suggested that teachers use tape on the floor, painted lines, or hula-hoops to define a sense of 

personal space.  

Strategies for Ensemble Directors 

Another music educator and author, Bauer (2001), outlined many effective teaching 

strategies aimed at the director of music ensembles.  He explained that highly skilled music 

teachers have effective classroom management plans based on a proactive approach.  It requires 

planning, preparation, and careful selection of curricular activities.  Bauer recommended that 

teachers write the rehearsal schedule on the board for students to organize their music 

appropriately ahead of time in order to save valuable rehearsal time and provide structure.  

Instructional time should not be wasted; certain administrative functions should be handled 
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outside the rehearsal, if possible.  This correlates with Bowen’s research (2004), which 

encouraged strict, appropriate use of instructional time.  Good use of instructional time was 

mentioned as a priority in previous sections (Scott et al., 2011; Teachout, 1997; Walker et al., 

2003). 

Regarding classroom management, Bauer (2001) recommended that music teachers 

should have no more than five rules. Rules should be for behavior issues, not academic in nature.  

One disruptive behavior encountered by ensemble directors was excessive talking among the 

players.  Bauer suggested that ensembles should be trained that when the director is off the 

podium, talking is allowed; when the director is on the podium, talking is not tolerated.  Having 

good manners as teachers models good manners for the students, a necessary component of 

respect.  An effective director should maintain self-control and patience, and should not yell if 

confronted with inappropriate behavior. Bauer recommended against confronting a disruptive 

student in front of the entire class, but rather having a private conference following rehearsal.    

De l'Etoile (2005) addressed music teachers on the specific subject of disruptive behavior 

disorders in the music classroom.  She acknowledged that managing disruptive and aggressive 

behaviors could cause music teachers to feel “exhausted and overwhelmed” (p. 39).  First, music 

teachers should understand the origins of a disruptive disorder that may stem from an organic 

neurological dysfunction.  As other authors have suggested, De l’Etoile recommended that music 

teachers provide a predictable, consistent, and structured classroom environment with 

consequences for behavior infractions. 

Incorporating Different Learning Styles and Domains 

Hammel and Hourigan (2011) advised music teachers to make adaptations according to 

all domains of learning:  kinesthetic, aural, and visual.  They encouraged music teachers to 
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“brainstorm the number of ways a concept can be taught” (p. 127).  “This list is universal, 

meaning it can be used for all students in a [music] classroom, and all students will benefit from 

being introduced to material through multiple modalities” (p. 127).  Hammel and Hourigan also 

suggested providing a visual schedule of activities to increase structure and predictability, and to 

adjusting homework expectations. 

Music Teacher Attitudes and Expectations 

In Music in Special Education, Adamek and Darrow (2005) explained that teachers’ 

expectations and attitudes impact the classroom environment, as Daniels (1998) and Wilson 

(1996) illustrated.  Adamek and Darrow used the following analogy.  Whereas music educators 

would not expect a deaf child to hear or a blind child to see when they come into the music 

classroom, there is a tendency for teachers to “expect students with a behavior disorder to 

suppress their disability and ‘behave’ when they enter the music classroom” (p. 135).  In a 

separate article, Darrow (2009) suggested that music teachers’ attitudes and beliefs pertaining to 

students with disabilities and towards inclusion were barriers in effective inclusion.  She 

hypothesized that music teachers’ unconstructive attitudes influenced the attitudes of non-

disabled peers.  Additional barriers to effective inclusion of students with disabilities in the 

music setting were   knowledge barriers relating to familiarity in adapting curriculum and 

instructional methods, adapting the classroom environment, designing appropriate management 

techniques, and devising appropriate goals and interventions according to the needs of individual 

students. 

Adamek and Darrow (2005) encouraged music educators by reminding them that as 

challenging as students with emotional and behavioral disorders (EBD) can be, oftentimes it is in 

the music classroom where students with EBD find the most success in their school experience—
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music class provided the students with motivation. The authors found that students with EBD 

were more likely to be successful when they were in close proximity to the teacher, sitting 

among peer models, and engaged in motivating activities.   Adamek and Darrow analyzed the 

shaping technique—positively reinforcing a child’s attempts and approximations of appropriate 

behavior (p. 146).  Shaping was valuable, although it required a great deal of patience.  The 

shaping technique was validated by Atterbury (1990), Flick (2011), and Jensen (2005) as an 

effective means to teach appropriate behavior. 

Adamek and Darrow (2005) recommended the following strategies to music educators 

when working with students with disruptive behaviors: 

 Provide clear, uncomplicated directions. 

 Use the child’s name and make eye contact. 

 Define classroom behavior expectations and be consistent. 

 Positively reinforce challenging students when they are behaving with desired 

behavior. 

 Tell students exactly what to “do” rather than the “don’t.”  For example, “Watch me,” 

instead of “Don’t bury your head in the music.” 

 Provide opportunities for students to be seen in a positive light, such as helping set up 

or clean up around the music classroom (pp. 145-146). 

Collaboration 

McCord and Watts (2006) stressed the importance of collaboration among staff members 

including music teachers in regards to full inclusion.  They stated, “Administrative support is 

needed to facilitate collaboration among the music educator, special educator, and other 

members of the IEP [Individualized Education Plan] team” (p. 28).    
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An important piece of collaboration involved paraprofessionals.  McCord and Watts 

included a useful document for a discussion between the music teacher and the special educator; 

the document listed numerous skills needed in music class with a corresponding space to 

brainstorm possible accommodations an identified child may need.  Hammel (2004) also 

recommended collaboration with classroom teachers, administrators, and the special education 

staff.  Hammel included several resources available online and in print for the music educator to 

consult. 

Music Education Research 

Hendel (1995) analyzed the behavioral characteristics and patterns of nine exemplary 

elementary music teachers.  These music teachers used approving facial expression at least 55% 

of the time “which appeared to have satisfied the elementary students’ need for visual approval” 

(p. 194).  The music teachers used more verbal approvals than nonverbal approvals, with a ratio 

of 3 to 1. The music teachers used more nonverbal disapprovals than verbal disapprovals, with a 

ratio of 4 to 1.  Hendel’s findings seemed to indicate, “that nonverbal disapprovals are less 

punitive reinforcers and leave students with a more positive attitude toward both the teacher and 

the elementary music class” (p. 195).  Additionally, the low percentage of disapprovals, which 

was 16%, suggested “that the nonverbal disapprovals used here were ‘effective’ for social or off-

task behaviors” (p. 195).    

Hendel’s (1995) study of elementary music teachers confirmed that “exemplary and/or 

experienced music educators” used a fast-paced instruction strategy (p. 195).  Further, specific 

feedback was used in over 50% of the instructional time, and that 67% of the music teachers’ 

academic reinforcements used specific or descriptive praise.  Exemplary teachers also 

established classroom routines.  A correlation was found between organized delivery of 
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instruction and student motivation.  Good music teachers “used patterns of instruction that are 

simple, concise, sequential, and complete” (p. 199).   

Through a study that combined survey, interviews, and observations, Hammel (2001) 

identified 14 competencies that elementary music teachers need when including students with 

disabilities. To summarize, music teachers need to have general knowledge of various disabilities 

and understand the Individuals with Disabilities Education Act.  Through assessment and 

evaluation, music teachers can monitor the learning process of all students.  Music teachers need 

the ability to evaluate their program effectiveness for specific students with disabilities, and then 

identify the areas of concern for individual students.  Teachers need to modify the classroom 

arrangement and alter their instructional methods to reach all types of learners.  Teachers need to 

use appropriate materials as well as know how to adapt student materials for special learners.  

Classroom management is a very important skill for music teachers.  Finally, music teachers 

need skills in communicating and collaborating with support personnel. 

MacSuga and Simonsen (2011) examined the process of increasing evidence-based 

classroom management strategies through two case studies, one being a middle school general 

music class with many behavior disruptions.  The case study of the music teacher will be 

discussed here.  According to previous research of Simonsen et al. (2008), there were five 

components of effective classroom management based on research:  (1) provide structure; (2) 

post, teach, review, monitor, and reinforce behavior expectations; (3) provide active learning 

opportunities; (4) use a continuum of responses to desired behavior; (5) use a continuum of 

strategies for inappropriate behavior.  MacSuga and Simonsen (2011) used a descriptive single-

subject case study with an AB design; A for the baseline phase before consultation and B for the 

phase following consultation.  The consultant observed the music teacher each day for fifteen 
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minutes and completed a checklist of observed teacher behaviors.  In addition, three students 

were randomly identified, with off-task behavior occurring 5-30% of the class time.  

In the MacSuga and Simonsen research (2011), the music teacher, Ms Granger, focused 

on the three lowest scoring areas of the consultant’s checklist as areas on which to improve her 

teaching.  Ms Granger chose to decrease her use of negative reprimands, post three classroom 

expectations, and increase her use of specific and contingent praise.  However, Ms Granger 

expressed her concerns about the students’ disruptive behaviors thusly:  “These students should 

know how to behave, and I shouldn’t have to reward them for doing what they need to be doing 

anyway!” (pp. 10-11).  She admitted she “forgets” to use praise because her primary concern was 

“crowd control” (p. 11). 

Following the consultation meeting, the music teacher showed little progress and the 

amount of students’ off-task behavior increased.  Therefore, Ms Granger adjusted her 

intervention plan, choosing to focus on behavior-specific praise and providing a class-wide 

incentive.  Ms Granger also agreed to use daily e-mail feedback of data of her performance in the 

classroom.  Through this process, Ms Granger showed an increase in using evidence-based 

strategies.  Moreover, three specifically challenging students showed an increase in on-task 

behavior.  Ms Granger concluded that after experiencing the positive results of her students’ 

behavior, “When I teach children what is expected, I realize the value of positive behavior 

support” (MacSuga & Simonsen, 2011, p. 11).  The case study demonstrated a positive change in 

Ms Granger’s approach and attitude towards her students, and the positive change it effected in 

her students’ behavior.  

Hendel (1995), and MacSuga and Simonsen (2011) did not address students with 

emotional and behavioral disorders specifically, but Shirk (2008) chose to analyze music 
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educators experiences in managing students with disruptive behaviors.  Shirk surveyed 269 

music teachers (almost equally divided between rural, urban, and suburban schools) about their 

experiences with students with severe emotional and behavioral disorders, the teachers’ level of 

training, and the types of support available.  The number of students with emotional and 

behavioral disorders (EBD) for which the music teachers were responsible were as follows:  

60.4% of respondents had fewer than 5 students with EBD; 19.2% had 6-10 students with EBD; 

5.6% had 11-15 students with EBD; 2.4% had 16-20 students with EBD; and 0.8 had 21 or more 

students with EBD.   Shirk examined the frequency of the following specific behaviors: 

withdrawal or not participating, impulsive behavior, argumentative behavior, aggression towards 

peers, and aggression towards staff.  Behaviors occurring more than 10 times per week were 

impulsive behavior (16.8%), argumentative behavior (5.5%), aggression towards peers (4.2%), 

and withdrawal (4.2%).  Aggression against staff was the least frequently occurring behavior, but 

it occurred for 15.1% music teachers more than once a week.    

Shirk (2008) identified types of support available to music teachers. Almost half of the 

teachers had another adult available during music classes that included special learners but only 

25% of the time.  About 46% of music teachers never had assistance.  Most music teachers, 75%, 

reported they needed more support in managing disruptive behaviors; only 17% felt they had 

sufficient support.  Although some music teachers in Shirk’s replies did have assistance, she did 

not inquire to the degree that assistance was helpful.  Darrow (1999), discussed below, had music 

teachers clarify whether they felt paraprofessionals were helpful or not.   
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Summary of the Present Survey Research 

Students with Emotional and Behavioral Disorders in the Music Classroom  

As the previous research has shown, students with emotional and behavioral disorders 

(EBD) are included in regular education.  But what do we know about the impact of students 

with EBD in today’s music classrooms?  How do music teacher rate the frequency of 

inappropriate and disruptive behaviors as well as their sense of self-efficacy in managing 

particular behaviors? 

Previous research on inclusion identified that behavior management is a chief concern 

among general educators (Myles & Simpson, 1998) and for music educators (Darrow, 1999; 

Gordon, 2001; Gordon, 2002).  There was valuable information and recommendations for music 

teachers on the inclusion of students with emotional and behavioral disorders (Adamek & 

Darrow, 2005; Atterbury, 1990; Bach, 1992; Bauer, 2001; Bernstorf, 1996; De l’Etoile, 2005; 

Hammel & Hourigan, 2011; McCord & Watts, 2006; Price, 2012).  However, there is a limited 

amount of research documenting the specific types of behaviors music teachers face and what 

successful strategies they use in classroom management.  Are music educators using 

recommended strategies for the successful inclusion of students with emotional and behavioral 

disorders?   

Harrison, Vannest, Davis, and Reynolds (2012) suggested that classroom teachers are in a 

“unique position to observe many children, are well versed in school and community 

expectations, and are focused on outcomes that lead to improved academic and life functioning” 

(p. 56).  The Harrison et al. study found that, although specific diagnoses of students are 

important to know, teachers preferred rating actual specific behaviors. Therefore, the current 
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research study asks for both:   a ranking of concern for specific challenging behaviors as well as 

a rating on the frequencies of these behaviors in the music setting. 

Hahn (2010) found that for music teachers, top concerns were including students with 

emotional and behavioral disorders, ADHD, and learning disabilities.  Therefore, the present 

research asked music teachers to identify whether or not they had students with specific 

emotional and behavioral disorders—Attention Deficit/Hyperactivity Disorder, Oppositional 

Defiant Disorder, Conduct Disorder, or other  emotional and behavioral disorders. 

Specific Disruptive and Inappropriate Behaviors in the Music Classroom 

Teachout’s (1997) results revealed that experienced music teachers ranked maintain 

student behavior as the number one priority and motivate students as their second priority. 

Miksza, Roeder, and Biggs (2010) had similar results as Teachout regarding band directors 

across all grade levels. How do these results interface with current music educators’ experiences 

with students with emotional and behavioral disorders? 

Forness, Kavale, King, and Kasari (1994) found that for classroom teachers (general 

education setting), two major types of behaviors that were top concerns were not paying 

attention and disrupting class.  Reinke et al. (2011) found that primary concerns of teachers were 

behaviors that were disruptive, defiant, and aggressive; and students who demonstrated conduct 

problems such as hyperactivity and inattention; and social skills problems.  The majority of 

teachers reported in the study had been confronted with the following behaviors in the 

classroom:   disruptive behaviors and acting out (97%), inattention (96%), hyperactivity (96%), 

defiant behavior (91%), peer problems (87%), and aggressive behavior (78%).  Obviously, these 

are high percentage rates for challenging behaviors.  Harrison, Vannest, Davis, and Reynolds 

(2012) found that teachers preferred to discuss specific student behaviors that contributed to 
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classroom management problems rather than to simply be told a diagnosis.  Alter, Walker, and 

Landers (2013), Harrison et al. (2012), Reinke et al. (2011), Shirk (2008), and Westling (2010) 

identified specific types of challenging behaviors educators face in their individual studies.  To 

extend the research and build on the foundation that defines precise problematic behaviors was a 

primary goal of this study, as well as to determine the frequency of disruptive behaviors in music 

settings, and to identify which were the most disconcerting. 

Music Teachers’ Confidence in Managing Disruptive Behaviors 

Recall that Baker (2005) showed that teachers reported less confidence when confronted 

with difficult and defiant students.  Walter et al. (2006) found that teachers did not feel confident 

about their ability to manage the mental health challenges in their classrooms.  Westling (2010) 

also addressed confidence levels in general educators. Therefore, it seemed important to have 

music teachers rate their level of self-efficacy in managing particular disruptive behaviors.    

Hicks (2012) found a significant relationship between a beginning teacher’s (three or less 

years of experience) sense of confidence in managing their students’ behavior (Hicks surveyed 

general educators).  Madsen and Hancock (2002) compiled statistics regarding key information 

about music educators.  Madsen and Hancock findings for years of teaching experience were: 1-

2 years, 36%; 3-4 years 26%; 5-6 years, 15%; 7-8 years, 10%; and 9-10 years, 6%.  In terms of 

specialty area of music, 50% taught band, 20% choral, 20% choral and general music, 10% 

orchestra.  Therefore, it seemed necessary to ask music teachers how many years they have been 

teaching and if there is a correlation with their levels of confidence in classroom management 

skills. 
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Using Effective Strategies for Classroom Management 

According to Westling (2010), most teachers in general education and special education 

do not use recommendations on effective strategies as found in the literature.  Therefore, it 

seemed critical to solicit information from music teachers to identify what particular strategies 

they use in classroom management and whether they use the same strategies as those delineated 

in both the general education literature and music education literature.    

Regarding behavior challenges, Westling (2010) surveyed general educators and special 

educators, whereas Shirk (2008) analyzed music educators.  Shirk identified types of challenging 

behaviors that music teachers experience, and their level of preparation to manage disruptions.  

Only half of the music teachers in Shirk’s study felt capable of managing the aggression of 

students with EBD.  Yet, Shirk did not analyze definitive strategies used by the music teachers.  

Westling did analyze strategies, finding that most teachers do not utilize recommendations from 

research.  In Shirk’s analysis of music teachers, only half felt prepared to manage severe 

behavior disruptions, which seems a bit disconcerting.  Shirk’s dissertation analyzed the various 

types of behaviors that occurred in the music classroom and music teachers identified how 

prepared they were in dealing with a variety of behaviors.  However, in reading the results, it 

begs the question: So the teachers felt prepared to manage specific behaviors—what exactly did 

the music teachers do with the students when challenging behavior occurred? Knowing 

specifically what strategies music teachers use in managing students with disruptive behaviors 

could provide valuable information to improve music instruction. 

Van Acker, Grant, and Henry (1996) underscored that for students with aggressive 

behavior, teachers “employ strategies that hold little hope for improving student success for a 

significant number of students” (“Discussion,” para. 10).  Also, Gunter (1994) ascertained that 
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negative interactions between teachers and aggressive or disruptive students increased the 

likelihood of more negative behavior from the students.  Scott, Alter, and Hirn (2011) found that 

students with behavior problems received “three times more negative feedback” in the 

researcher’s 1,000 observations across all grade levels (p. 636).  Scott, Alter, and Hirn’s analysis 

of students with behavior disorders, and the finding that these students received a greater rate of 

negative reinforcement compared to positive reinforcement, also seemed worth considering in 

the music classroom context.  In light of their conclusions, it seemed imperative to examine the 

use of reprimands as a consequence for disruptions in the music classroom.   

The literature indicated that behavior-specific praise is an effective strategy in managing 

a well-run classroom.  Reinke, Lewis-Palmer, and Merrell (2008) found a direct relationship 

between behavior-specific praise and a decrease in classroom disruptions.  Leflot, van Lier, 

Onghena, and Colpin (2010) found that as teachers increased their use of specific praise, the 

level of students’ hyperactivity and oppositional behavior decreased.  Sutherland, Wehby, and 

Copeland (2000) determined that behavior-specific praise increased the level of on-task 

behaviors of students with severe behavior disorders.  Stormont and Reinke (2009) defended the 

use of contingent praise as effective for students with severe behavior disorders.  Allday et al. 

found a positive correlation between a teacher’s use of behavior-specific praise and the on-task 

behavior of students with EBD. Marchant and Anderson (2012) linked a decrease in behavior 

disruptions with an increase in teachers using contingent praise.  Gable, Hester, Rock, and 

Hughes (2009) listed the effective use of contingent praise among evidence-based practices.  

Duchaine, Jolivette, and Fredrick (2011) clarified that behavior-specific praise was effective in 

high school inclusion classrooms.  Conroy, Sutherland, Snyder, Al-Hendawi, and Vo (2009), 
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Conroy, Sutherland, Snyder, and Marsh, (2008), and Walker et al. (2003) concurred that 

individualized behavior-specific praise is an effective classroom management strategy.  

Among the researchers cited above, only two examined behavior-specific praise in the 

context of the music classroom.  MacSuga and Simonsen (2011) determined that classroom 

disruptions decreased with the use of contingent praise in a middle school general music class.  

Hendel (2011) also identified the use of explicit affirmation to be effective in the elementary 

music classroom. 

 As the above citations explained, behavior-specific praise was indeed important and 

necessary to manage a positive classroom environment and to decrease off-task behaviors. It also 

was effective for students with severe behavior disorders.  Therefore, it is of interest to know if 

current music teachers use behavior-specific praise in their list of strategies.   

Types of Support and Collaboration  

 Darrow (1999) identified critical issues for music educators that included the need for 

consultation and collaboration with special educators and/or music therapists, extra planning 

time needed to include students with disabilities successfully, and managing a range of ability 

levels.   Darrow identified that teachers need more information about a student’s behaviors and 

strengths as well as need helpful strategies in order to successfully include students with 

disabilities.  Darrow reported negative comments from music teachers regarding the 

effectiveness of paraprofessionals, often finding them to be more a nuisance than a help.  The 

current study asks music teachers to rate how often a paraprofessional is included to assist 

students with behavioral challenges; and, to rate the effectiveness of the paraprofessional.  

 Collaboration among staff was mentioned in the literature review (Atterbury, 1990, 

Darrow, 1999; Hahn, 2010; Hammel, 2004; McCord & Watts, 2006; Westling, 2010).  Westling 
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(2010) found that only 30% of teachers had support from other staff, administrators, parents, or 

behavior specialists.  In Shirk’s (2008) research, 46% of music teachers never had the assistance 

of another adult for their students with challenging behaviors.  In the same study, a behavior 

specialist was available to only 54% of the elementary music teachers. Only 17% music teachers 

felt like the support they received was adequate.  

The National Longitudinal Transition Study-2 (NLTS-2, 2003) reported that only 40% of 

general education teachers received any type of information about students with special needs. 

Of this number, only half (approximately 20%) received support from a special education teacher 

or other support personnel.  Only 18% of surveyed general educators who had inclusive 

classrooms had been provided with in-service training on meeting the needs of students with 

disabilities.  In light of these data on support available for music educators, it seemed necessary 

to inquire whether behavior specialists are currently available to music teachers and whether 

collaboration with other staff occurs? 

 Darrow (1999) established that a frequent source of support used by music educators was 

the aid of paraprofessionals, but the responses were often negative—many music teachers felt 

that often paraprofessionals were more of an interference than a positive support.  In Shirk’s 

(2008) analysis, half the music teachers had adult help less than 25% of the time; 46% never had 

adult assistance. In Doyle’s survey (2009) of urban elementary music teachers, 71.4 % had no 

assistance from a paraprofessional in music class.   This current survey project asked music 

teachers how often they have the assistance of another adult and to rate the effectiveness of the 

paraprofessional. 
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Elementary Music Teachers and Secondary Music Teachers 

Darrow (1999), Gilbert and Asmus (1981), and Hahn (2010) identified that behavior 

management is more significant for elementary music teachers compared to teachers of the 

higher grades.  Snyder (1998) clarified that the secondary ensemble rehearsal situation includes a 

higher number of students compared to academic courses.  Gfeller (1990) explained that the 

different environment of the music classroom could amplify both the intellectual and behavioral 

struggles of students with EBD.  Given that the music classroom and rehearsal setting are quite 

different environments compared to other school settings, it would be important to ask music 

educators the extent of behavior challenges they encounter.  Is there a difference between the 

experiences of elementary music teachers, and those who teach middle school and high school 

music with regard to the inclusion of students with disruptive behaviors? 

Type of Community Related to More Discipline Problems 

The type of community in which teachers are employed makes a difference regarding the 

behavior challenges they face, especially for urban teachers and for teachers at schools with high 

poverty rates.  Scott, Alter, and Hirn’s (2011) researched behavior problems in urban schools 

marked by poverty and found that general educators spent more than a third of their class time 

not engaged in instructional activities.  Valois, MacDonald, Bretous, Fischer, and Drane (2002) 

cited poverty as a major factor in aggression and violence in students.  The Public Agenda 

Foundation 2004 study found that students with behavior problems were a more critical issue in 

schools with high level of poverty (schools with 75% or more students eligible for federal Title I 

funding for Free and Reduced Lunches). Therefore, the issue is important to educators since 

33.2% of elementary and middle school with EBD lived in poverty, and 29.8% of high school 

students with EBD lived in poverty (Wagner, Kutash, Duchnowski, Epstein, and Sumi, 2005).   
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The Public Agenda study (2004) reported that discipline problems were more of a 

problem in schools in urban settings (42%, compared to 26% in suburban schools, and 25% in 

rural schools).  Additionally, Gordon (2002) found a significant difference in discipline issues 

between urban and non-urban schools.  In light of behavior problems being more problematic for 

teachers in urban settings, especially in high-poverty communities, it seemed necessary to ask 

music educators the types of communities in which they teach. 

Conclusion 

 This review of the literature was designed to consider characteristics of students with 

emotional and behavioral disorders.  Specifically, there were descriptions of behaviors exhibited 

by students who have Attention-Deficit/Hyperactive Disorder, Oppositional Defiant Disorder, 

and Conduct Disorder.  Authors and researchers found that students with these disruptive 

behaviors have difficult experiences in school and can pose significant challenges for their 

teachers.   

 The review examined behavior management concerns of teachers for both the general 

education setting as well as the music classroom. The review cited recommendations made by 

experts for strategies that may be effective for both classroom management and to facilitate 

instruction.   

 Given the current practice of inclusion, music teachers are responsible for students with 

all kinds of disabilities, including severe emotional and behavioral disorders (EBD).  There is 

literature recommending best practices for classroom management.   However, there appears to 

be little research of the effectiveness of such strategies in managing the music classroom, and 

virtually no studies specifically addressing strategies that are effective with students having 

severe emotional and behavioral disorders in music settings.  Therefore, it is important to the 
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field to develop a study designed to identify the types of behaviors music teachers encounter and 

the strategies music teachers actually employ and find successful in managing student behaviors.    

A survey was designed for members of professional music teacher associations and distributed to 

six Midwestern states to examine their experiences regarding classroom behavior challenges, 

with special emphasis on their experiences with students with EBD. 
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CHAPTER 3 

Method 

Participants 

 The regional study encompassed professional music teacher associations from six states 

(Iowa, Kansas, Minnesota, Nebraska, Oklahoma, and South Dakota).  Of a potential of 4,095 

participants, a total of 599 music teachers completed the online survey.  

Measures 

The researcher developed a 28-item survey, “Classroom Management Concerns in Music 

Education.”  (See Appendix A for the full survey). The survey allowed participants to describe 

their current experiences with (a) behavior management issues and (b) students with emotional 

and behavioral disorders in the music education setting.  The research survey was created using 

the Qualtrics online survey design website (2009).  Content validity was established based on 

feedback from five people, which included Wichita State University professors and certified 

music teachers. Revisions were made to ensure that survey items actually measured the 

classroom management concerns of music teachers.   

The major topics of the 28-item survey were developed through the review of the 

literature, discussion with professors knowledgeable about research and classroom issues, and 

the researcher’s personal experiences in managing a music classroom.  Survey item formats 

included open-ended, Likert, and multiple-choice responses.  The survey included six main areas 

of music teaching:  (a) teaching situation, four questions, (b) types of challenging behaviors, four 

questions, (c) teaching strategies, six questions (d) presence of students with a special education 

diagnosis, three questions, (e) support, three questions, and (f) demographic information and 
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descriptive information, eight questions.    A summary of each main section follows; the 

complete survey is in Appendix A.   

 Teaching situation.  Teachers identified what grade level they taught (elementary, 

middle school, high school) as well as what subject of music they taught (general music, band, 

choir, orchestra).  Teachers were asked how many students were in an average class period as 

well as the total number of students they taught during the current academic year. 

Types of challenging behaviors.  Twelve specific types of challenging behaviors were 

listed on the survey. The behaviors were: (a) talking without permission, (b) not following 

directions, (c) making disrespectful comments towards staff, (d) hyperactivity, (e) oppositional 

or defiant or refusal behavior, (f) swearing, yelling, arguing, bullying, teasing, or other 

intimidating vocal disruptions, (g) physical aggression towards staff (hitting, kicking, throwing 

objects), (h) physical aggression towards peers (hitting, kicking, throwing objects), (i) damaging 

property, (j) self-abusive behavior, (k) withdrawn behavior, and (l) leaving the classroom 

without permission.  The types of behaviors were drawn from the literature review (Alter, 

Walker, & Landers, 2013; Harrison, Vannest, Davis, & Reynolds, 2012; Reinke, Stormont, 

Herman, Puri, & Goel, 2011; Westling, 2010) as well as the researcher’s own experiences in the 

classroom.   Teachers ranked the occurrence of these behaviors as daily, weekly, monthly, 

rarely, or never.  Teachers identified their level of confidence in managing the specific behaviors 

as not at all confident, somewhat confident, or very confident.  Of the 12 behaviors listed, 

teachers identified the top three behaviors that concern them the most. In addition, teachers 

clarified why those particular behaviors were such a concern (i.e., frequency of the behaviors, the 

severity of the behaviors, how difficult it is to change these behaviors, the number of students 

who display these behaviors, the lack of familiarity with these types of problems, or other). 



77 
 

Teacher Strategies.  Strategies and consequences were drawn from the literature review 

(Baker, 2013; Stormont, Reinke, & Herman, 2011; Westling, 2010) as well as the researcher’s 

own experiences. The survey included ratings of 15 strategies that music teachers employed in 

the classroom.  Teachers rated their use of the strategies as never, seldom, sometimes, or regular 

part of my teaching.  Teachers were provided a list of positive and negative consequences that 

can be used in the music classroom and indicated whether they used the consequences by 

marking each with a yes or no.  Teachers also identified which three consequences they found to 

be the most effective.   

Students with challenges.  Teachers identified how many of their students posed 

ongoing behavior challenges in the music setting.  Teachers were asked if they had students with 

a special education classification, specifically, Attention Deficit-Hyperactive Disorder, Conduct 

Disorder, Oppositional Defiant Disorder, or other emotional and behavioral disorders.   

Support.  Teachers were asked to what extent a paraprofessional is present during music 

class to help manage students with challenging behaviors:  never, sometimes, most of the time, or 

all of the time. Teachers rated the paraprofessionals as not helpful, sometimes helpful, or helpful 

most of the time.  Similar to Westling’s survey (2010), the current survey asked music teachers to 

rank the level of support (never, rarely, sometimes, or quite often) they received from various 

staff within their building. 

Demographics.  The survey requested eight items of demographic information about 

participants, including gender, age, highest college degree attained, and years of teaching 

experience.  Teachers identified the community in which their school was located as urban, 

suburban, or rural; and whether their school was public, parochial, or non-parochial private.  

Teachers identified the percentage of their students who received federal Title I funding for free 
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and reduced lunches (i.e., under 25%, 26-50%, 51-75%, 76-100%).  Lastly, teachers identified 

the state in which they taught (Iowa, Kansas, Minnesota, Nebraska, South Dakota, or 

Oklahoma). 

Procedure 

The directors of eight Midwestern professional music teacher organizations were 

approached to facilitate distribution of the survey to their members.  These organizations 

represented a total of 5,195 members:  Indiana Music Educators Association, 1100 members; 

Iowa Music Educators Association, 400 members; Kansas American String Teachers 

Association, 145 members; Kodaly Music Educators of Kansas, 200 members; Minnesota Music 

Educators Association, 2,300 members; Nebraska Music Educators Association, 400 members; 

Oklahoma Music Educators Association, 350 members; South Dakota Music Educators 

Association, 300 members.  The administrators of the Indiana Music Educators Association did 

not follow the recommended procedure of forwarding an email invitation from the researcher to 

their membership; consequently, the Indiana group was not included in the final analysis.  

Without the Indiana teachers, the total number of potential participants was 4,095.  

 Pilot Survey.  A pilot survey in print format was administered to a graduate class of 10 

music teachers.  Respondents were asked to consider the language of the survey items and the 

content.  Data on the amount of time to complete the paper survey were also recorded.  Revisions 

were made after feedback from the initial pilot group; then, an online version of the study was 

created using the Qualtrics survey design computer program.  A second pilot group of 9 music 

teachers participated in the online version, with an average completion time of 9 to 12 minutes.  

Additional revisions to clarify questions were made before the final version of the survey was 
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made available to current music teachers who belonged to the seven state professional 

organizations.   

IRB Approval.  The Wichita State University Institutional Review Board approved the 

research proposal on March 3, 2014.  Amended approvals, to reflect additional state 

organizations, were granted on March 27, 2014, and April 28, 2014. Copies of the approvals are 

in Appendix B.   

Survey Administration.  Electronic mail inquiries that explained the purpose of the 

study and requested access to members were sent to the executive directors of six Midwest state 

Music Educators Associations. Presidents of the Kansas American String Teachers Association 

and Kodaly Music Educators of Kansas also were approached.   Eight positive replies agreeing to 

help administer the survey were received from the executive directors of the Music Educators 

Associations of Indiana, Iowa, Minnesota, Nebraska, Oklahoma and South Dakota, the Kansas 

American String Teachers Association, and the Kodaly Music Educators Association. The 

executive director agreements are in Appendix C.   

The survey was sent with an electronic mail invitation to participate in the study 

(Appendix D).   The participant consent form was the first page of the online survey (see 

Appendix A for a copy of the survey and the consent form).  The survey was electronically 

available to participants for three weeks.  Participation was open from April 2, 2014, until April 

24, 2014, for the Music Educators Associations of Iowa, Minnesota, Nebraska, South Dakota, 

and Oklahoma, as well as the Kansas American String Teachers Association. Participation was 

open from April 29 to May 16, 2014, for the Kodaly Music Educators Association. 

The online survey was disseminated to the members of the seven state organizations 

using three different processes.  One, the executive director sent an Excel document listing 
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members’ names and email addresses (Kansas American String Teachers Association and 

Minnesota); from the list provided, members received a personalized email invitation.  Two, the 

executive directors (Kodaly Music Educators of Kansas, Iowa, Nebraska, and Oklahoma) 

forwarded an email invitation with a link to the online survey to their membership.  Three, the 

executive director posted a link to the survey directly on the state’s website and included it in an 

electronic newsletter (South Dakota).  Reminder emails were sent after seven days and after 20 

days. Copies of the initial email invitation and the reminders are in Appendices D and E.   The 

survey was removed from online access and no more submissions could be made after May 16, 

2014. 

The first page of the online survey was the consent form.  In order to submit responses on 

the online survey, participants were required first to consent to participate in the research; the 

responses that were submitted online were verification that consent was given.  All survey 

submissions were confidential. If participants responded to an email invitation directly or via a 

website link, responses were anonymous and no contact information was connected to the 

responses.  No incentives were offered. 

Data Analysis 

 The online survey was created using the Qualtrics survey design software (2009).  The 

results on the Qualtrics survey were automatically assessed using the Statistical Package for the 

Social Sciences (SPSS) designed by the IBM Corporation (2013). 

This is a descriptive study.  Frequencies were used to analyze responses to each survey 

question.  Central tendency was described as either mean or mode, as appropriate.  Range of data 

and standard deviation were computed to describe variability.  One-way ANOVAs were 

conducted to compare means between groups for particular questions, followed with a Tukey test 



81 
 

to analyze the significance among particular groups.  Where appropriate, a Spearman rho 

correlation was utilized to identify correlations between variables. 
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CHAPTER 4 

Results 

 The purpose of this research was to investigate the experiences of music educators 

(grades K-12) pertaining to classroom management in the music classroom and rehearsal 

settings, and their experiences regarding the inclusion of students with emotional and behavioral 

disorders in those settings.  Chapter 4 outlines the findings of the online survey, “Classroom 

Management Concerns in Music Education.” (The complete survey is in Appendix A; the raw 

data are collected in Appendix F.)  Please note that to encourage participants to consider all 

questions on the online survey, the questions did not force respondents to answer every single 

question in order to participate.  Therefore, the number of respondents per question may vary. 

Demographic and Descriptive Information 

Music teachers from six Midwestern states were represented in the survey.  Of 4,095 

potential subjects, 599 music educators completed the online survey resulting in a return rate of 

15%.  In the Results and Discussion, these 599 are identified using the terms participants or 

teachers.  More teachers from Minnesota (43.4%, n = 260) and Nebraska (19.7%, n = 118) 

participated than did music teachers from other states:  Kansas, 6.0% (n = 36), Oklahoma, 6.0% 

(n = 36), Iowa, 4.3% (n = 26), and South Dakota, 2.2% (n = 13).  Of the 599 responding 

teachers, 107 participants did not respond to the question about their state.  

The majority of the participants were women, 60.3% (n = 361); 21.9% (n = 131) were 

men.  However, again, 107 did not respond to this question.  SPSS was used to calculate the 

valid percent of female and male participants including missing responses and determined that 

73.4% participants were women, 26.6% were men.  These data align closely with the Digest of 

Educational Statistics (National Center for Educational Statistics, n.d.) that found for school year 
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2011-12, 76.3% teachers were women, 23.7% teachers were men.  (The NCES data were 

gathered on teachers in general, not just music educators.) 

The most common level of education level attained by participants was a master’s degree 

(44.6%, n = 267).  Again, this is very close to the national data as reported by the Digest of 

Educational Statistics (National Center for Educational Statistics) which found for school year 

2011-12, 48.5% of all types of teachers had attained a master’s degree. 

The largest age group was age 51 and older, 26.7% (n = 160).  The other participants 

identified their ages as 41 to 50 years old, 18.0% (n = 108); 31 to 40 years old, 19.0% (n = 114); 

or under 30 years old, 17.0% (n = 102).  Figure 1 depicts participants’ age categories. 
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1 = under 30 years old, 2 = 31-40 years old, 3 = 41-50 years old, 4 = 51 and older, 5 = prefer not to respond. 

Figure 1.  Age of Participants. 

 

The average number of years of teaching experience for the participants was 17.5 years 

(SD = 11.0); most common (mode) was 7 years, and experience ranged from 1 to 47 years.  

Regardless of their mature ages and years of teaching experience, most teachers faced numerous 

disruptive behaviors on a daily basis. 

Somewhat more participants taught in elementary school (n = 310) than middle school (n 

= 303) or high school, (n = 262).  The counts for elementary, middle school, and high school 

totaled more than the overall number of participants because some participants teach multiple 

grade levels.  Figure 2 depicts the grade levels taught by the participants. 
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Figure 2.  Grade Levels Taught by Participants. 

 

The majority of participants, 73.8% (n = 442), taught in public school; 5.8% (n = 35) 

taught in parochial schools; and 2.3% (n = 14) taught in private/non-parochial schools (108 did 

not respond). More of the participants taught in a rural setting (37.7%, n = 226); than in 

suburban (29.2%, n = 175) or urban settings (15.0%, n = 90) (108 did not respond).  

In order to assess poverty levels of schools, teachers were asked to identify the level of 

federal Title I funding for free and reduced lunches at their schools.  The largest portion of the 

teachers (23.5%, n = 141) taught in schools in which 26% to 50% of the students qualify for 

federal aid.  Table 1 and Figure 3 show the number of teacher participants who reported teaching 

in schools that qualified for Title I funding.    
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Table 1 

Schools that Qualify for Federal I Aid 

Percent of Student Population 
Who Qualify for Federal Aid 

Percent of Teachers Whose 
Schools Qualified for Federal Aid 

Number of Teachers’ 
Schools 

None 2.0 12 

under 25% 16.5 99 

26%-50% 23.5 141 

51%-75% 17.7 106 

76%-100% 9.7 58 

I don’t know 12.5 75 

no response 18.0 108 

 

 

Figure 3.  Number of Participants Teaching in Schools that Qualify for Federal I Aid 
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 The majority of participants taught general music, 52.9% (n = 317).  The other areas of 

music taught were:  choral music (41.1%, n = 246), band (35.1%, n = 210), orchestra (9%, n = 

54) other (14%, n = 84). (Participants checked all items that applied.)  Subjects included in the 

other category included world music drumming, music theory, and music appreciation. 

 The average number of students in each teachers’ largest class was 45.7 (SD = 23.1).  The 

most frequent size of the largest music classes was 25.  The overall range in participant’s largest 

class was 12 to 170.  The average number of total students taught was 276.1 (SD = 169.9), with a 

range of 30 to 1355 students. 

Behavior Challenges  

The survey questions documented the daily experience of music teachers.  Given a list of 

12 common disruptive behaviors, teachers reported the frequency of these student behaviors in 

their music classrooms.  The frequencies of the common challenging behaviors are summarized 

in Table 2. The most common disruption was talking without permission with 88.3% (n = 467) 

of teacher reporting it as a daily occurrence.  Also identified mostly as daily occurrences were 

not following directions, 64.1% (n = 339); and hyperactivity, 51.7% (n = 273).  

Withdrawn behavior occurred less often but was reported by 33.3% (n = 175) of teachers 

as a monthly occurrence and by 21.7 % (n = 114) as occurring weekly.  Several behaviors were 

identified as occurring rarely or never.  Physical aggression towards staff typically was listed by 

teachers as occurring rarely 30.3% (n = 160), or never 64.2% (n = 339).  Physical aggression 

towards peers was rated as occurring rarely by 49.0% (n = 259) of music teachers and as never 

by 29.1% (n = 154).  Damage to property was rated as rarely by 60.7% (n = 321) of music 

teachers.  The largest portion of teachers listed disrespectful comments towards staff as occurring   

rarely at 48.1% (n = 254). Other behaviors listed as occurring rarely or never were: leaving the 
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classroom without permission (rarely 49.9%, n = 263; never 26.9%, n = 142); self-abuse (rarely 

44.9%, n = 237; never 42.4%, n = 224); and intimidating vocal disruptions (rarely 43.7%, n = 

231).  In the other category, teachers included comments about inappropriate use of technology 

(cell phones and iPads), playing instruments without permission, and lack of effort and 

participation. 

Of interest were the results for oppositional or defiant or refusal behaviors. Teachers 

seemed most evenly divided in their response to this item although the largest portion of teachers 

reported the behavior as occurring rarely (37.1%, n = 196).     
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Table 2 

Frequency of Challenging Behaviors 

Behaviora Daily Weekly Monthly Rarely Never 
 % (n) % (n) % (n)    % (n)    % (n) 

Most Frequently Rated as Daily 
Occurrences:      

     Talking Without Permission.    88.3(467) 7.9      (42) 1.3      (7) 2.5    (13) 0 

     Not Following Directions.   64.1(339) 25.9  (137) 4.3    (23) 5.5    (29) 0.2     (1) 

     Hyperactivity.   51.7(273) 30.3  (160) 8.9    (47) 8.5    (45) 0.6     (3) 

Most Frequently Rated as Monthly 
Occurrences:      

     Withdrawn Behavior.   11.4  (60) 21.7  (114) 33.3  (175) 28.8  (151) 4.8     (25) 

Most Frequently Rated as Rarely 
Or Never Occurrences:      

     Damage To Property.     1.1      (6) 2.3     (12) 11.2   (59) 60.7  (321) 24.8  (131) 

     Leaving Classroom Without 
Permission.     1.1      (6) 7.2     (38) 14.8   (78) 49.9  (263) 26.9  (142) 

     Physical Aggression Towards 
Peers: Hitting, Kicking, Throwing 
Objects.  

2.5    (13) 4.3     (23) 15.1   (80) 49.0  (259) 29.1  (154) 

     Disrespectful Comments 
Towards Staff.    10.0  (53) 18.2   (96) 14.6   (77) 48.1  (254) 9.1     (48) 

     Self-Abuse.                  0.6      (3) 3.4     (18) 8.7     (46) 44.9  (237) 42.4  (224) 

     Swearing, Yelling, Arguing,                   
Teasing, Bullying, Or Other 
Intimidating Vocal Disruptions.    

5.9    (31) 13.0   (69) 19.3  (102) 43.7  (231) 18.1   (96) 

     Oppositional Or Defiant Or 
Refusal Behaviors.    13.4  (71) 24.8  (131) 18.0   (95) 37.1  (196) 6.6     (35) 

     Physical Aggression Towards 
Staff: Hitting, Kicking, Throwing 
Objects.  

0.4      (2) 1.9     (10) 3.2     (17) 30.3  (160) 64.2  (339) 

aBehaviors are listed by frequencies of participants’ ratings, not by the order on the survey.  
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Levels of Confidence 

Teachers were asked to rate their confidence level in dealing with each of the disruptive 

behaviors.  Table 3 outlines a summary of confidence levels pertaining to each of the types of 

disruptive behavior. Overall, teachers were somewhat confident or very confident in managing all 

the challenging behaviors.  Teachers were very confident (79.8%, n = 418) at managing students 

who do not follow directions.  Teachers were very confident in dealing with students talking 

without permission (78.8%, n = 413).  Most teachers were very confident in managing 

disrespectful comments towards staff (72.7%, n = 380).  About half the teachers were somewhat 

confident in managing withdrawn behaviors (55.0%, n = 288).   

In managing aggression towards peers, 44.3% (n = 232) of the teachers were very 

confident; and 40.8% (n = 214) were somewhat confident.  In managing aggression towards 

staff, 34.5% (n = 181) were very confident; and 38.9% (n = 204) were somewhat confident;  

however, a little over a quarter of teachers were not at all confident in managing aggression 

towards staff, 26.5% (n = 139).  

Teachers were only somewhat confident with managing hyperactive behaviors, 51.6% (n 

= 181) although hyperactivity occurred on a daily basis for 51.7% of the teachers.  The highest 

percentage of not at all confident was managing self-abusive behavior (37.8% n = 197).   
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Table 3 

Confidence Levels of Teachers per Challenging Behavior 

 
Behaviorsa 

 
Not At All Confident  

 
Somewhat Confident  

 
Very Confident  

 % (n) % (n) % (n) 

Most Frequently Rated Very 
Confident:    

     Not Following Directions.         0.6       (3) 19.7     (103)   79.8    (418) 

     Talking Without Permission.       0.8       (4)       20.4     (107)   78.8    (413) 

     Disrespectful Comments 
Towards Staff.                   2.1      (11) 25.2     (132)   72.7    (380) 

     Leaving Classroom Without 
Permission.  

 5.4     (28) 29.5     (154)   65.1    (340) 

     Damage To Property.          8.4     (44) 36.1     (189)   55.5    (291) 

     Swearing, Yelling, Arguing, 
Teasing, Bullying, Or Other 
Intimidating Vocal Disruptions.       

 7.8      (41) 42.0     (220)   50.2    (263) 

     Physical Aggression Towards 
Peers: Hitting Kicking, Throwing 
Objects.             

14.9     (78) 40.8     (214)   44.3    (232) 

Most Frequently Rated Somewhat 
Confident:    

     Withdrawn Behavior.  14.3     (75) 55.0     (288)   30.7    (161) 

     Hyperactivity.   5.25    (27) 51.6     (270)   43.2    (226) 

     Oppositional Or Defiant Or 
Refusal Behavior.               12.1     (63) 50.6     (264)   37.4    (195) 

     Self-Abuse.     37.8    (197) 45.9     (239)   16.3      (85) 

Rated Not at All Confident    

     Physical Aggression Towards 
Staff: Hitting, Kicking, Throwing 
Objects.              

26.5    (139) 38.9     (204)   34.5    (181) 

aBehaviors organized by confidence levels, not the order they were on the survey. 
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Teachers were asked to identify which challenging behaviors concern them the most in 

the classroom.  The most concerning were talking without permission, 45.9% (n = 275); not 

following directions, 40.9% (n = 245); hyperactivity, 24.4% (n= 146), and oppositional or 

defiant behavior 28.5% (n = 171).  In the other category, teachers commented on lack of effort, 

lack of motivation, and lack of participation.  Table 4 provides a summary of chief behavior 

concerns.   

Table 4 

Major Behavior Concerns 

Behaviors Percent of Teachers     (number)  

Talking Without Permission 45.9% (275) 

Not Following Directions 40.9% (245) 

Oppositional or Defiant or Refusal Behavior 28.5% (171) 

Hyperactivity 24.4% (146) 

Withdrawn Behavior 18.5% (111) 

Disrespectful Comments Towards Staff. 10.7%   (64) 

Physical Aggression Towards Peers:  Hitting, 

Kicking, Throwing Objects 

10.2%   (61) 

Swearing, Yelling, Arguing, Bullying,        

Teasing, Or Other Intimidating Vocal 

Disruptions 

9.0%   (54) 

Self-Abuse 7.7%   (46) 

Physical Aggression Towards Staff:  Hitting, 

Kicking, Throwing Objects 

6.5%   (39) 

Damage To Property 4.3%   (26) 

Other, Please Specify 4.0%   (24) 

Leaving Classroom Without Permission 3.0%   (18) 
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When asked why these behaviors were a concern, 279 teachers identified how difficult it 

is to change these behaviors as the most common reason (46.6%).  The frequency of the 

behaviors was rated as a reason for concern by 41.4% of the teachers (n = 248). A third of the 

teachers were concerned about the number of students who display the behaviors, 34.6% (n = 

207).  Four teachers noted their concern about keeping all the students safe. 

Teacher Strategies 

 Some or many of the participants used most of the teaching strategies listed.  More 

teachers have posted their classroom rules compared to those who did not, 63.4% (n = 380) and 

23.0% (n = 138) respectively.   

Of 15 classroom management strategies, the majority of the strategies were ranked as a 

regular part of my teaching.  Table 5 lists the numbers of teachers who used each behavior 

intervention strategy.  Of those, the top responses were: purposeful eye-contact, 93.9% (n = 

481); specific activity procedures and routines carried out consistently, 88.3% (n = 451); and 

general verbal praise directed at small groups or entire class, 86.9% (n = 444).  Also rated as 

regular part of my teaching were behavior-specific praise directed to an individual student, 

71.1% (n = 362); and proximity, 69.5% (n = 356). 

The answer sometimes was used most for the following behaviors:  one-on-one 

conferences with students, 51.2% (n = 261); identifying what triggers and reinforces a problem 

behavior, 47.8% (n = 244); and communication with parents, 47.9% (n = 245).   
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Table 5 
 
Frequency of Behavioral Intervention Strategies 

Teaching Strategya Never Seldom Sometimes Regular Part of 
My Teaching 

 % (n) % (n) % (n) % (n) 

Purposeful Eye-Contact. 0 0.2      (1) 5.9     (30)  93.9   (481) 

Specific Activity Procedures and Routines Carried 
Out Consistently. 0 0.6      (3) 11.2   (57)  88.3   (451) 

General Verbal Praise Directed at Small Groups 
or Entire Class. 0 1.0      (5) 12.1   (62)  86.9   (444) 

Behavior-Specific Praise Directed to an Individual 
Student. 0 2.6    (13) 26.3  (134)  71.1   (362) 

Proximity--Standing Near Student(s) to Manage 
Behavior. 0.6    (3) 5.1    (26) 24.8  (127)  69.5   (356) 

Visual Aids or Visual Supports. 1.2    (6) 8.4    (43) 31.2  (159)  59.1   (301) 

Raising or Lowering My Voice. 0.4    (2) 11.5  (59) 31.3  (160)  56.8   (291) 

Verbal Reprimands. 0.2    (1) 8.0    (41) 35.2  (180)  56.6   (290) 

Classroom Rules are Reviewed. 0.6    (3) 8.2    (42) 38.0  (194)  53.1   (271) 

Differentiated or Modified Instruction and/or 
Materials. 0.6    (3) 6.1    (31) 41.2  (211)  52.1   (267) 

Teach Desired Replacement Behavior. 3.6  (18) 14.0  (71) 37.4  (189)  45.1   (228) 

Individual One-on-One Student Conference. 0 13.9  (71) 51.2  (261)  34.9   (178) 

Identify What Triggers and Reinforces a Problem 
Behavior. 1.6    (8) 11.8  (60) 47.8  (244)  38.8   (198) 

Determine the Function of Misbehavior. 3.3  (17) 18.1  (92) 46.2  (235)  32.4   (165) 

Communication with Parents (Phone Call, Email, 
Notes). 1.6    (8) 21.5  (110) 47.9  (245)  29.1   (149) 

aListed in order of Regular Part of My Teaching 

 



95 
 

When asked what strategies music teachers found to be the most effective, the top two 

were specific activity procedures and routines carried out consistently, 49.6% (n = 297), and 

proximity (standing near student to manage behavior), 40.9% (n = 245).  Having a one-to-one 

student conference was reported as effective by 27.9 % of teachers (n = 167). 

Consequences  

Tables 6 and 7 list the descriptive data on the use of consequences for negative behaviors. 

The most frequent consequences for negative behaviors used were administrative office 

referrals, 74.4% (n = 366); loss of privileges, 70.8% (n = 346); and reduction in report card 

grade, 68.8% (n = 340).  Many teachers used time-out as a consequence. Time-out within the 

music room was used by 57.6% (n = 282) teachers; and time-out outside the music room was 

used by 53% (n = 255) teachers.  

Additional data was requested regarding two types of consequences: loss of recess and 

sent back to class (Table 7).  It is of special interest to note that less than 20% of the teachers 

used either of these consequences and that almost half of the participants indicated that these 

consequences were not applicable.  The loss of recess was used by 17.4% (n = 87) of teachers; 

sending a student back to class was used by only 12.6% (n = 63) of teachers.  Checking not 

applicable could mean that these were teachers from middle school or high school where there is 

no recess, therefore, not applicable.   

Teachers identified that the most effective consequences were time-out within the music 

room, 29.4% (n = 176), loss of privileges, 29.2% (n = 175), and administration office referral, 

28.5% (n = 171).   
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Table 6 

Consequences 

Consequencea Yes  No  
 % (n) % (n)  

Administration office referral (sent to principal, 
dean, etc.).                     74.4     (366) 25.6     (126) 

Loss of privileges.                     70.8     (346) 29.2     (143) 
Reduction in report card grade.             68.8     (340) 31.2     (154) 

Class-wide rewards.                  58.7     (287) 41.3     (202) 

Time-out within the music room.    57.6     (282) 42.4     (208) 

Time-out outside the music room.   53.0     (255) 47.0     (226) 

Written behavior record.           49.9     (242) 50.1     (243) 

Reward of special privileges.    46.3     (228) 53.7     (264) 

Tangible rewards (stickers, food, etc.).  36.6     (180) 63.4     (312) 

Name written on the board.         9.6       (46) 90.4     (433) 
aListed in descending order according to yes responses. 

 

Table 7 

Other Consequences 

Consequence Yes  No  Not applicable  
 % (n) % (n) % (n) 

Loss of recess.         
 

   17.4    (87) 
 

   36.1     (180)    46.5     (232) 

Sent back to class.     12.6    (63)    41.1     (205)    46.3     (231) 
 

Students with Behavior Challenges 

 In their demographic data, teachers provided the number of students they teach during the 

current school year.  The mean was 276.1 students (SD = 169.9); the most frequent size was 200 

students; the range was 1325 students (30 to 1355).  Teachers were asked for the number of 
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students who present ongoing behavior challenges in their music classrooms.  This number was 

compared to participants’ total number of students and a percent was calculated.  The mean 

percent of students with continuous challenging behavior was 8.0% (SD = 0.09), the most 

frequent was 5%, and the range was 87 (0% to 87%).   

The majority of teachers had some students with a special education classification or 

diagnosis, 95.5% (n = 467).  The most frequent diagnosis reported by teachers was Attention 

Deficit/Hyperactivity Disorder (ADHD) with 90.8% (n = 444) of the teachers indicating that 

they had students with an ADHD diagnosis.  Oppositional Defiant Disorder was identified as a 

diagnosis of students in the classes of 42.3% (n = 207) of the teachers; Conduct Disorder was 

identified by 19.4% (n = 95) of the teachers.  When asked to fill in other, the most frequent 

diagnosis given was Autism Spectrum Disorder (8.0%, n = 49).  In short, in the current practice 

of inclusion policies, music teachers have a number of students with emotional and behavioral 

disorders in their classrooms. 

Support 

Specifically for their students with behavior problems, the greatest percentage of teachers 

never had a paraprofessional or other adult in the music classroom—42.9% (n = 257).  A smaller 

proportion of teachers had a paraprofessional present sometimes—27.4% (n = 164).  An aide was 

present most of the time for only 7.7% (n = 46) of the participants, and all of the time for only 

4.3% (n = 26).  If an aide was present music teachers found them to be helpful most of the time, 

19.2% (n = 115) and sometimes helpful, 17.4% (n = 104).   

 Music teachers were asked about their various sources of support and ranked each item as 

being used quite often, sometimes, rarely, or never.  Table 8 lists the teachers’ responses  

regarding the availability of various types of support.  Teachers rated that they received support 
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quite often from other staff in the building (34.8%, n = 171), from building administrators 

(26.8%, n = 131), and from a special education teacher (20.3%, n = 99).  Support from parents 

or caregivers was used sometimes, 49.5%.  A team to develop a written behavior intervention 

plan was used sometimes, 34.5% (n = 168).  Almost half the music teachers, 48.2% (n = 235), 

did not have the support of a behavior specialist.   

 

Table 8  

Type of Support Available to Music Teachers 

Types of Supporta Never  Rarely  Sometimes  Quite Often  
 % (n) % (n) % (n) % (n) 

Support from other teachers in my 

building.                             6.9   (34) 14.3   (70) 44.0   (216) 34.8   (171) 

Support from building administrator(s).                       7.6   (37) 24.1   (118) 41.5   (203) 26.8   (131) 

Support and consultation with a special 
education teacher      15.0  (73) 24.0   (117) 40.8   (199) 20.3    (99) 

Support from a team in developing a 

written behavior intervention plan.                    26.3   (128) 23.4   (114) 34.5   (168) 15.8    (77) 

Support from the student's parents or 

caregivers.                9.8    (48) 28.6   (140) 49.5   (242) 12.1    (59) 

Consultation with related services (SLP, 

OT, social worker, counselor, school 

psychologist etc.)                   
25.2   (123) 32.0   (156) 32.8   (160) 10.0    (49) 

Support from a behavior specialist.                                48.2   (235) 26.0   (127) 19.9    (97)   5.9    (29) 
aTypes of support listed in descending order according to the response quite often, not in the survey order. 
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Grade Level Differences 

 Several survey questions were examined for possible differences between the experiences 

of those who taught elementary, middle school, or high school.  Significance tests to compare 

means could not be calculated because participants taught more than one grade category, as is the 

nature of the music education profession.   

The frequency of challenging behaviors was detailed earlier in the results section.  By 

adding the Likert ratings of 1 to 5, from never to daily, and multiplying by 12 different types of 

behavior, an overall frequency score was computed for each teacher to describe their overall rate 

of challenging behaviors.  The frequency score could range from 12 to 60. (See data in Appendix 

F). When comparing grade levels, the frequency score for challenging behaviors decreased as the 

grade levels increased:  the elementary score was 35.2 (SD = 6.9), the middle school score was 

33.5 (SD = 7.2), and the high school score was 31.9 (SD = 6.8).  It would appear that music 

teachers face a larger proportion of behavior challenges in elementary settings.  

Teachers reported the similar behavior concerns as occurring regularly across all grade 

levels:  talking without permission, not following directions, hyperactivity, and oppositional or 

defiant behavior.  The percentage of students with ongoing behavior challenges was the same for 

all grade levels—mean of 8.0%.   

Music teachers had more students with ADHD, Oppositional Defiant Disorder, and 

Conduct Disorder in elementary settings when compared to higher grade levels.  Teachers 

reported students with ADHD in elementary school at 84.2% (n = 261) compared to middle 

school, 80.5% (n = 244), and high school, 78.2% (n = 205).   Music teachers reported more 

students with Oppositional Defiant Disorder, 46.8% (n = 145) in elementary settings, compared 

to middle school, 31.0% (n = 94), and high school 25.6% (n = 67).  Also more frequent for 
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music teachers in elementary settings was Conduct Disorder, 20.3% (n = 63) compared to 

middle school, 13.5% (n = 41), and high school 13.7% (n = 36).  In sum, music educators work 

with a higher percentage of students with emotional and behavioral disorders in elementary 

settings. 

Levels of Confidence in Categories 

Earlier in the Results section, data were presented regarding teachers’ levels of 

confidence in handling each of the 12 particular types of disruptive behaviors.  It was of interest 

to examine if teachers’ ages made a difference in their levels of confidence across the entire 

spectrum of behaviors.  By adding the Likert ratings of 1 to 3 (not at all confident to very 

confident) multiplied by 12 challenging behaviors, an overall confidence score was computed 

with a possible range of 12 to 36.  The mean confidence score was 28.8 (n = 516, SD = 4.9) with 

a range of 21 (15 to 36).  This confidence score was then compared among groups of teachers 

according to age and years of experience. 

For the age of teachers, participants identified if they were under 30 years old, 31 to 40 

years old, 41 to 50 years old, or over 51 years old (teachers also could choose prefer not to 

respond).  The largest portion of teachers was older than 51 years.  Descriptive information for 

confidence scores according to age are provided in Table 9. 
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Table 9 

Descriptive Information for Teachers’ Age and Survey Confidence Scores 

Age N Mean 
(12-36) 

Std. Deviation Std. Error 95% Confidence Interval for 
Mean 

Lower Bound Upper Bound 
under 30 years old 101 26.4158 5.00053 .49757 25.4287 27.4030 
31-40 years old 112 29.1696 4.27414 .40387 28.3694 29.9699 
41-50 years old 105 29.3714 4.48557 .43775 28.5034 30.2395 
51 or older 157 29.5669 5.06278 .40405 28.7688 30.3650 
prefer not to respond 7 32.5714 4.07665 1.54083 28.8012 36.3417 
Total 482 28.8154 4.89698 .22305 28.3771 29.2536 

 

A one-way ANOVA was conducted and found that there was a significant difference in 

confidence scores for those under 30 years old as compared to the other categories:  F(4, 477) = 

9.07, p = 0.000.  A Tukey post-hoc analysis confirmed that there was a significant difference in 

the confidence level of teachers under 30 years old as compared to the every other age group, p = 

0.000.  Younger teachers rated themselves as significantly less confident overall in handling 

disruptive behaviors when compared to every other age grouping.  (The group sizes were 

unequal so the harmonic mean of the group sizes was used, which does not guarantee Type I 

error levels.)  

 Teachers also identified how many years they had been teaching. In order to consider the 

level of experience with regard to their levels of confidence, participants were categorized into 

five experience groups:  1 = 1 to 5 years, 2 = 6 to 10 years, 3 = 11 to 15 years, 4 = 16 to 20 years, 

and 5 = 21 years or more.  The largest group of teachers were those who had more than 21 years 

of experience (29.82%, n = 190).  Table 10 provides descriptive information for years of 

experience with the means of confidence scores.   
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Table 10 

Years of Experience and Survey Confidence Scores 

Experience 
Levela N Mean 

(12-36) 
Std. Deviation Std. Error 95% Confidence Interval for 

Mean 
Minimum 

Lower Bound Upper Bound 
1.00 76 26.1053 4.77655 .54791 25.0138 27.1968 15.00 
2.00 83 28.3253 4.84669 .53199 27.2670 29.3836 16.00 
3.00 59 28.8983 4.57389 .59547 27.7063 30.0903 18.00 
4.00 60 29.3667 4.83268 .62390 28.1183 30.6151 16.00 
5.00 190 29.8158 4.69524 .34063 29.1439 30.4877 17.00 
Total 468 28.7756 4.89317 .22619 28.3312 29.2201 15.00 

a1 = 1 to 5 years, 2 = 6 to 10 years, 3 = 11 to 15 years, 4 = 16 to 20 years, and 5 = 21 years or more.   

 

The confidence scores were analyzed according to the experience groupings.  A one-way 

ANOVA found a significant difference in confidence scores:  F(4, 463) = 8.75, p = 0.000.  A 

Tukey post-hoc analysis found a significant difference between those teaching less than five 

years with each of the other categories:  compared to 6-10 years, p = 0.027; compared to 11-15 

years, p =  0.007; compared to 16-20 years, p = 0.001; compared to 21 years or more, p =  

0.000.   Teachers with less than five years’ experience reported significantly less confidence in 

managing challenging behaviors. (The group sizes were unequal so the harmonic mean of the 

group sizes was used, which does not guarantee Type I error levels.)   

A Spearman rho correlation coefficient was calculated for the relationship between 

confidence scores and experience categories.  A strong positive correlation was found (rho (474) 

= 0.241, p = 0.000), indicating a significant relationship between the two variables.  As teachers’ 

experience increases, their confidence in managing challenging behaviors also increases, which 

is depicted in figure 4. 
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     1 = 1 to 5 years, 2 = 6 to 10 years, 3 = 11 to 15 years, 4 = 16 to 20 years, 5 = 21 years or more 

Figure 4.  Survey Confidence Score According to Experience Categories 

 

Types of Communities 

One of the purposes of the study was to consider differences between the types of 

communities in which music teachers taught (i.e. urban, suburban, and rural).  As described 

above, a frequency score for challenging behaviors was computed, with a possible of range of 12 

to 60.  For urban teachers, a mean of 36.1 was found (SD = 8.4); for suburban teachers, a mean 

of 32.9 was found (SD = 6.9); and for rural teachers, a mean 34.2 was found (SD = 6.9).  

Descriptive information is provided in Table 11.  
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Table 11 

Types of Communities and Frequency of Behaviors Score 

Type of 
Community 

N Mean 
(12-60) 

Std. Deviation Std. Error 95% Confidence Interval for 
Mean 

Lower Bound Upper Bound 
urban 89 36.1461 8.38634 .88895 34.3795 37.9127 
suburban 173 32.8671 6.90464 .52495 31.8309 33.9032 
rural 218 34.1697 6.87033 .46532 33.2526 35.0868 
Total 480 34.0667 7.26301 .33151 33.4153 34.7181 

 

A one-way ANOVA was conducted and found a significant difference in the means:  F(2, 

477) = 6.2, p = 0.002.  A Tukey post-hoc analysis revealed a significant difference for frequency 

of behaviors between urban and suburban teachers, p = 0.001.  Urban music teachers reported 

more frequent challenging behaviors than those in suburban settings.  (The group sizes were 

unequal so the harmonic mean of the group sizes was used, which does not guarantee Type I 

error levels.) 

The frequency score for challenging behaviors was analyzed in terms of the type of 

school in which teachers taught—public, parochial, private/non-parochial.  For public school 

teachers, the mean depicting frequency of challenging behaviors was 34.4; for parochial 

teachers, the mean was 31.3; and for private non-parochial teachers, the mean was 29.0.  

Descriptive information is provided in Table 12. 
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Table 12 

Frequency of Behavior Score per Type of School 

Type of School N Mean 
(12-60) 

Std. Deviation Std. Error 95% Confidence Interval for 
Mean 

Lower Bound Upper Bound 
public 431 34.4316 7.29028 .35116 33.7413 35.1218 
parochial 35 31.3429 5.79525 .97958 29.3521 33.3336 
private non-parochial 14 29.0000 6.72538 1.79743 25.1169 32.8831 
Total 480 34.0479 7.26186 .33146 33.3966 34.6992 

 

A one-way ANOVA determined a significant difference among the types of schools:   

F(2, 477) = 6.56, p = 0.002.  A Tukey post-hoc analysis concluded a significant difference in the 

frequency scores of challenging behaviors for public school teachers compared to their 

counterparts.  Compared to parochial teachers, p =  0.039; compared to private/non-parochial 

teachers, p =  0.015.  Public school music teachers reported a higher mean of challenging 

behaviors than teachers in parochial or private schools.  (The group sizes were unequal so the 

harmonic mean of the group sizes was used, which does not guarantee Type I error levels.) 

Another aim of the study was to determine if there were differences in challenging 

behaviors according to level of poverty, as determined by the level of federal Title I aid for free 

and reduced lunches.  The highest mean depicting behavior challenge frequency was 38.9; this 

result was for schools in which 76% to 100% of the student body qualifies for federal funding.  

The frequency scores according to level of Title I aid are found in Table 13. 
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Table 13 

Frequency of Behavior Score per Level of Title I Aid 

 Percent of 
students who 
qualify for 
federal aid. 

N Mean 
(12-60) 

Std. Deviation Std. Error 95% Confidence Interval for 
Mean 

Lower Bound Upper Bound 

none 11 28.9091 3.59039 1.08254 26.4970 31.3211 
under 25% 95 32.0000 6.76505 .69408 30.6219 33.3781 
26-50% 139 34.1223 6.52360 .55332 33.0282 35.2164 
51-75% 104 34.8077 6.64506 .65160 33.5154 36.1000 
76-100% 58 38.9310 9.25442 1.21516 36.4977 41.3644 
I don't know 73 32.4658 6.70216 .78443 30.9020 34.0295 
Total 480 34.0604 7.26522 .33161 33.4088 34.7120 

 

A one-way ANOVA was conducted and found to be significant, F(5, 474) = 9.6, p = 

0.000.  A Tukey post-hoc analysis was done and resulted in a significant difference for the mean 

scores for teachers who taught in schools with 76-100% of students qualifying for Title I aid 

compared to the other categories.  Results indicated that teachers in schools with the highest 

level of poverty reported a significantly higher frequency of disruptive behaviors than any of the 

other categories of poverty.  (The group sizes were unequal so the harmonic mean of the group 

sizes was used, which does not guarantee Type I error levels.) 
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CHAPTER 5  

Discussion and Limitations 

The purpose of this study was to investigate the experiences of music educators 

pertaining to classroom management in the music classroom and rehearsal settings, and their 

experiences regarding the inclusion of students with emotional and behavioral disorders in those 

settings.  Regarding students with emotional and behavioral disorders, this study was primarily 

focused on students in the music classroom with Attention Deficit/Hyperactive Disorder 

(ADHD), Conduct Disorder, and Oppositional Defiant Disorder.  The survey was created to 

investigate the experiences of current music teachers (grades K-12) concerning behavior 

management issues and the inclusion of students with emotional and behavioral disorders.  The 

survey included questions about particular types of challenging behaviors, music teachers’ levels 

of confidence in managing certain behaviors, teaching strategies, the presence of students with a 

special education diagnosis, and types of support available to staff.   

Demographic and Descriptive Information  

Music teachers from six Midwestern states participated in the survey.  As is the nature of 

the education profession, most of the participants were women.  Similar to national statistics on 

educational level, the greatest number of participants had a master’s degree.  The largest group 

of respondents was over the age of 50 and had on average of 17 years teaching experience, which 

closely aligns with Baker’s (2005) study of classroom teachers in which half of the participants 

had more than 15 years teaching experience.  Despite their age and years of experience, the 

current study found that most teachers experience numerous disruptive behaviors on a regular 

basis.   
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Similar to the research of Darrow (1999), Gilbert and Asmus (1981), and Hahn (2010), 

elementary music teachers experienced a higher frequency of challenging behaviors.  The 

research of Hahn found that for music teachers, top concerns were related to including students 

with ADHD and emotional and behavioral disorders.  The current survey also identified that 

music teachers in elementary settings have a higher number of students with mental health 

diagnoses, specifically, ADHD, Conduct Disorder, and Oppositional Defiant Disorder.   

The higher rate of disruptive behaviors and greater number students with emotional and 

behavioral disorders at the elementary level could lead to a few reflections.  At the elementary 

level, all students typically receive special subjects, such as music, art, and physical education.  

In secondary schools, the music options generally are not required each year.  In addition, many 

secondary music options are ensembles and auditioned groups.  Students with behavior problems 

may be self-selecting out of these music ensembles.  For example, if a student with a behavioral 

disorder has not shown interest in the trumpet during elementary school, he is unlikely to become 

interested in joining his high school band.  The fact that music teachers experience higher rates 

of students with behavior problems in elementary settings also could mean that more elementary 

schools are involved in practicing full inclusion; conversely, special education students at the 

high school level may be tracked more into non-auditioned courses.  Alternatively, students with 

behavior problems may not pass auditions for entry into music ensembles. 

The current research on music educators concurred with prior research (Gordon, 2002; 

the Public Agenda Foundation, 2004; Scott et al., 2011; Valois et al.,  2002; and Wagner et al., 

2005).  Urban music teachers reported a higher frequency rate of challenging behaviors than did 

teachers in suburban or rural communities.  Also, music teachers in schools with a high level of 
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poverty had more frequent behavior challenges, especially schools where 75% to 100% of the 

student body qualified for federal Title I aid (i.e., free and reduced lunches).  

Behavior Challenges   

Because Harrison et al. (2012) and Alter et al. (2013) determined that there was little 

research on prevalence rates for the precise behaviors that concern educators,  it seemed 

important to document what particular behavioral problems concern music teachers.  In the 

current study, music teachers identified how frequently disruptive behaviors occur.  On a daily 

basis, teachers encountered students talking without permission, not following directions, and 

demonstrating hyperactivity.  The current survey findings on the frequency of behavior 

challenges are different from Shirk’s (2008) findings.  She found that the following were 

prevalent for music teachers:  impulsivity, argumentative behavior, aggression towards peers, 

and withdrawn behaviors.  

The current study found that music teachers ranked physical aggression such as damage 

to property and harm to peers or staff as occurring less frequently, which is similar to Alter’s 

team that found physical aggression ranked low in prevalence and in being problematic.  Alter et 

al. indicated that off -task behavior or not following directions was the “gateway” leading to 

more problematic behaviors (p. 64).  Considering that 90% of music teachers in this current 

study found that not following directions was a daily to weekly occurrence, it would suggest 

further analysis to determine if these off-task behaviors lead to more problematic behaviors. 

Reinke and associates (2011) found that the majority of classroom teachers reported their 

chief concerns were student behaviors that were disruptive, defiant, aggressive, or hyperactive, 

as well as inattention. The current findings for music teachers described regularly occurring 

disruptive behaviors in their music classes as talking without permission, not following 
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directions, and hyperactivity. These three behaviors were also listed among their top four most 

concerning behaviors.  However, the music teachers also described one of their most concerning 

behaviors as oppositional or defiant or refusal behavior.   The current research also is aligned 

with Gordon’s study (2002), which determined that major concerns of music teachers are 

discipline issues and disrespectful behavior.   

Levels of Confidence   

The current research inquired as to teachers’ levels of confidence in managing disruptive 

behaviors, finding that teachers were generally very confident or somewhat confident in 

managing all the behavior situations, especially managing students who were not following 

directions, being disrespectful, or talking without permission.  The study found that even though 

hyperactivity was a daily challenge, more than half the music teachers felt only somewhat 

confident in managing it.  The literature review indicated that generally, there is at least one 

student per classroom with Attention Deficit/Hyperactivity Disorder (ADHD; American 

Psychiatric Association, 2013; Centers for Disease Control, 2011; Kauffman, 2001; Rapport & 

Chung, 2000, Schwenn et al., 1991).  Hyperactivity is a characteristic of ADHD (American 

Psychiatric Association).  However, music teachers reported that they were not as confident in 

managing the hyperactive disruptions compared to talking without permission. One music 

teacher commented, “I really don’t know how to change certain behaviors, especially [of 

students with] ADHD.” This would imply that further training and education is needed for 

current teachers so that they can manage a classroom more effectively.  In addition, Scott et al. 

(2001) noted that it is important to investigate how much a student with hyperactivity actually 

achieves given the distraction of his or her hyperactivity. 
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 The current study compared a teacher’s level of confidence in classroom management 

with age and with years of experience.  Teachers who were older and who had more experience 

had higher levels of confidence.  The findings are similar to Hicks (2012) who found a difference 

in new teachers’ level of confidence in managing a classroom.  Hicks concluded in 2012 that 

“effective classroom management of novice teachers has continued to worsen over the past two 

decades” and that “new teachers feel less prepared than ever to effectively manage a classroom” 

(pp. 93-94).   Baker (2005) found that educators’ sense of confidence affects their ability to 

manage students’ disruptive behaviors.  She recommended that mentors and administrators need 

to facilitate teachers’ efficacy by providing training focused on students with behavior problems.  

(Both Baker and Hicks studied classroom teachers, not music educators.)   

Because the current research found that younger music teachers with less experience had 

a lower sense of confidence in managing behaviors, it would suggest that college preparation 

programs should provide preservice teachers training in classroom management in general, and 

in managing students with behavior challenges specifically.  Also, it would make sense to 

provide such undergraduate training in music courses because the nature of teaching music is 

vastly different than teaching an academic subject (Darrow, 1999; Gilbert & Asmus, 1981; 

Wilson & McCrary, 1996).  Because the current study revealed that confidence is related to years 

of experience, it would suggest that newer teachers need to have increased opportunities for field 

based training with students who actually exhibit behavioral challenges. 

 In the current study, music teachers rated their confidence on a three-point Likert scale 

(not very confident to very confident) in relation to several types of challenging behaviors.  

However, a confidence rating may not adequately describe the detailed strategy that a teacher 

uses to manage a particular behavior within their music classroom.  That is to say, does “very 
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confident” in managing damage to property, swearing, or aggression mean “I’m very confident” 

in managing that behavior within the music classroom?  On the other hand, does it mean that the 

teacher is “very confident” because he or she sends the misbehaving student to the principal’s 

office?  Do music teachers manage disruptive behaviors independently, especially when dealing 

with large groups of students, as is the nature of the profession?   

Teacher Strategies   

Regarding teaching strategies, the current research found that most music teachers have 

their classroom rules displayed for their students.  However, a fourth of the music teachers did 

not.  Because rules are not posted in those classrooms, one has to wonder if the students easily 

understand behavior expectations and whether the lack of posted expectations may contribute to 

misbehavior. 

 The majority of teachers used the following strategies on a regular basis:  purposeful eye-

contact, carrying out specific activity procedures and routines consistently, and general verbal 

praise directed at small groups or the entire class.  Atterbury (1990) recommended that music 

teachers systematically teach and follow routines consistently.   

 Atterbury (1990), and Buck (1992) both recommended that music teachers use 

differentiated or modified instruction and/or materials for their students with emotional and 

behavioral disorders.  The current study found that 52% of music teachers used differentiated 

instruction on a regular basis, and 41% sometimes did. 

Reinke et al. (2011) found that teachers reported a need for strategies in working with 

students with externalizing behavior problems (i.e., hyperactivity and aggression) and a need for 

more training in classroom management.  Given that the current research found that the most 

frequent behavior issues music faced by music teachers were talking without permission, not 
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following directions, and hyperactivity—all of which are externalizing behavior problems—it 

would appear to confirm the study by Reinke et al., which found that externalizing behavior 

issues detract from instructional time. Reinke et al. (2011) also found that teachers generally lack 

knowledge of strategies considered evidence-based and Westling (2010) found that only half of 

teachers used evidence-based practices.   

Researchers determined that behavior-specific praise was especially effective for students 

with behavior problems (Allday et al., 2012; Conroy et al., 2008; Duchaine et al., 2011;  Gable et 

al., 2009; Marchant and Anderson, 2012; Reinke et al., 2008;  Stormont & Reinke, 2009; 

Sutherland et al., 2000).  Moreover, specifically for music teachers, MacSuga and Simonsen 

(2011) and Hendel (2011) found a decrease in classroom disruptions by using behavior-specific 

praise.  In the current study, 70% of music teachers used the evidence-based strategy of 

behavior-specific praise regularly.  However, over a quarter of the teachers (26.3%) used the 

strategy only “sometimes.” Given the reported effectiveness of the strategy, why don’t more 

music teachers use behavior-specific praise?    

 More than half of the respondents used verbal reprimands for managing their music 

classrooms.  Van Acker et al (1996) found a correlation between a student receiving a verbal 

reprimand and his or her increased negative behavior.  Westling (2010) found that 14% of 

regular teachers used verbal reprimands, but the current study found that more than half of music 

teachers used reprimands regularly.   Findings from Van Acker et al. (1996) that students with 

difficult behaviors are treated more negatively by their classroom teachers highlights concern for 

results in the current research.  Exactly who receives verbal reprimands in the music class 

setting? 
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Recall that Scott et al. (2011) concluded that students with behavior challenges received 

three times more reprimands by their teachers.  Gunter (1994) found that students with problem 

behaviors received negative feedback 22% of the time and positive feedback only 3% of the 

time.   Quoting Scott et al., music teachers would do well to “create school environments that 

maximize the probability of academic and social success” (2001, p. 316).  Scott’s team aligned 

with the research of Leflot et al. (2010) that found as elementary classroom teachers’ use of 

positive affirmations increased, negative behavior decreased  (refer also to Flick, 2011; Scott et 

al., 2011; and Van Acker et al., 1996). Considering prior research with the current research, it 

would seem important to document the ratio of negative and positive behaviors by music 

teachers towards their students with ongoing behavior problems. 

 Relating to negative environments, both Larson (2005) and Dunlap et al. (2006) 

supported the idea that students with “chronic patterns of disruptive, aggressive behaviors” need 

direct instruction in learning positive replacement behaviors (p. 51).  Dunlap et al. found that a 

successful behavior intervention was to systematically teach replacement behaviors that are more 

appropriate; however, this strategy was used regularly by only 45% of music teachers in the 

current study.  

Westling (2010) found that 37% of regular teachers examined the triggers for 

misbehavior, which was comparable to 39% of music teachers in this study who used that 

approach regularly.  However, the current study indicated that the strategy of “determining the 

triggers of misbehavior” was used only “sometimes” by music teachers—48%.    

Related to teaching replacement behaviors, again, only half of music teachers had one-

on-one conferences with students, which Vaughn et al. (2000) supported.  Dunlap et al. (2006) 
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also recommended the importance of collaborating with families, which only 29% of the music 

teachers in the current study do on a regular basis.   

The research of Conroy et al. (2008) found that a positive behavior intervention is for 

teachers to be in close proximity to students who have potential to be disruptive.  This particular 

strategy was used on a regular basis by 70% of music teachers in the current research. 

Teachers were given the opportunity to list “other” strategies for this category.  A few 

music teachers mentioned that when they do not have the attention of the class, they simply wait.  

One participant wrote, “When they are noisy, I stand perfectly still, hands to my side and look at 

the clock until they are all quiet.”  Another wrote he or she uses “purposeful wait time.”  Another 

commented, “If class get too talkative, I’ll stop and wait.”   Recall that Walker et al. (2003) 

found that teachers lost up to four or more hours of instructional time per week; Scott and 

associates determined that teachers spent 38% of class time not engaged in instructional 

activities.  Given that simply waiting for attention of the students interferes with instructional 

time, further research is needed in music classrooms to document efficient strategies to increase 

instructional time. 

Given the results from this section of the strategy portion of the survey, there appears to 

be agreement with Scott and his associates (2001) who suggested that social and behavioral 

behaviors need to be taught with “equal weight of importance, using established instructional 

techniques that ‘represent best practices’” (2001, p. 317). 

Consequences   

Compared to Westling (2010) who found that 9% of general educators take away 

privileges, 71% of music teachers indicated that they use the taking away of privileges as a 

consequence for misbehaving.  In addition to taking away privileges, many of the music teachers 
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in the current study also used administrative office referrals, a reduction in report card grade, and 

time-out either within the music room or outside the music room.  Music teachers identified 

time-outs and administration office referrals as the most effective consequences in their 

experience.  In prior research, it was explained that students who struggle with behavior often 

view school as an aversive environment because their negative behavior causes teachers to react 

in a negative manner (Gunter, 1994; Scott et al., 2001; Van Acker, et al., 1996).  Time-outs and 

administrative office referrals are exclusionary practices because the student misses out on music 

instruction.  Administrative office referrals may lead to suspensions depending on the school’s 

policies (Scott et al., 2001).  In exclusionary consequences, the child misses out on not only 

music and academic instruction, but also opportunities to learn behavior that is more positive. 

Removal from a classroom seems to benefit the teacher more than the student who is 

misbehaving, believes Larson (2005).  Larson cautioned educators that once a child enters an 

exclusionary procedure, it begets a vicious cycle of continuous failure.  Students who struggle in 

school may “need more intensive and effective instruction, not removal from the learning 

environment” (Scott et al., p. 314).   Given the contradiction between the current study's results 

and previously reported best practices, it appears that additional research is warranted regarding 

the effectiveness or non-effectiveness of exclusionary consequences in music education settings. 

Students with Emotional and Behavioral Disorders   

Students with behavior challenges are fully included in music classrooms according to 

this study—the most frequent prevalence was 5% of students have ongoing behavior problems, 

and the mean was 8%.  The most frequent diagnosis was Attention Deficit/Hyperactivity 

Disorder (ADHD)—90% of the music teachers reported they have students with ADHD.  One 

teacher commented, “Hyperactivity is a behavior can be quite disruptive to the planned activities 
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and the other learners.” The data would make sense then, that two of the most frequent behaviors 

music teachers are faced with are hyperactivity and not following directions.  Conduct Disorder 

and Oppositional Defiant Disorder were less frequently reported.  In the current study, the 

incidence of emotional and behavioral disorders (EBD) was somewhat aligned to Hahn’s (2010) 

finding that primary concerns of music teachers were students with EBD, ADHD, and learning 

disabilities.   

Support 

    Specifically for students with emotional and behavioral disorders, music teachers 

reported that most of the time, there was not a paraprofessional attending music class.  Whereas 

Shirk (2008) found that half the music teachers had an aide present, Doyle (2009) found that the 

majority of elementary music teachers had no paraprofessional available.  One teacher in the 

current study commented, “If the student doesn't have a support staff with them, how do I keep 

them safe and the class safe without touching them?”   

In the current study, if an aide was present, music teachers found the aide to be mostly 

helpful in managing behavior disruptions, in contrast to the Darrow study (1999) which elicited 

several comments about paraprofessionals being more of a hindrance than help.  This may 

suggest that perhaps in the intervening time, paraprofessionals have received better training in 

the school environment. 

 The National Longitudinal Transition Study-2 (NLTS-2, 2003) found that only 20% of 

general educators reported receiving adequate support from a special education teacher or other 

support personnel.  In contrast, the current study found that over 40% of music teachers found 

help from a special education teacher or related service personnel (speech language pathologist, 

social worker, counselor, or school psychologist).  The NLTS-2 was done in 2003 and the 
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current study was one in 2014, which suggests that collaboration among staff has increased in a 

decade; or possibly that music teachers seek out assistance more from other staff  members in 

managing students with disabilities, 

 Music teachers reported they usually rely on support from other colleagues in the 

building, their building administrators, and/or a special education teacher.  The importance of 

collaboration was identified by Atterbury (1990); Darrow (1999); Hahn (2010); McCord and 

Watts (2006); Scott, et al., (2007); and Westling (2010).  In this study, half of the music teachers 

reported using a team of professionals to develop a written behavior intervention plan.  However, 

more than half reported that a behavior specialist was rarely or never available.  This could mean 

that the school or district simply does not have a behavior specialist on staff; or it could mean 

possibly that if one is present on the staff, he or she is too busy to be available to music teachers.  

The greatest number of respondents taught in rural districts, and it could be that limited budgets 

do not allow for a behavior specialist.  Given the high incidence of behavior problems in the 

music classroom, it is worth further research to explore the availability and effectiveness of 

various types of support. 

Differences Related to Teachers and Schools 

Grade level considerations.  As reported in the Results chapter, the frequency of 

challenging behaviors occurred more for music teachers in elementary settings, and decreased in 

middle school and high school settings.  This finding aligns with the research of Darrow (1999), 

and Gilbert and Asmus (1981). As mentioned previously, this could mean that there are more 

inclusive environments at the elementary school level.  However, the same main behavior 

concerns were reported across all grade levels; that is, talking without permission, not following 

directions, hyperactivity, and oppositional or defiant behavior.  These four behaviors are 
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characteristic of students with emotional and behavioral disorders (EBD) as listed in the 

literature review (American Psychiatric Association, 2013).  These behaviors also have been 

noted as reducing instructional time for students with disruptive behaviors (Walker, 2003).  A 

possible suggestion for future research is to determine how much instructional time is lost due to 

misbehaviors, and if there are positive, proactive measures music teachers could adopt to prevent 

problem behaviors from occurring in the first place, especially in elementary music settings. 

 Although teachers reported an average of 8% of their students having chronic behavior 

(across all grade levels), the incidence of students with specific emotional and behavioral 

disorders (EBD) was higher for music teachers in elementary settings.  Music teachers reported 

higher numbers of students with Attention Deficit/Hyperactive Disorder, Oppositional Defiant 

Disorder, and Conduct Disorder at the elementary level than in secondary music settings. 

Because the incidence of specific EBD diagnoses was higher for elementary teachers, and the 

frequency of misbehaving was higher for elementary settings, it could mean that music teachers 

would benefit from additional training on successful behavior management strategies for 

younger students.  The results also could simply be an artifact demonstrating maturation effects 

as students get older. 

 Age and years of experience.  Younger teachers and those with less experience had 

lower confidence scores overall compared to older, more experienced teachers.  As with teachers 

in general, the first years of teaching has a number of challenges and it makes sense that many 

newer staff have a lower sense of confidence.  However, this research would suggest that 

younger and newer teachers would possibly benefit from mentorship and appropriate in-service 

training once they have a teaching position.  It would also suggest that current university students 

preparing for a music education profession would benefit from college courses that focus on 
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classroom management and how to successfully include students with disabilities in a music 

classroom or ensemble (Darrow, 1999; Gilbert & Asmus, 1981; Hicks, 2012; Wilson & 

McCrary, 1996). 

 Urban schools and schools with high poverty rates.  Not only were behavior 

challenges more prevalent for music teachers in urban areas, they were more prevalent for public 

school teachers, and those in high poverty communities.  Music teachers in urban settings 

reported more discipline issues, followed by rural teachers, followed by suburban teachers.  This 

finding is a bit dissimilar to what the Public Agenda Foundation (2004) determined.  In those 

data, problematic behaviors were more frequent for urban teachers, followed by suburban teacher 

and then rural teachers.   Walker et al. (2003) found that 21% of teachers in urban districts lost 

four or more hours of instructional time per week. While all teachers can benefit from additional 

training in classroom management, it seems that professionals in urban settings may especially 

benefit from such training.   

 The current research also found that music teachers at schools with a high poverty rate 

had more discipline problems, specifically in schools for which over 75% of the student body 

qualified for federal Title I aid—which is the same finding that the Public Agenda Foundation 

(2004) determined.   The current research also aligns with the studies by Walter et al. (2006), and 

Scott et al. (2011) concerning how poverty contributes to behavior and discipline problems.  

Valois and associates (2002) determined that poverty was a major factor for aggression in 

students. 

Summary  

 The current study documented classroom management practices of current music 

educators and music teachers’ experiences with disruptive behaviors and students with EDB 
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diagnoses.  Results indicated that for the teachers surveyed, students with EBD were indeed fully 

included in music classrooms across all grade levels, with a higher rate noted in the elementary 

level.   

Data on the frequency of challenging behaviors was closely aligned with previous 

research, especially regarding the higher incidence of problem behaviors for the elementary 

level.  Previous research supports the current findings on the classroom management difficulties 

of music teachers in urban environments and in schools marked by high rates of poverty.  

 According to the current findings, problematic behavior occurred regularly for music 

educators and was a major concern, which supports prior research studies.  The current findings 

determined that generally, music teachers are confident in managing a variety of behavior 

challenges, especially for more experienced teachers, similar to previous research. However, 

students’ hyperactive behaviors were a concern, primarily because music teachers found great 

difficulty in changing hyperactive behaviors. 

 The current study documented what behavioral intervention strategies music teachers 

employ.  Some of the strategies used have been determined to be best-practices by previous 

researchers.  However, in contrast to best practice recommendations to decrease negative 

reprimands, current music teachers employ reprimands as a strategy quite often.  In addition, 

current music educators did not frequently utilize the recommended practices of teaching 

positive replacement behaviors and identifying triggers for negative behaviors. 

 The current study indicates that more research is needed on the use of negative 

consequences and their effectiveness, especially exclusionary practices such as administrative 

office referrals and time-out (both in-class and out of class).  Because a reduction in report card 

grades also was widely used by current music teachers, more research is needed to determine if 
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the strategy of grade reduction changes a child’s behavior for the better.  In addition, research is 

needed to consider whether, for students with EBD, their grades reflect their levels of musical 

achievement or behavioral compliance. 

 In terms of support available to music teachers, past research was mixed on the use of 

paraprofessionals in the music setting.  This study found that paraprofessionals were not present 

most of the time in music classes.  However, if they were present, music teachers found them to 

be a source of assistance.  Music teachers do rely on other staff and professionals in their 

buildings.  The importance of collaboration regarding students with special needs is supported by 

previous publications. Perhaps the presence of additional supports such as paraprofessionals 

would reduce the need for verbal reprimands, time-out, and administrative referrals. 

Limitations 

 There were some sampling limitations to the current research.  First, the sample was from 

six Midwestern states and the majority of respondents were from rural communities.  As a result, 

the conclusions drawn may not be generalizable across the country.  Although the overall return 

rate was 15%, small sample sizes were obtained from Iowa (n = 26), Oklahoma (n =36), and 

South Dakota (n = 13).  The National Association for Music Education (NAfME) was asked to 

disseminate the survey; however, their privacy policies prevented the survey from being done on 

a national level.  The ability to survey music teachers in all 50 states could attain results that are 

more representative of all U.S. music teachers.  All respondents were volunteers so one has to 

consider if there is something about people who volunteer to take surveys compared to those 

who chose not to respond.  Also, respondents could have specific interests regarding classroom 

management, and therefore be more motivated to respond to a survey with the title “Classroom 

Management Concerns in Music Education.”   
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 Secondly, although one-way ANOVAS were conducted to compare means in the 

statistical analyses, the group sizes in various categories were unequal; consequently, those 

results need to be considered carefully. 

 A third limitation is that the online survey was not designed with a forced-choice option 

in order to encourage survey completion.  Consequently, the numbers and percentages for some 

questions do not fully reflect the experiences of the total number of participants.  Most of the 

questions were either multiple-choice or Likert scale ratings, and perhaps these types of answers 

do not fully or adequately describe what a music teacher experiences.   Each time “specify other” 

was an option, there were multiple responses.  Ten email messages were received from 

participants who seemed simply to need to describe more fully their experiences with students 

with disabilities, and some asked for suggestions.  This could mean that teachers may appreciate 

questions that are more open-ended.  A related limitation was that a survey was used as the 

single instrument to solicit quantitative data.  Follow-up personal interviews could be used to 

provide qualitative data. 

 A fourth limitation was the survey was purposely kept as brief and succinct as possible so 

as not to overwhelm participants with a lengthy completion time.  The research would have 

benefited from additional questions regarding professional development and pre-service training 

regarding classroom management and the inclusion of students with disabilities.  However, a 

more lengthy survey might have reduced rates of response. 
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CHAPTER 6 

Recommendations for Further Research 

 Some recommendations for further research were delineated in the previous Discussion 

chapter.  Because this study and past research have identified that the prevalence of students with 

emotional and behavioral disorders (EBD) and the frequency of challenging behaviors are higher 

in the elementary grades, additional research could focus specifically on elementary music 

educators.    

Disruptive behaviors interfere with instructional time in the music classroom.  The 

current study did not measure exactly how much instructional time is lost due to behavior 

problems.  However, Walker’s team (2003) determined that classroom teachers lost two to four 

hours per week because of behavioral disruptions and Scott et al. (2011) found that a third of 

instructional time is lost due to behavioral disruptions.  It would be worth further research to 

examine time lost in music settings related to disruptive behaviors by students. Research on 

students with emotional and behavioral disorders in music settings could document the effects of 

disruptive student behaviors and teacher management behaviors for such disruptions on student 

achievement levels.  

This study found that the majority of music teachers, 68.8%, reduced a child’s report card 

grade based on their behavior; therefore, a lower grade reflects behavior, not musical skills.   

Consequently, students who pose behavior challenges may have grades that reflect their 

behavior, not their musical achievement.  A limitation on the current research was there was no 

question on the survey that asked to what effect a reduction in report grade indeed has on 

students’ behaviors.  Recall that Scott et al. (2001) explored the high levels of school failure that 

students with emotional and behavioral disorders experience.  Scott et al. found that academic 
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failure was related to social (behavioral) failure.  Scott et al. also found that school environments 

in which students encounter failure offered little incentive to achieve. Further research is needed 

to examine the efficacy of specific consequences used by music teachers especially related to 

achievement in music. 

Further research is needed to explore the musical abilities of students with emotional and 

behavioral disorders (EBD), separate from their behavior problems.  Scott et al. (2001) 

previously cited in both the literature review and discussion sections reflected on just how 

disconcerting it is that students with EBD experienced failure in school and seldom had any type 

of success.  Scott’s team explained that failure simply does not motivate a child to improve their 

behavior as if it is a foregone conclusion—failure begets more failure. 

 Music classrooms can contain a large number of students, especially in music ensembles, 

so it is critical that music educators have excellent classroom management skills.  Rather than 

dealing with inappropriate disruptions by excluding a student, more training and focused 

mentorship needs to take place so that music teachers can independently manage behavior 

challenges.  Direct observation, instruction, and field-experience for pre-service teachers is 

needed. 

 A music classroom or ensemble situation contrasts greatly with an academic classroom.  

Gilbert and Asmus (1981), Daniels (1998), Darrow (1999), and Wilson and McCrary (1996) all 

recommended that music educators need specific training tailored to their situation in a music 

classroom when it involves the inclusion of students with disabilities.  Undergraduate training for 

music education majors is needed because the inclusion of students with disabilities is a reality.  

Current music teachers need specific training such as in-services to learn successful strategies for 

including students with behavioral disorders.   
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 Further research on professional development is warranted; especially, since as Walker et 

al. (2003) explained, typical or traditional discipline practices are not necessarily effective for 

students with emotional and behavioral disorders (EBD).  In addition, it is imperative because 

students with EBD receive a higher rate of negative attention from their teachers (Gunter, 1994; 

Leflot et al., 2010; MacSuga & Simonsen, 2011; Reinke et al., 2008; Scott et al., 2011; Stormont 

& Reinke, 2009) as was also found in this study on music teachers. The current study also 

documented the high incidences of punishments used as consequences (i.e., office referrals, loss 

of privileges, reduction in report card grades, and time-outs).  It is worth investigating if 

punishment-based systems actually do alter a child’s behavior.   

Additionally, the current study found that music teachers use a very high rate of 

reprimands.  The results make sense given that as musicians, we are trained in error-detection.  

That is to say, music teachers identify musical errors in their students and music teachers are also 

identifying errors in behavior.  However, prior research has demonstrated the negative school 

experiences of students with EBD.  In fact, the research is clear that the use of negative 

reprimands actually increases inappropriate behavior; positive affirmation decreases 

inappropriate behavior.  Further training is needed to help music teachers develop instructional 

strategies that both foster student musical achievement and maintain a student’s personal dignity.  

Conclusion 

 The current research sought to update the research on classroom management concerns in 

music education, and to examine the presence of students with emotional and behavioral 

disorders (EBD).    The study’s respondents represented a cross-section of music teachers in the 

Midwest who have concerns about managing a music classroom and including students with 

disabilities.  Shirk (2008) wrote, “The implications to the profession are that we need to address 
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the area of severe behavior instead of simply hoping it doesn’t happen to us” (p. 66).  The 

successful inclusion of students with EBD is a persistent concern among music teachers.  Despite 

the research on teaching strategies considered best practices, music teachers do not regularly 

employ many of the strategies in managing behaviors.   

 It is extremely important that research about successful strategies be disseminated to 

music educators, through university preparation courses, in-services, and direct observation.  If a 

music teacher cannot manage a classroom in a proactive and positive manner, then music 

education is not taking place. Shirk (2008) recommended that NAfME should provide a 

document focused on best practices in classroom management; I agree and would add that 

NAfME also could provide webinars focused on classroom management. 

Finally, education professionals should carefully examine exclusionary practices (time-

out, administrative office referrals, suspensions, and expulsions) for students with chronic 

behavior problems.  Rather than punishing a child’s misbehavior, the goal for all educators must 

be to teach alternative, positive social behavior. Music class should be a bright spot in every 

child’s school week, regardless of his or her disabilities.  Given the results of this and prior 

studies, it is recommended that music teachers receive focused training to help them capitalize 

on each child’s strengths rather than deficits, and to find positive types of motivators focused on 

success, rather than punishments that reinforce failure. 
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APPENDIX A 

SURVEY:  CLASSROOM MANAGEMENT CONCERNS IN MUSIC EDUCATION 

(note, this is a print version of the online survey) 
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APPENDIX A (continued) 

Q1   Consent Form 
 

Please give consent below to the following statements in order to take the survey:      
 

Purpose:  You are invited to participate in a study of disruptive behaviors in the music education setting.  We hope to establish 
what types of challenges music teachers face as well as what kind of strategies are helpful.     
 

Participant Selection:  You were selected as a possible participant in this study because of your affiliation with Indiana Music 
Educators Association, Iowa Music Educators Association, Minnesota Music Educators Association, Nebraska Music Educators 
Association, Oklahoma Music Educators Association, South Dakota Music Educators Association, or the Kansas String Teachers 
Association.   The 5,000 members of the seven state music educators associations are invited to participate.     
 

Explanation of Procedures:  If you decide to participate in this survey, you can expect the completion time to be approximately 
10 to 12 minutes.  There are 28 questions, most of which involve checking a choice box.  The main questions concern what 
specific types of disruptive behaviors you encounter (such as disrespect, not following directions, defiance, hyperactivity, 
aggression).  Also there are questions about how frequently disruptive behaviors occur; your level of confidence in managing 
particular behaviors; and what strategies and types of positive and negative consequences do you employ.         
 

Discomfort/Risks:  There are no anticipated risks associated with participating in this study.   Completing the survey is 
completely voluntary; if you feel uncomfortable with any question, you may skip it.     
 

Benefits:  The answers and analysis of the survey will quantify for the music education profession issues related to behavior 
management.     
 

Confidentiality:  Any information obtained in this survey will remain confidential. All responses are confidential. All names and 
email addresses will not be associated with the results.  All identifying information will be deleted.  If you feel uncomfortable 
with any question, you may skip it.    
 

There is no compensation for participating in this research.  Your honest answers are appreciated by the researcher.      
 

Refusal/Withdrawal:  Participation in this study is entirely voluntary.  Your decision whether or not to participate will not affect 
your future relations with Wichita State University.  If you agree to participate in this study, you are free to withdraw from the 
study at any time without penalty.  You may refuse to answer any question on the survey.     
 

Contact:  If you have any questions about this research, please contact either Scott Iseminger (graduate student) or Dr. Elaine 
Bernstorf (faculty advisor).     

Scott K. Iseminger:      SKIseminger@wichita.edu                telephone:  630-853-0127       
Dr. Elaine Bernstorf     Elaine.Bernstorf@wichita.edu           telephone:  316-978-6953      

If you have questions pertaining to your rights as a research subject, you can contact:   Office of Research and Technology 
Transfer, Wichita State University, Wichita, Kansas  67260-0007  telephone: 316-978-3285.      

 

You are under no obligation to participate in this study.  
 

By selecting “Yes” below, you are indicating that you have read the information provided above and have voluntarily decided to 
participate.       If you would like a copy of this consent emailed to you for your records, continue on to the next page by clicking 
“Yes.”   
 

I have read the above and agree to participate in this survey.   
 Yes (1) 
 No (2) 
 

If Yes Is Not Selected, Then Skip To End of Survey 
 

Q2 I would like to have a copy of the Consent Form emailed to me. 
 Yes (1) 
 No (2) 

 
Answer If Yes Is Selected Then Q3: 

Q3 To send you a copy of the consent form, we need your email address.  Please enter it below. 
_____________________ 
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APPENDIX A (continued) 

 
 
Q4 Tell us about your teaching situation. 
 
 
 
Q5 What grade levels do you teach? (Check all that apply) 
 

 Elementary school (1) 

 Middle school   (2) 

 High school   (3) 

 
 
  
 
Q6 In your teaching position, what subject(s) do you currently teach?  (Check all that apply) 
 

 General music       (1) 

 Choral music       (2) 

 Band        (3) 

 Orchestra        (4) 

 Other, please specify (5) 

 ____________________ 
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APPENDIX A (continued) 
 
Q7 Tell us about classroom management concerns. 
 
Q8 For the following student behaviors, rate the occurrence during this current school 
year: 
 

Behaviors daily 
(5) 

weekly 
(4) 

monthly 
(3) 

rarely 
(2) 

never 
(1) 

 Talking without permission.          (1)           
 
 Not following directions.              (2) 
  

          

 Disrespectful comments towards staff.                  
(3) 

 
          

 Hyperactivity.  (4) 
           

 Oppositional or defiant or refusal 
behaviors.         (5) 

 
          

 Swearing, yelling, arguing, teasing, 
bullying, or other intimidating vocal 
disruptions.       (6) 

 

          

 Physical aggression towards staff: 
hitting, kicking, throwing objects.    (7) 

 
          

 Physical aggression towards peers: 
hitting, kicking, throwing objects.    (8) 

 
          

 Damage to property.                          (9) 
           

 Self-Abuse.                                      (10) 
           

 Withdrawn behavior.                       (11) 
           

 Leaving classroom without permission.                  
(12) 

 
          

 Other, please specify: ___________ (13)           
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APPENDIX A (continued) 

Q9 Considering your training, education, and experience, rate your level of confidence to 
manage the following student behaviors: 
 

Behaviors not at all confident 
(1) 

somewhat confident 
(2) 

very confident 
(3) 

 Talking without permission.     (1) 
       

 Not following directions.         (2) 
       

 Disrespectful comments towards 
staff.                                         (3) 

 
      

 Hyperactivity.                          (4) 
       

 Oppositional or defiant or refusal 
behavior.                                  (5) 

 
      

 Swearing, yelling, arguing, 
teasing, bullying, or other 
intimidating vocal disruptions.      
(6) 

 

      

 Physical aggression towards staff: 
hitting, kicking, throwing objects.             
(7) 

 

      

 Physical aggression towards 
peers: hitting kicking, throwing 
objects.                                     (8) 

 

      

 Damage to property.                (9) 
       

 Self-Abuse.                            (10) 
       

 Withdrawn behavior.             (11) 
       

 Leaving classroom without 
permission.                             (12)       
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APPENDIX A (continued) 

 
 
Q10 Which of the following challenging behaviors concerns you the most as a music 
teacher? Please check one to three of the following behaviors you find to be the most 
challenging in your current situation. 
 

 Talking without permission.     (1) 

 Not following directions.        (2) 

 Disrespectful comments towards staff.      (3) 

 Hyperactivity.       (4) 

 Oppositional or defiant or refusal behavior.   (5) 

 Swearing, yelling arguing, bullying, teasing, or other intimidating vocal disruptions.   (6) 

 Physical aggression towards staff: hitting, kicking, throwing objects.    (7) 

 Physical aggression towards peers: hitting, kicking, throwing objects.    (8) 

 Damage to property.       (9) 

 Self-Abuse      (10) 

 Withdrawn behavior.     (11) 

 Leaving classroom without permission.   (12) 

 Other, please specify:     (13) 

 ____________________ 

 
 
Q11 Regarding the behaviors you identified in the previous question, what is it about the 
behavior that makes it a concern for you? 
 

 The frequency of these behaviors.            (1) 

 The severity or intensity I see in the behaviors.           (2) 

 How difficult it is to change these behaviors.           (3) 

 The number of students who display these behaviors.  (4) 

 My lack of familiarity with these types of problems.    (5) 

 Other, please specify:              (6)  

____________________ 
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APPENDIX A (continued) 

 
 
Q12 TEACHER STRATEGIES 
 
 
Q13 My classroom rules are posted. 
 

 Yes    (1) 

 No     (2) 
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APPENDIX A (continued) 

 
 
Q14 Rate the following strategies you currently employ in your classroom: 
 

Strategies never 
(1) 

seldom 
(2) 

sometimes 
(3) 

regular part of 
my teaching (4) 

 Classroom rules are reviewed.        (1) 
 

        

 Specific activity procedures and routines 
carried out consistently.                  (2) 

 

        

 Differentiated or modified instruction 
and/or materials.                              (3) 

 

        

 Proximity--standing near student(s) to 
manage behavior.                             (4) 

 

        

 Purposeful eye-contact.                   (5) 
 

        

 Visual aids or visual supports.        (6) 
         

 General verbal praise directed at small 
groups or entire class.                      (7) 

 

        

 Behavior-specific praise directed to an 
individual student.                           (8) 

 

        

 Verbal reprimands.                          (9) 
 

        

 Raising or lowering my voice.      (10) 
 

        

 Individual one-on-one student 
conference.                                    (11) 

 

        

 Identify what triggers and reinforces a 
problem behavior.                         (12) 

 

        

 Determine the function of misbehavior.      
(13) 

 

        

 Teach desired replacement behavior.           
(14) 

 
        

 Communication with parents (phone call, 
email, notes).                               (15) 

 

        

 Other (please specify) ____________ 
(16)         
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APPENDIX A (continued) 

 
 
Q15 Of the following strategies, which three do you find the most effective in managing 
students with behavior challenges?  Please check one to three strategies. 
 

 Classroom rules are reviewed.         (1) 

 Specific activity procedures and routines carried out consistently.    (2) 

 Differentiated or modified instruction and/or materials.      (3) 

 Proximity--standing near student(s) to manage behavior.     (4) 

 Purposeful eye-contact.          (5) 

 Visual aids or visual supports.         (6) 

 General verbal praise directed at small groups or entire class.     (7) 

 Behavior-specific praise directed to an individual student.     (8) 

 Verbal reprimands.          (9) 

 Raising or lowering my voice.       (10) 

 Individual one-on-one student conference.     (11) 

 Identify what triggers and reinforces a problem behavior.   (12) 

 Determine function of misbehavior.      (13) 

 Communication with parents (phone call, email, notes).    (14) 

 Other (please specify)        (15) 

____________________ 
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APPENDIX A (continued) 

 
 
Q16 POSITIVE AND NEGATIVE CONSEQUENCES 
 
 
 
Q17  In your attempts to change a student’s behavior, what type of consequences do you 
currently use? 
 

Consequences Yes (1) No (2) 
 Tangible rewards (stickers, food, etc.).   (1)     

 Reward of special privileges.                   (2)     

 Name written on the board.                      (3)     

 Loss of privileges.                                    (4)     

 Class-wide rewards.                                 (5)     

 Written behavior record.                          (6)     

 Time-out within the music room.            (7)     

 Time-out outside the music room.           (8)     

 Reduction in report card grade.                (9)     

 Administration office referral (sent to principal, 

dean, etc.).                                               (10)     

 
 
Q18 Do you use the following consequences? 
 

Consequences Yes (1) No (2) Not applicable (3) 
 Loss of recess.          (1)       

 Sent back to class.    (2)       
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APPENDIX A (continued) 

 
 
Q19 Of the following consequences, which three do you find the most effective in managing 
students with challenging behaviors? Please check one to three strategies. 
 

 Tangible rewards (stickers, food, etc.).  (1) 

 Reward of special privileges.      (2) 

 Name written on the board.   (3) 

 Loss of privileges.    (4) 

 Class-wide rewards.    (5) 

 Written behavior record.    (6) 

 Time-out within the music room.  (7) 

 Time-out outside the music room.  (8) 

 Reduction in report card grade.   (9) 

 Administration office referral (sent to principal, dean etc.)  (10) 

 Removal of recess.    (11) 

 Sent back to class.    (12) 

 Other, please specify:    (13)     

____________________ 

 
  



155 
 

APPENDIX A (continued) 

 
 
Q20 How many students are in your largest class? ____ 
 
 
 
Q21 How many total students do you teach this school year? (approximately) ____ 
 
 
 
Q22 Tell us about your students who present you with challenges. 
 
 
Q23 Of the TOTAL number of students you teach, about how many students demonstrate 
ongoing behavior challenges in the music classroom? ____ 
 
 
 
Q24 Do you have any students with a special education classification or diagnosis? 
 

 Yes   (1) 

 No    (2) 

 I don't know  (3) 
 

Answer If Yes Is Selected Then Q25 
 

Q25 In your present teaching situation, do you have any students with the following 

diagnoses?  (Check all that apply) 

 ADHD: Attention-Deficit/Hyperactivity Disorder  (1) 

 Oppositional Defiant Disorder    (2) 

 Conduct Disorder      (3) 

 Other emotional and behavioral disorders   (4) 

 I don't know the exact name of the diagnosis.  (5) 

 Other, please specify      (6)  

 ____________________ 
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APPENDIX A (continued) 

 
 
Q26 PARAPROFESSIONALS  
 
 
Q27 Specifically for your students with behavior challenges, do you have a 
paraprofessional or other adult attend music classes or rehearsals? 
 

 never   (1) 

 sometimes  (2) 

 most of the time  (3) 

 all of the time  (4) 

 
Answer If sometimes Is Selected Or most of the time Is Selected Or all of the time Is Selected 
Then Q28 

 
Q28 Do you find the paraprofessionals helpful in the music setting? 
 

 not helpful   (1) 

 sometimes helpful  (2) 

 most of the time helpful  (3) 
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APPENDIX A (continued) 

 
 
Q29 SUPPORT 
 
 
Q30 Please indicate how often you receive support from the following sources when you are 
faced with challenging behaviors in the music classroom: 
 

Types of Support Never 
(1) 

Rarely 
(2) 

Sometimes 
(3) 

Quite Often 
(4) 

 Support and consultation with a special 
education teacher                   (1)         

 Consultation with related services (SLP, 

OT, social worker, counselor, school 

psychologist etc.)                  (2) 
        

 Support from other teachers  in my building.                                

(3)         

 Support from a behavior specialist.                               

(4)         

 Support from building administrator(s).                    

(5)         

 Support from the student's parents or 

caregivers.                           (6)         

 Support from a team in developing a written 

behavior intervention plan.                   (7)         
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Q31 EDUCATION and EXPERIENCE 
 
 
Q32 Please check your highest college degree as of today: 
 

 Bachelor of Music Education  (1) 

 Bachelor of Music Performance  (2) 

 Bachelor Degree other than music education (3) 

 Master's Degree    (4) 

 PhD or equivalent   (5) 

 
 
 
Q33 How many total years have you been teaching music, including the current school 
year? ____ 
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Q34 TYPE OF SCHOOL 
 
 
Q35 Check the type of community in which you currently teach: 
 

 urban  (1) 

 suburban  (2) 

 rural  (3) 

 
 
 
Q36 Check the type of school in which you currently teach: 
 

 public    (1) 

 parochial    (2) 

 private non-parochial  (3) 

 
 
 
Q37 Approximately, how many students at your school qualify for federal Title I funds for 
Free and Reduced Lunches? 
 

 none   (1) 

 under 25%  (2) 

 26-50%   (3) 

 51-75%   (4) 

 76-100%   (5) 

 I don't know  (6) 
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Q38 In what state do you teach? 
 

 Indiana       (1) 

 Iowa       (2) 

 Kansas       (3) 

 Minnesota       (4) 

 Nebraska       (5) 

 South Dakota      (6) 

 Oklahoma      (7) 

 other, please specify  (8)         

_____________ 

 
Q39 DEMOGRAPHIC INFORMATION 
 
 
Q40 What is your gender? 
 

 Male  (1) 

 Female  (2) 

 
 
Q41 How old are you? 
 

 under 30 years old  (1) 

 31-40 years old   (2) 

 41-50 years old   (3) 

 51 or older   (4) 

 prefer not to respond  (5) 

 
 
 
Q43 Click NEXT to submit survey. 
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(three) 
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 Date: April 28, 2014  

Principal Investigator: Elaine Bernstorf  

Co-Investigator(s): Scott Iseminger  

Department:Music Education  

IRB Number: 3112  

The Wichita State University Institutional Review Board (IRB) has reviewed your amendment application 
of the research project entitled, “Classroom Management Concerns in Music Education”. The IRB has 
approved the project amendment according to the Federal Policy for the Protection of Human Subjects. 
As described, the project also complies with all the requirements and policies established by the 
University for protection of human subjects in research.  

The following modifications have been approved:  

1. Add Kodaly Music Educators of Kansas which brings the total number of possible participants to 
5,200.  

2. Update consent form for the added site.  

This study will require continuation approval if the research project extends beyond March 2, 2015.  

Please keep in mind the following:  

1. Any significant change in the experimental procedure as described should be reviewed by the IRB prior 
to altering the project.  

2. When signed consent documents are required, the principal investigator must retain the signed consent 
documents for at least three years past completion of the research activity.  

3. At the completion of the project, the principal investigator is expected to submit a final report.  

 

Thank you for your cooperation. If you have any questions, please contact me at ext. 6945.  

Sincerely,  

Michael Rogers, Ph.D.  

Chairperson, IRB 
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CORRESPONDENCE WITH STATE OFFICIALS OF PARTICIPATING ORGANIZATIONS 

 

 

Below is email correspondence concerning my request for their state organization to 

assist in my research.  Correspondence is from Indiana Music Educators Association, Iowa 

Music Educators Association, Kansas American String Teachers Association, Nebraska Music 

Educators Association, Oklahoma Music Educators Association, and South Dakota Music 

Educators Association.  Following these emails is the agreement letter from the Minnesota Music 

Educators Association. 

 

 

from the Executive Director of the Indiana Music Educators Association: 

02-18-14 

Dear Scott, 

Per your request, I'd be happy to assist your research request as I am able, give IMEA's existing 
privacy policies. 

Please let me know what our next steps may be. 

Best, 

 

Lane Velayo 
Executive Director 
 

 

 



167 
 

APPENDIX C (continued) 

 

 

from the President of Iowa Music Educators Association 

02-27-14 

Scott, 

I agree to assist in your research through posting the link to your survey on the Iowa Music 
Educators Association website, and also through e-mailing the link to the members of that 
association 

Martha Kroese  

President  
Iowa Music Educators Association 

 

 

 

from the President of the Kansas American String Teachers Association 

03.11.2014 
 
As President of Kansas American Strings Teachers Association, I hereby authorize Scott K. 
Iseminger to utilize the KASTA membership list in his research. 
  
  
Karen McGhee-Hensel 
 
President, Kansas American String Teachers Association 
Orchestra, Strolling Strings, Music Theory AP Honors, IB Music at Shawnee Mission North 
High School 
Beginning and Advanced Strings at Merriam Park Elementary School 
Beginning and Advanced Strings at East Antioch Elementary School 
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from the President-elect of the Kodaly Music Educators of Kansas 

 

4-22-2014 

 

Hi Scott,  

On behalf of the board of Kodaly Music Educators of Kansas, I'll send a request to our listserv 
(about 196 people) regarding participation in your survey. Please send me any directions and a 
link to the online form. 

We have roughly 30 official members that belong to our parent organization, OAKE. Many of 
the nearly 200 on our list attend workshops and contribute in other ways as they're able.  

We are happy to support your effort and hope it yields some useful results for the field of Music 
Education, especially in our home state of KS! 
 

Lauren Hirsh 
President-elect, KMEK 
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from the chair of the Research Committee for the Nebraska Music Educators Association: 

 

02-05-14 

 

Hi Scott - what a great and worthy study. If you also could send us a PDF copy of your IRB 
approval, then we can move on this quickly for you. 

Thanks, 

Lance D. Nielsen, Ph.D.  

Associate Professor of Music 

Doane College 1014 Boswell Ave., Crete, NE 68333 

main 402-826-6730  cell 402-817-8217 

Lance D. Nielsen, Ph.D. | Associate Professor of Music 
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from the executive director of Minnesota Music Educators Association: 
 
 
February 25, 2014 
 
Scott Iseminger 
Wichita State University 
skiseminger@wichita.edu 
 
 
Dear Scott, 
 
This letter officially grants permission to use the list of Minnesota K-12 music educators in 
accordance with MMEA’s privacy and mailing policy. You may use this information to perform 
advanced research on music education, as long as your research is approved by your 
institution’s IRB, you provide documentation of that IRB approval, and you provide a copy of 
the completed research (in electronic or print form). 
 
If you, members of your advisory committee, or individuals on the IRB have questions, feel free 
to contact me at schaefle@mmea.org. 
 
Regards, 
 
Mary Schaefle 
 
Executive Director 
Minnesota Music Educators Association 
 

 

 

 

 

 

 

 

 

 

mailto:skiseminger@wichita.edu
mailto:schaefle@mmea.org
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from the President of the Oklahoma Music Educators Association 
 
03.12.14 

Dear Mr. Iseminger -  

OkMEA is happy to assist you with your project focused on classroom management in K-12 
music classes and rehearsals.  We will forward your recruitment email to membership through a 
voluntary listServe to which members may subscribe.  Please forward your email to me at this 
address and I will forward it to the listServe manager to be posted. 

I wish you the best in your research. 

Sincerely, 

 

Michael Raiber, Ph.D. 
 
OMEA, President 
Professor of Music 
Busey Chair of Music Education 
Oklahoma City University 
Wanda L. Bass School of Music 
2501 North Blackwelder 
Oklahoma City, OK 73106-1493 
(405) 208-5567 
SMTE, Southwestern Division Representative 
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from the President of South Dakota Music Educators Association: 

03.04.2014 

The South Dakota Music Educators Association is willing to provide Scott Iseminger's survey 
link on its website and in its electronic newsletter. 
 
 
Sincerely, 
♫ Lisa Zahn ♫  
President  
South Dakota Music Educators Association 
http://www.sdmea.net/ 
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EMAIL INVITATION TO PARTICIPATE IN THE SURVEY 

 

date:  April 1, 2014  

subject:  Help with Music Classroom Behaviors 

 

Dear Music Educator, 

As a music teacher for more than twenty-years, teaching exclusively students with severe behavior disorders, I can 
certainly relate to the challenges you face in your classroom with students who have disruptive behaviors.  I would 
like to know what you are faced with on a regular basis because there is such little research in our field concerning 
behavior challenges in music education—it is really important to document what the actual data are from current 
music teachers.  

My name is Scott Iseminger. I am completing my master’s degree in Music Education for Students with Disabilities 
at Wichita State University, Kansas.  

I am seeking volunteers to participate in a regional survey of music educators from seven Midwestern states. You 
were chosen because of your affiliation with _________________. This study has been reviewed and approved by 
the Institutional Review Board of Wichita State University.  

I want to know what your experiences are.  Would you please consider completing a survey on classroom 
management issues?  I greatly appreciate your contribution and honest answers on this important topic.   The 
completion time is 10 to 12 minutes.  Questions cover both what types of behavior you experience, how often, your 
confidence level, and what strategies you employ. All responses are completely anonymous and confidential.    

The survey will be available online until April 23.  If you would like to participate, please click on the link below to 
proceed to the survey.  Thank you for considering this invitation to participate in this important research study. 

https://wichitastate.co1.qualtrics.com/SE/?SID=SV_eqAWeQyyBVWKtyB 

As a busy music educator myself, I appreciate your taking the time to assist in this important research project.   

Do not hesitate to contact me with any questions or concerns—see below. 

Thank you very much for your cooperation. 

Best, 

Scott K. Iseminger 
 
graduate student, Wichita State University 
SKIseminger@wichita.edu  
ph:  630.853.0127 
4000 E. 17th Street, No. 124 
Wichita, Kansas  67208 
 
Elaine Bernstorf, PhD 

faculty advisor 
Elaine.Bernstorf@wichita.edu 
ph:  316.978.69
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REMINDER EMAIL TO PROSPECTIVE PARTICIPANTS 

 

 

 

DATE:  04.09.2014, 04.14.2014 

Subject Line:  More help for music classroom behaviors, 

Dear music educator: 

Last week, we sent you an email regarding an opportunity to participate in a regional research 
project regarding behavior management concerns in the music education setting.  If you have not 
yet completed the survey, you still have 2 weeks to contribute to this important research 
project.   

Thank you for considering this request.  The link to the survey is below.  Questions regard the 
types of disruptive behaviors, the frequency of behaviors, as well as strategies you have found to 
be successful. We want to know what your experiences are in the music classroom.  The better 
picture we can assemble about music classrooms, the more help we can provide on a practical 
level.  All responses are confidential and anonymous. 

https://wichitastate.co1.qualtrics.com/SE/?SID=SV_eqAWeQyyBVWKtyB 

 If you have already participated and completed the online survey, you may disregard this 
reminder.  Because participation is confidential and anonymous, we have no way to track whom 
has completed the survey or not.  

We greatly appreciate your participation. 

Kind regards, 

Scott K. Iseminger 

SKIseminger@wichita.edu 

4000 E. 17th Street, No. 124 

Wichita, Kansas  67208 

javascript:main.compose('new',%20't=SKIseminger@wichita.edu')


 

177 
 

APPENDIX F 

SURVEY DATA



 
 
 

APPENDIX F (continued) 
 

178 
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Yes, I give consent to participate in the survey. 

  

  N 
Valid 599 

Missing 0 

  

 

TELL US ABOUT YOUR TEACHING SITUATION. 

What grade levels do you teach? 

 Elementary school Middle school High school 

N 
Valid 310 303 262 

Missing 289 296 337 

Mode 1 1 1 

 

What grade levels do you teach?  

Elementary school 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 310 51.8 100.0 100.0 

Missing System 289 48.2   

Total 599 100.0   

 

Middle school 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 303 50.6 100.0 100.0 

Missing System 296 49.4   

Total 599 100.0   
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High school 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 262 43.7 100.0 100.0 

Missing System 337 56.3   

Total 599 100.0   

 

In your teaching position, what subject(s) do you currently teach?  (Check all that apply) 

 General music Choral music Band Orchestra Other, please 
specify 

N 
Valid 317 246 210 54 84 

Missing 282 353 389 545 515 

Mode 1 1 1 1 1 

 

General music 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 317 52.9 100.0 100.0 

Missing System 282 47.1   

Total 599 100.0   

 

Choral music 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 246 41.1 100.0 100.0 

Missing System 353 58.9   

Total 599 100.0   
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Band 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 210 35.1 100.0 100.0 

Missing System 389 64.9   

Total 599 100.0   

 

Orchestra 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 54 9.0 100.0 100.0 

Missing System 545 91.0   

Total 599 100.0   

 

 

Other, please specify 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 84 14.0 100.0 100.0 

Missing System 515 86.0   

Total 599 100.0   
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Other, please specify-TEXT 

 Frequency Percent Valid Percent Cumulative 
Percent 

  

 518 86.5 86.5 86.5 

 1-12 Art 1 .2 .2 86.6 

 7th Grade Drama class - 9-week rotations 1 .2 .2 86.8 

 accompanist for junior high and high 
school; title 1 reading;curriculum 
specialist 

1 .2 .2 87.0 

 ACT Prep 1 .2 .2 87.1 

 Adaptive music 1 .2 .2 87.3 

 All areas as a substitute teacher 1 .2 .2 87.5 

 AP Music Theory 1 .2 .2 87.6 

 AP Music Theory,  IB Music 1 .2 .2 87.8 

 AP Theory 1 .2 .2 88.0 

 Applied Voice Class and Individual Voice 1 .2 .2 88.1 

 Art 1 .2 .2 88.3 

 Band lessons 1 .2 .2 88.5 

 Chamber ensembles, jazz band, honor 
band 

1 .2 .2 88.6 

 Class piano 1 .2 .2 88.8 

 Class Piano 2 .3 .3 89.1 

 Classroom Management and Assessment 1 .2 .2 89.3 

 college theatre 1 .2 .2 89.5 

 Dance through Music class 1 .2 .2 89.6 
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 Drama 1 .2 .2 89.8 

 drumming 1 .2 .2 90.0 

 Dual Credit High School/College Music 
Appreciation 

1 .2 .2 90.2 

 General Music with a Keyboard/vocal 
emphasis, as well as choir. 

1 .2 .2 90.3 

 guitar 1 .2 .2 90.5 

 Guitar 5 .8 .8 91.3 

 Guitars 1 .2 .2 91.5 

 Handbells 1 .2 .2 91.7 

 HIGH SCHOOL Intro to Guitar and Music 
Technology 

1 .2 .2 91.8 

 High school music and art appreciation 1 .2 .2 92.0 

 Higher Ed Teacher Education 1 .2 .2 92.2 

 IB Music and Handbell choir 1 .2 .2 92.3 

 Jazz 1 .2 .2 92.5 

 jazz Band 1 .2 .2 92.7 

 Jazz Band 3 .5 .5 93.2 

 JAZZ BAND 1 .2 .2 93.3 

 jazz band, IB Music 1 .2 .2 93.5 

 jazz bands (3) marching band, chamber 
ensembles 

1 .2 .2 93.7 

 Jazz Combo 1 .2 .2 93.8 

 Jazz, Music Theory 1 .2 .2 94.0 

 Library and 6th grade reading 1 .2 .2 94.2 

 liturgical music for school masses 
(Catholic school) 

1 .2 .2 94.3 

 Middle school band lessons 1 .2 .2 94.5 
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 modified music in special ed 1 .2 .2 94.7 

 Music Administrator - College/University 1 .2 .2 94.8 

 music appreciation 1 .2 .2 95.0 

 Music Appreciation 3 .5 .5 95.5 

 Music appreciation & theory 1 .2 .2 95.7 

 music appreciation for high school 
freshmen 

1 .2 .2 95.8 

 Music History/Appreciation 1 .2 .2 96.0 

 Music Theory 2 .3 .3 96.3 

 music theory  musical productions 1 .2 .2 96.5 

 Music Theory - High School 1 .2 .2 96.7 

 Music Theory and Jazz Band 1 .2 .2 96.8 

 Music Theory, AP Music Theory 1 .2 .2 97.0 

 Music Theory, Guitar, Music History 1 .2 .2 97.2 

 Music theory, Musical theatre 1 .2 .2 97.3 

 music theory, West African music 1 .2 .2 97.5 

 Non band instruments i.e. handbells, 
guitars, glocks, marimbas, vibes 

1 .2 .2 97.7 

 percussion 1 .2 .2 97.8 

 Piano 2 .3 .3 98.2 

 piano and movement 1 .2 .2 98.3 

 Piano Lab 1 .2 .2 98.5 

 pre-school music 1 .2 .2 98.7 

 Private studio 1 .2 .2 98.8 

 reading recovery 1 .2 .2 99.0 

 recorder, theory 1 .2 .2 99.2 
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Religion 1 .2 .2 99.3 

 small ensemble class 1 .2 .2 99.5 

 Special Needs Music 1 .2 .2 99.7 

 Technology 1 .2 .2 99.8 

 World Drumming 1 .2 .2 100.0 

Total 599 100.0 100.0  
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TELL US ABOUT YOUR CLASSROOM MANAGEMENT CONCERNS. 

For the following student behaviors, rate the occurrence during this current school year: 

 Talking without 
permission. 

Not following 
directions. 

Disrespectful 
comments towards 
staff. 

Hyperactivity. Oppositional or 
defiant or refusal 
behaviors. 

N 
Valid 529 529 528 528 528 

Missing 70 70 71 71 71 

 

 Swearing, yelling, 
arguing, teasing, 
bullying, or other 
intimidating vocal 
disruptions. 

Physical aggression 
towards staff: 
hitting, kicking, 
throwing objects. 

Physical aggression 
towards peers: 
hitting, kicking, 
throwing objects. 

Damage to property. Self-Abuse. 

N 
Valid 529 528 529 529 528 

Missing 70 71 70 70 71 
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 Withdrawn behavior. Leaving classroom 
without permission. 

Other, please specify: Other, please specify:-
TEXT 

N 
Valid 525 527 57 599 

Missing 74 72 542 0 

 

 

Talking without permission. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

rarely 13 2.2 2.5 2.5 

monthly 7 1.2 1.3 3.8 

weekly 42 7.0 7.9 11.7 

daily 467 78.0 88.3 100.0 

Total 529 88.3 100.0  

Missing System 70 11.7   

Total 599 100.0   
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Not following directions. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 1 .2 .2 .2 

rarely 29 4.8 5.5 5.7 

monthly 23 3.8 4.3 10.0 

weekly 137 22.9 25.9 35.9 

daily 339 56.6 64.1 100.0 

Total 529 88.3 100.0  

Missing System 70 11.7   

Total 599 100.0   

 

Disrespectful comments towards staff. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 48 8.0 9.1 9.1 

rarely 254 42.4 48.1 57.2 

monthly 77 12.9 14.6 71.8 

weekly 96 16.0 18.2 90.0 

daily 53 8.8 10.0 100.0 

Total 528 88.1 100.0  

Missing System 71 11.9   

Total 599 100.0   
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Hyperactivity. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 3 .5 .6 .6 

rarely 45 7.5 8.5 9.1 

monthly 47 7.8 8.9 18.0 

weekly 160 26.7 30.3 48.3 

daily 273 45.6 51.7 100.0 

Total 528 88.1 100.0  

Missing System 71 11.9   

Total 599 100.0   

 

Oppositional or defiant or refusal behaviors. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 35 5.8 6.6 6.6 

rarely 196 32.7 37.1 43.8 

monthly 95 15.9 18.0 61.7 

weekly 131 21.9 24.8 86.6 

daily 71 11.9 13.4 100.0 

Total 528 88.1 100.0  

Missing System 71 11.9   

Total 599 100.0   

 



 
 
 

APPENDIX F (continued) 
 

190 
 

 

Swearing, yelling, arguing, teasing, bullying, or other intimidating vocal disruptions. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 96 16.0 18.1 18.1 

rarely 231 38.6 43.7 61.8 

monthly 102 17.0 19.3 81.1 

weekly 69 11.5 13.0 94.1 

daily 31 5.2 5.9 100.0 

Total 529 88.3 100.0  

Missing System 70 11.7   

Total 599 100.0   

 

 

Physical aggression towards STAFF: hitting, kicking, throwing objects. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 339 56.6 64.2 64.2 

rarely 160 26.7 30.3 94.5 

monthly 17 2.8 3.2 97.7 

weekly 10 1.7 1.9 99.6 

daily 2 .3 .4 100.0 

Total 528 88.1 100.0  

Missing System 71 11.9   

Total 599 100.0   
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Physical aggression towards PEERS: hitting, kicking, throwing objects. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 154 25.7 29.1 29.1 

rarely 259 43.2 49.0 78.1 

monthly 80 13.4 15.1 93.2 

weekly 23 3.8 4.3 97.5 

daily 13 2.2 2.5 100.0 

Total 529 88.3 100.0  

Missing System 70 11.7   

Total 599 100.0   

 

 

Damage to property. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 131 21.9 24.8 24.8 

rarely 321 53.6 60.7 85.4 

monthly 59 9.8 11.2 96.6 

weekly 12 2.0 2.3 98.9 

daily 6 1.0 1.1 100.0 

Total 529 88.3 100.0  

Missing System 70 11.7   

Total 599 100.0   

 

  



 
 
 

APPENDIX F (continued) 
 

192 
 

 

Self-Abuse. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 224 37.4 42.4 42.4 

rarely 237 39.6 44.9 87.3 

monthly 46 7.7 8.7 96.0 

weekly 18 3.0 3.4 99.4 

daily 3 .5 .6 100.0 

Total 528 88.1 100.0  

Missing System 71 11.9   

Total 599 100.0   

 

 

Withdrawn behavior. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 25 4.2 4.8 4.8 

rarely 151 25.2 28.8 33.5 

monthly 175 29.2 33.3 66.9 

weekly 114 19.0 21.7 88.6 

daily 60 10.0 11.4 100.0 

Total 525 87.6 100.0  

Missing System 74 12.4   

Total 599 100.0   
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Leaving classroom without permission. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 142 23.7 26.9 26.9 

rarely 263 43.9 49.9 76.9 

monthly 78 13.0 14.8 91.7 

weekly 38 6.3 7.2 98.9 

daily 6 1.0 1.1 100.0 

Total 527 88.0 100.0  

Missing System 72 12.0   

Total 599 100.0   

 

 

Other, please specify: 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 34 5.7 59.6 59.6 

rarely 2 .3 3.5 63.2 

monthly 3 .5 5.3 68.4 

weekly 5 .8 8.8 77.2 

daily 13 2.2 22.8 100.0 

Total 57 9.5 100.0  

Missing System 542 90.5   

Total 599 100.0   
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Other, please specify:-TEXT 

 Frequency Percent Valid 
Percent 

Cumulative Percent 

 

 575 96.0 96.0 96.0 

 1 .2 .2 96.2 

 Barely taking part in group activity like 
singing or moving to music 

1 .2 .2 96.3 

 Being called out of class by parents for 
senior sneak day. 

1 .2 .2 96.5 

 blowing recorders when told to listen 1 .2 .2 96.7 

 depression 1 .2 .2 96.8 

 Disruptive behavior 1 .2 .2 97.0 

 Gum Chewing 1 .2 .2 97.2 

 I have a weekly behavioral skills class that 
most of the checks apply to 

1 .2 .2 97.3 

 inappropriate use of technology, specifically 
cell phones 

1 .2 .2 97.5 

 Intentional tardiness/skipping 1 .2 .2 97.7 

 iPad use...our school is a 1:1 tech school. all 
students have iPads 

1 .2 .2 97.8 

 Lack of effort/participation 1 .2 .2 98.0 

 need lots of attention but classes are too 
large 

1 .2 .2 98.2 

 not meeting expectations 1 .2 .2 98.3 

 not participating, zoning out 1 .2 .2 98.5 

 playing out of turn 1 .2 .2 98.7 

 Playing Without Permission 1 .2 .2 98.8 
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 Refusal to participate or playing without 
permission 

1 .2 .2 99.0 

 Slow to respond to directions 1 .2 .2 99.2 

 stealing 1 .2 .2 99.3 

 Talking back, rude comments 1 .2 .2 99.5 

 Tardiness 1 .2 .2 99.7 

 Unwelcome physical contact with other 
student 

1 .2 .2 99.8 

 Use of electronics (cell phones) 1 .2 .2 100.0 

Total 599 100.0 100.0  
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New Variable:  Frequency Score 

Score.Frequency ALL 

N 
Valid 518 

Missing 81 

Mean 33.9286 

Std. Deviation 7.35983 

Range 45.00 

Minimum 15.00 

Maximum 60.00 

 

Score.Frequency for ELEMENTARY 

N 
Valid 293 

Missing 17 

Mean 35.2321 

Std. Deviation 6.85171 

Range 42.00 

Minimum 16.00 

Maximum 58.00 
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Score.Frequency for MIDDLE SCHOOL 

N 
Valid 291 

Missing 12 

Mean 33.5292 

Std. Deviation 7.21696 

Range 44.00 

Minimum 16.00 

Maximum 60.00 

 

 

Score.Frequency HIGH SCHOOL 

N 
Valid 249 

Missing 13 

Mean 31.8554 

Std. Deviation 6.78138 

Range 41.00 

Minimum 15.00 

Maximum 56.00 
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For the following student behaviors, rate the occurrence during this current school year: 

Frequency of Behaviors ELEMENTARY 

 Talking without 
permission. 

Not following 
directions. 

Disrespectful 
comments towards 
staff. 

Hyperactivity. Oppositional or defiant 
or refusal behaviors. 

N 
Valid 300 300 299 299 300 

Missing 10 10 11 11 10 

 

 Swearing, yelling, 
arguing, teasing, 
bullying, or other 
intimidating vocal 
disruptions. 

Physical aggression 
towards staff: 
hitting, kicking, 
throwing objects. 

Physical aggression 
towards peers: 
hitting, kicking, 
throwing objects. 

Damage to property. Self-Abuse. 

N 
Valid 300 299 300 300 300 

Missing 10 11 10 10 10 

 

 Withdrawn behavior. Leaving classroom without permission. 

N 
Valid 297 299 

Missing 13 11 
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Talking without permission. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

rarely 4 1.3 1.3 1.3 

monthly 1 .3 .3 1.7 

weekly 22 7.1 7.3 9.0 

daily 273 88.1 91.0 100.0 

Total 300 96.8 100.0  

Missing System 10 3.2   

Total 310 100.0   

 

Not following directions. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

rarely 9 2.9 3.0 3.0 

monthly 5 1.6 1.7 4.7 

weekly 70 22.6 23.3 28.0 

daily 216 69.7 72.0 100.0 

Total 300 96.8 100.0  

Missing System 10 3.2   

Total 310 100.0   
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Disrespectful comments towards staff. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 19 6.1 6.4 6.4 

rarely 132 42.6 44.1 50.5 

monthly 46 14.8 15.4 65.9 

weekly 69 22.3 23.1 89.0 

daily 33 10.6 11.0 100.0 

Total 299 96.5 100.0  

Missing System 11 3.5   

Total 310 100.0   

 

Hyperactivity. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

rarely 15 4.8 5.0 5.0 

monthly 20 6.5 6.7 11.7 

weekly 81 26.1 27.1 38.8 

daily 183 59.0 61.2 100.0 

Total 299 96.5 100.0  

Missing System 11 3.5   

Total 310 100.0   
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Oppositional or defiant or refusal behaviors. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 11 3.5 3.7 3.7 

rarely 87 28.1 29.0 32.7 

monthly 62 20.0 20.7 53.3 

weekly 91 29.4 30.3 83.7 

daily 49 15.8 16.3 100.0 

Total 300 96.8 100.0  

Missing System 10 3.2   

Total 310 100.0   

 

Swearing, yelling, arguing, teasing, bullying, or other intimidating vocal disruptions. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 41 13.2 13.7 13.7 

rarely 131 42.3 43.7 57.3 

monthly 63 20.3 21.0 78.3 

weekly 46 14.8 15.3 93.7 

daily 19 6.1 6.3 100.0 

Total 300 96.8 100.0  

Missing System 10 3.2   

Total 310 100.0   
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Physical aggression towards staff: hitting, kicking, throwing objects. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 162 52.3 54.2 54.2 

rarely 112 36.1 37.5 91.6 

monthly 16 5.2 5.4 97.0 

weekly 8 2.6 2.7 99.7 

daily 1 .3 .3 100.0 

Total 299 96.5 100.0  

Missing System 11 3.5   

Total 310 100.0   

 

Physical aggression towards peers: hitting, kicking, throwing objects. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 58 18.7 19.3 19.3 

rarely 159 51.3 53.0 72.3 

monthly 57 18.4 19.0 91.3 

weekly 17 5.5 5.7 97.0 

daily 9 2.9 3.0 100.0 

Total 300 96.8 100.0  

Missing System 10 3.2   

Total 310 100.0   
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Damage to property. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 70 22.6 23.3 23.3 

rarely 188 60.6 62.7 86.0 

monthly 34 11.0 11.3 97.3 

weekly 6 1.9 2.0 99.3 

daily 2 .6 .7 100.0 

Total 300 96.8 100.0  

Missing System 10 3.2   

Total 310 100.0   

 

Self-Abuse. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 120 38.7 40.0 40.0 

rarely 145 46.8 48.3 88.3 

monthly 26 8.4 8.7 97.0 

weekly 9 2.9 3.0 100.0 

Total 300 96.8 100.0  

Missing System 10 3.2   

Total 310 100.0   
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Withdrawn behavior. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 11 3.5 3.7 3.7 

rarely 75 24.2 25.3 29.0 

monthly 105 33.9 35.4 64.3 

weekly 75 24.2 25.3 89.6 

daily 31 10.0 10.4 100.0 

Total 297 95.8 100.0  

Missing System 13 4.2   

Total 310 100.0   

 

Leaving classroom without permission. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 84 27.1 28.1 28.1 

rarely 149 48.1 49.8 77.9 

monthly 39 12.6 13.0 91.0 

weekly 25 8.1 8.4 99.3 

daily 2 .6 .7 100.0 

Total 299 96.5 100.0  

Missing System 11 3.5   

Total 310 100.0   
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Frequencies of Behaviors MIDDLE SCHOOL 

 Talking without 
permission. 

Not following 
directions. 

Disrespectful 
comments towards 
staff. 

Hyperactivity. Oppositional or 
defiant or refusal 
behaviors. 

N 
Valid 296 296 296 296 295 

Missing 7 7 7 7 8 

 

 Swearing, yelling, 
arguing, teasing, 
bullying, or other 
intimidating vocal 
disruptions. 

Physical aggression 
towards staff: 
hitting, kicking, 
throwing objects. 

Physical aggression 
towards peers: 
hitting, kicking, 
throwing objects. 

Damage to property. Self-Abuse. 

N 
Valid 296 296 296 296 296 

Missing 7 7 7 7 7 

 

 Withdrawn behavior. Leaving classroom without permission. 

N 
Valid 293 295 

Missing 10 8 
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Talking without permission. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

rarely 2 .7 .7 .7 

monthly 4 1.3 1.4 2.0 

weekly 22 7.3 7.4 9.5 

daily 268 88.4 90.5 100.0 

Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   

 

Not following directions. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

rarely 12 4.0 4.1 4.1 

monthly 11 3.6 3.7 7.8 

weekly 84 27.7 28.4 36.1 

daily 189 62.4 63.9 100.0 

Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   
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Disrespectful comments towards staff. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 27 8.9 9.1 9.1 

rarely 143 47.2 48.3 57.4 

monthly 49 16.2 16.6 74.0 

weekly 45 14.9 15.2 89.2 

daily 32 10.6 10.8 100.0 

Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   
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Hyperactivity. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 2 .7 .7 .7 

rarely 32 10.6 10.8 11.5 

monthly 28 9.2 9.5 20.9 

weekly 99 32.7 33.4 54.4 

daily 135 44.6 45.6 100.0 

Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   

 

Oppositional or defiant or refusal behaviors. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 19 6.3 6.4 6.4 

rarely 123 40.6 41.7 48.1 

monthly 53 17.5 18.0 66.1 

weekly 67 22.1 22.7 88.8 

daily 33 10.9 11.2 100.0 

Total 295 97.4 100.0  

Missing System 8 2.6   

Total 303 100.0   
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Swearing, yelling, arguing, teasing, bullying, or other intimidating vocal disruptions. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 57 18.8 19.3 19.3 

rarely 122 40.3 41.2 60.5 

monthly 60 19.8 20.3 80.7 

weekly 43 14.2 14.5 95.3 

daily 14 4.6 4.7 100.0 

Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   

 

Physical aggression towards staff: hitting, kicking, throwing objects. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 214 70.6 72.3 72.3 

rarely 73 24.1 24.7 97.0 

monthly 5 1.7 1.7 98.6 

weekly 3 1.0 1.0 99.7 

daily 1 .3 .3 100.0 

Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   
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Physical aggression towards peers: hitting, kicking, throwing objects. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 91 30.0 30.7 30.7 

rarely 140 46.2 47.3 78.0 

monthly 47 15.5 15.9 93.9 

weekly 12 4.0 4.1 98.0 

daily 6 2.0 2.0 100.0 

Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   

 

Damage to property. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 72 23.8 24.3 24.3 

rarely 178 58.7 60.1 84.5 

monthly 35 11.6 11.8 96.3 

weekly 7 2.3 2.4 98.6 

daily 4 1.3 1.4 100.0 

Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   
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Self-Abuse. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 134 44.2 45.3 45.3 

rarely 127 41.9 42.9 88.2 

monthly 25 8.3 8.4 96.6 

weekly 8 2.6 2.7 99.3 

daily 2 .7 .7 100.0 

Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   

 

Withdrawn behavior. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 17 5.6 5.8 5.8 

rarely 96 31.7 32.8 38.6 

monthly 92 30.4 31.4 70.0 

weekly 56 18.5 19.1 89.1 

daily 32 10.6 10.9 100.0 

Total 293 96.7 100.0  

Missing System 10 3.3   

Total 303 100.0   
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Leaving classroom without permission. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 86 28.4 29.2 29.2 

rarely 139 45.9 47.1 76.3 

monthly 43 14.2 14.6 90.8 

weekly 24 7.9 8.1 99.0 

daily 3 1.0 1.0 100.0 

Total 295 97.4 100.0  

Missing System 8 2.6   

Total 303 100.0   
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Frequency of Behaviors HIGH SCHOOL 

 Talking without 
permission. 

Not following 
directions. 

Disrespectful 
comments towards 
staff. 

Hyperactivity. Oppositional or 
defiant or refusal 
behaviors. 

N 
Valid 254 254 254 254 254 

Missing 8 8 8 8 8 

 

 Swearing, yelling, 
arguing, teasing, 
bullying, or other 
intimidating vocal 
disruptions. 

Physical aggression 
towards staff: 
hitting, kicking, 
throwing objects. 

Physical aggression 
towards peers: 
hitting, kicking, 
throwing objects. 

For the Damage to 
property. 

Self-Abuse. 

N 
Valid 254 254 254 254 253 

Missing 8 8 8 8 9 

 

 Withdrawn behavior. Leaving classroom without permission. 

N 
Valid 251 253 

Missing 11 9 
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Talking without permission. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

rarely 8 3.1 3.1 3.1 

monthly 4 1.5 1.6 4.7 

weekly 31 11.8 12.2 16.9 

daily 211 80.5 83.1 100.0 

Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   

 

Not following directions. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 1 .4 .4 .4 

rarely 21 8.0 8.3 8.7 

monthly 17 6.5 6.7 15.4 

weekly 82 31.3 32.3 47.6 

daily 133 50.8 52.4 100.0 

Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   
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Disrespectful comments towards staff. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 33 12.6 13.0 13.0 

rarely 138 52.7 54.3 67.3 

monthly 31 11.8 12.2 79.5 

weekly 35 13.4 13.8 93.3 

daily 17 6.5 6.7 100.0 

Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   

 

Hyperactivity. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 2 .8 .8 .8 

rarely 33 12.6 13.0 13.8 

monthly 31 11.8 12.2 26.0 

weekly 91 34.7 35.8 61.8 

daily 97 37.0 38.2 100.0 

Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   
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Oppositional or defiant or refusal behaviors. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 31 11.8 12.2 12.2 

rarely 118 45.0 46.5 58.7 

monthly 36 13.7 14.2 72.8 

weekly 51 19.5 20.1 92.9 

daily 18 6.9 7.1 100.0 

Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   

 

Swearing, yelling, arguing, teasing, bullying, or other intimidating vocal disruptions. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 61 23.3 24.0 24.0 

rarely 110 42.0 43.3 67.3 

monthly 49 18.7 19.3 86.6 

weekly 26 9.9 10.2 96.9 

daily 8 3.1 3.1 100.0 

Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   
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Physical aggression towards staff: hitting, kicking, throwing objects. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 199 76.0 78.3 78.3 

rarely 51 19.5 20.1 98.4 

monthly 2 .8 .8 99.2 

weekly 2 .8 .8 100.0 

Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   

 

Physical aggression towards peers: hitting, kicking, throwing objects. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 101 38.5 39.8 39.8 

rarely 118 45.0 46.5 86.2 

monthly 25 9.5 9.8 96.1 

weekly 6 2.3 2.4 98.4 

daily 4 1.5 1.6 100.0 

Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   
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Damage to property. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 73 27.9 28.7 28.7 

rarely 157 59.9 61.8 90.6 

monthly 21 8.0 8.3 98.8 

weekly 2 .8 .8 99.6 

daily 1 .4 .4 100.0 

Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   

 

Self-Abuse. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 112 42.7 44.3 44.3 

rarely 108 41.2 42.7 87.0 

monthly 25 9.5 9.9 96.8 

weekly 6 2.3 2.4 99.2 

daily 2 .8 .8 100.0 

Total 253 96.6 100.0  

Missing System 9 3.4   

Total 262 100.0   
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Withdrawn behavior. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 16 6.1 6.4 6.4 

rarely 89 34.0 35.5 41.8 

monthly 80 30.5 31.9 73.7 

weekly 45 17.2 17.9 91.6 

daily 21 8.0 8.4 100.0 

Total 251 95.8 100.0  

Missing System 11 4.2   

Total 262 100.0   

 

Leaving classroom without permission. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 69 26.3 27.3 27.3 

rarely 124 47.3 49.0 76.3 

monthly 37 14.1 14.6 90.9 

weekly 21 8.0 8.3 99.2 

daily 2 .8 .8 100.0 

Total 253 96.6 100.0  

Missing System 9 3.4   

Total 262 100.0   
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Frequency Score per grade level 
 
ELEMENTARY 

 
Score.Frequency   

N 
Valid 293 
Missing 17 

Mean 35.2321 
Std. Deviation 6.85171 
Range 42.00 
Minimum 16.00 
Maximum 58.00 

 

 
MIDDLE SCHOOL 
 
Score.Frequency   

N 
Valid 291 
Missing 12 

Mean 33.5292 
Std. Deviation 7.21696 
Range 44.00 
Minimum 16.00 
Maximum 60.00 

 
 

HIGH SCHOOL 

 
Score.Frequency   

N 
Valid 249 
Missing 13 

Mean 31.8554 
Std. Deviation 6.78138 
Range 41.00 
Minimum 15.00 
Maximum 56.00 
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Frequency Behaviors ELEMENTARY 

 
Statistics 

 Talking 
without 

permission. 

Not following 
directions. 

Disrespectful 
comments 

towards staff. 

Hyperactivity. Oppositional or 
defiant or 

refusal 
behaviors. 

N 
Valid 300 300 299 299 300 
Missing 10 10 11 11 10 

 
Statistics 

 Swearing, 
yelling, 
arguing, 
teasing, 

bullying, or 
other 

intimidating 
vocal 

disruptions. 

Physical 
aggression 

towards staff: 
hitting, kicking, 

throwing 
objects. 

Physical 
aggression 

towards peers: 
hitting, kicking, 

throwing 
objects. 

Damage to 
property. 

Self-Abuse. 

N 
Valid 300 299 300 300 300 
Missing 10 11 10 10 10 

 
Statistics 

 Withdrawn behavior. Leaving classroom without 
permission. 

N 
Valid 297 299 
Missing 13 11 
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Talking without permission. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

rarely 4 1.3 1.3 1.3 
monthly 1 .3 .3 1.7 
weekly 22 7.1 7.3 9.0 
daily 273 88.1 91.0 100.0 
Total 300 96.8 100.0  

Missing System 10 3.2   

Total 310 100.0   

 
Not following directions. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

rarely 9 2.9 3.0 3.0 
monthly 5 1.6 1.7 4.7 
weekly 70 22.6 23.3 28.0 
daily 216 69.7 72.0 100.0 
Total 300 96.8 100.0  

Missing System 10 3.2   

Total 310 100.0   

 
Disrespectful comments towards staff. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 19 6.1 6.4 6.4 
rarely 132 42.6 44.1 50.5 
monthly 46 14.8 15.4 65.9 
weekly 69 22.3 23.1 89.0 
daily 33 10.6 11.0 100.0 
Total 299 96.5 100.0  

Missing System 11 3.5   

Total 310 100.0   
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Hyperactivity. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

rarely 15 4.8 5.0 5.0 
monthly 20 6.5 6.7 11.7 
weekly 81 26.1 27.1 38.8 
daily 183 59.0 61.2 100.0 
Total 299 96.5 100.0  

Missing System 11 3.5   

Total 310 100.0   

 
Oppositional or defiant or refusal behaviors. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 11 3.5 3.7 3.7 
rarely 87 28.1 29.0 32.7 
monthly 62 20.0 20.7 53.3 
weekly 91 29.4 30.3 83.7 
daily 49 15.8 16.3 100.0 
Total 300 96.8 100.0  

Missing System 10 3.2   

Total 310 100.0   

 

 
Swearing, yelling, arguing, teasing, bullying, or other intimidating vocal 
disruptions. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 41 13.2 13.7 13.7 
rarely 131 42.3 43.7 57.3 
monthly 63 20.3 21.0 78.3 
weekly 46 14.8 15.3 93.7 
daily 19 6.1 6.3 100.0 
Total 300 96.8 100.0  
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Missing System 10 3.2   

Total 310 100.0   

 
Physical aggression towards staff: hitting, kicking, throwing objects. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 162 52.3 54.2 54.2 
rarely 112 36.1 37.5 91.6 
monthly 16 5.2 5.4 97.0 
weekly 8 2.6 2.7 99.7 
daily 1 .3 .3 100.0 
Total 299 96.5 100.0  

Missing System 11 3.5   

Total 310 100.0   

 
Physical aggression towards peers: hitting, kicking, throwing objects. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 58 18.7 19.3 19.3 
rarely 159 51.3 53.0 72.3 
monthly 57 18.4 19.0 91.3 
weekly 17 5.5 5.7 97.0 
daily 9 2.9 3.0 100.0 
Total 300 96.8 100.0  

Missing System 10 3.2   

Total 310 100.0   

 
Damage to property. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 70 22.6 23.3 23.3 
rarely 188 60.6 62.7 86.0 
monthly 34 11.0 11.3 97.3 
weekly 6 1.9 2.0 99.3 
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daily 2 .6 .7 100.0 
Total 300 96.8 100.0  

Missing System 10 3.2   

Total 310 100.0   

 
Self-Abuse. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 120 38.7 40.0 40.0 
rarely 145 46.8 48.3 88.3 
monthly 26 8.4 8.7 97.0 
weekly 9 2.9 3.0 100.0 
Total 300 96.8 100.0  

Missing System 10 3.2   

Total 310 100.0   

 
Withdrawn behavior. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 11 3.5 3.7 3.7 
rarely 75 24.2 25.3 29.0 
monthly 105 33.9 35.4 64.3 
weekly 75 24.2 25.3 89.6 
daily 31 10.0 10.4 100.0 
Total 297 95.8 100.0  

Missing System 13 4.2   

Total 310 100.0   

 

 
Leaving classroom without permission. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 
never 84 27.1 28.1 28.1 
rarely 149 48.1 49.8 77.9 
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monthly 39 12.6 13.0 91.0 
weekly 25 8.1 8.4 99.3 
daily 2 .6 .7 100.0 
Total 299 96.5 100.0  

Missing System 11 3.5   

Total 310 100.0   

Frequencies Behaviors MIDDLE SCHOOL 

 

 
Statistics 

 Talking 
without 

permission. 

Not following 
directions. 

Disrespectful 
comments 

towards staff. 

Hyperactivity. Oppositional or 
defiant or 

refusal 
behaviors. 

N 
Valid 296 296 296 296 295 
Missing 7 7 7 7 8 

 
Statistics 

 Swearing, 
yelling, 
arguing, 
teasing, 

bullying, or 
other 

intimidating 
vocal 

disruptions. 

Physical 
aggression 

towards staff: 
hitting, kicking, 

throwing 
objects. 

Physical 
aggression 

towards peers: 
hitting, kicking, 

throwing 
objects. 

Damage to 
property. 

Self-Abuse. 

N 
Valid 296 296 296 296 296 
Missing 7 7 7 7 7 

 
Statistics 

 Withdrawn behavior. Leaving classroom without 
permission. 

N 
Valid 293 295 
Missing 10 8 
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Talking without permission. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

rarely 2 .7 .7 .7 
monthly 4 1.3 1.4 2.0 
weekly 22 7.3 7.4 9.5 
daily 268 88.4 90.5 100.0 
Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   

 

 
Not following directions. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

rarely 12 4.0 4.1 4.1 
monthly 11 3.6 3.7 7.8 
weekly 84 27.7 28.4 36.1 
daily 189 62.4 63.9 100.0 
Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   

 

 
Disrespectful comments towards staff. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 27 8.9 9.1 9.1 
rarely 143 47.2 48.3 57.4 
monthly 49 16.2 16.6 74.0 
weekly 45 14.9 15.2 89.2 
daily 32 10.6 10.8 100.0 
Total 296 97.7 100.0  

Missing System 7 2.3   
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Total 303 100.0   
 

Hyperactivity. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 2 .7 .7 .7 
rarely 32 10.6 10.8 11.5 
monthly 28 9.2 9.5 20.9 
weekly 99 32.7 33.4 54.4 
daily 135 44.6 45.6 100.0 
Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   

 
Oppositional or defiant or refusal behaviors. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 19 6.3 6.4 6.4 
rarely 123 40.6 41.7 48.1 
monthly 53 17.5 18.0 66.1 
weekly 67 22.1 22.7 88.8 
daily 33 10.9 11.2 100.0 
Total 295 97.4 100.0  

Missing System 8 2.6   

Total 303 100.0   

 
Swearing, yelling, arguing, teasing, bullying, or other intimidating vocal 
disruptions. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 57 18.8 19.3 19.3 
rarely 122 40.3 41.2 60.5 
monthly 60 19.8 20.3 80.7 
weekly 43 14.2 14.5 95.3 
daily 14 4.6 4.7 100.0 
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Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   

 
Physical aggression towards staff: hitting, kicking, throwing objects. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 214 70.6 72.3 72.3 
rarely 73 24.1 24.7 97.0 
monthly 5 1.7 1.7 98.6 
weekly 3 1.0 1.0 99.7 
daily 1 .3 .3 100.0 
Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   

 
Physical aggression towards peers: hitting, kicking, throwing objects. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 91 30.0 30.7 30.7 
rarely 140 46.2 47.3 78.0 
monthly 47 15.5 15.9 93.9 
weekly 12 4.0 4.1 98.0 
daily 6 2.0 2.0 100.0 
Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   

 
Damage to property. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 
never 72 23.8 24.3 24.3 
rarely 178 58.7 60.1 84.5 
monthly 35 11.6 11.8 96.3 
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weekly 7 2.3 2.4 98.6 
daily 4 1.3 1.4 100.0 
Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   

 
Self-Abuse. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 134 44.2 45.3 45.3 
rarely 127 41.9 42.9 88.2 
monthly 25 8.3 8.4 96.6 
weekly 8 2.6 2.7 99.3 
daily 2 .7 .7 100.0 
Total 296 97.7 100.0  

Missing System 7 2.3   

Total 303 100.0   

 
Withdrawn behavior. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 17 5.6 5.8 5.8 
rarely 96 31.7 32.8 38.6 
monthly 92 30.4 31.4 70.0 
weekly 56 18.5 19.1 89.1 
daily 32 10.6 10.9 100.0 
Total 293 96.7 100.0  

Missing System 10 3.3   

Total 303 100.0   

 
Leaving classroom without permission. 
 Frequency Percent Valid Percent Cumulative 

Percent 
Valid never 86 28.4 29.2 29.2 
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rarely 139 45.9 47.1 76.3 
monthly 43 14.2 14.6 90.8 
weekly 24 7.9 8.1 99.0 
daily 3 1.0 1.0 100.0 
Total 295 97.4 100.0  

Missing System 8 2.6   

Total 303 100.0   

Frequencies Behaviors HIGH SCHOOL 

 

 
Statistics 

 Talking 
without 

permission. 

Not following 
directions. 

Disrespectful 
comments 

towards staff. 

Hyperactivity. Oppositional or 
defiant or 

refusal 
behaviors. 

N 
Valid 254 254 254 254 254 
Missing 8 8 8 8 8 

 
Statistics 

 Swearing, 
yelling, 
arguing, 
teasing, 

bullying, or 
other 

intimidating 
vocal 

disruptions. 

Physical 
aggression 

towards staff: 
hitting, kicking, 

throwing 
objects. 

Physical 
aggression 

towards peers: 
hitting, kicking, 

throwing 
objects. 

For the Damage 
to property. 

Self-Abuse. 

N 
Valid 254 254 254 254 253 
Missing 8 8 8 8 9 

 
Statistics 

 Withdrawn behavior. Leaving classroom without 
permission. 

N 
Valid 251 253 
Missing 11 9 
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Talking without permission. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

rarely 8 3.1 3.1 3.1 
monthly 4 1.5 1.6 4.7 
weekly 31 11.8 12.2 16.9 
daily 211 80.5 83.1 100.0 
Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   

 
Not following directions. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 1 .4 .4 .4 
rarely 21 8.0 8.3 8.7 
monthly 17 6.5 6.7 15.4 
weekly 82 31.3 32.3 47.6 
daily 133 50.8 52.4 100.0 
Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   

 
Disrespectful comments towards staff. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 33 12.6 13.0 13.0 
rarely 138 52.7 54.3 67.3 
monthly 31 11.8 12.2 79.5 
weekly 35 13.4 13.8 93.3 
daily 17 6.5 6.7 100.0 
Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   
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Hyperactivity. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 2 .8 .8 .8 
rarely 33 12.6 13.0 13.8 
monthly 31 11.8 12.2 26.0 
weekly 91 34.7 35.8 61.8 
daily 97 37.0 38.2 100.0 
Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   

 
Oppositional or defiant or refusal behaviors. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 31 11.8 12.2 12.2 
rarely 118 45.0 46.5 58.7 
monthly 36 13.7 14.2 72.8 
weekly 51 19.5 20.1 92.9 
daily 18 6.9 7.1 100.0 
Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   

 
Swearing, yelling, arguing, teasing, bullying, or other intimidating vocal 
disruptions. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 61 23.3 24.0 24.0 
rarely 110 42.0 43.3 67.3 
monthly 49 18.7 19.3 86.6 
weekly 26 9.9 10.2 96.9 
daily 8 3.1 3.1 100.0 
Total 254 96.9 100.0  

Missing System 8 3.1   
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Total 262 100.0   

 
Physical aggression towards staff: hitting, kicking, throwing objects. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 199 76.0 78.3 78.3 
rarely 51 19.5 20.1 98.4 
monthly 2 .8 .8 99.2 
weekly 2 .8 .8 100.0 
Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   

 

 
Physical aggression towards peers: hitting, kicking, throwing objects. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 101 38.5 39.8 39.8 
rarely 118 45.0 46.5 86.2 
monthly 25 9.5 9.8 96.1 
weekly 6 2.3 2.4 98.4 
daily 4 1.5 1.6 100.0 
Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   

 
Damage to property. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 73 27.9 28.7 28.7 
rarely 157 59.9 61.8 90.6 
monthly 21 8.0 8.3 98.8 
weekly 2 .8 .8 99.6 
daily 1 .4 .4 100.0 
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Total 254 96.9 100.0  

Missing System 8 3.1   

Total 262 100.0   

 
Self-Abuse. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 112 42.7 44.3 44.3 
rarely 108 41.2 42.7 87.0 
monthly 25 9.5 9.9 96.8 
weekly 6 2.3 2.4 99.2 
daily 2 .8 .8 100.0 
Total 253 96.6 100.0  

Missing System 9 3.4   

Total 262 100.0   

 
Withdrawn behavior. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 

never 16 6.1 6.4 6.4 
rarely 89 34.0 35.5 41.8 
monthly 80 30.5 31.9 73.7 
weekly 45 17.2 17.9 91.6 
daily 21 8.0 8.4 100.0 
Total 251 95.8 100.0  

Missing System 11 4.2   

Total 262 100.0   

 
Leaving classroom without permission. 
 Frequency Percent Valid Percent Cumulative 

Percent 

Valid 
never 69 26.3 27.3 27.3 
rarely 124 47.3 49.0 76.3 
monthly 37 14.1 14.6 90.9 
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weekly 21 8.0 8.3 99.2 
daily 2 .8 .8 100.0 
Total 253 96.6 100.0  

Missing System 9 3.4   

Total 262 100.0   
Considering your training, education, and experience, rate your level of confidence to manage the following 
student behaviors: 

 Talking without 
permission. 

Not following 
directions. 

Disrespectful 
comments towards 
staff. 

Hyperactivity. Oppositional or 
defiant or refusal 
behavior. 

N 
Valid 524 524 523 523 522 

Missing 75 75 76 76 77 

 

 Swearing, yelling, 
arguing, teasing, 
bullying, or other 
intimidating vocal 
disruptions. 

Physical aggression 
towards staff: 
hitting, kicking, 
throwing objects. 

Physical aggression 
towards peers: 
hitting kicking, 
throwing objects. 

Damage to property. Self-Abuse. 

N 
Valid 524 524 524 524 521 

Missing 75 75 75 75 78 

 

 Withdrawn behavior. Leaving classroom without permission. 

N 
Valid 524 522 

Missing 75 77 
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Talking without permission. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

not at all confident 4 .7 .8 .8 

somewhat confident 107 17.9 20.4 21.2 

very confident 413 68.9 78.8 100.0 

Total 524 87.5 100.0  

Missing System 75 12.5   

Total 599 100.0   

 

 

Not following directions. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

not at all confident 3 .5 .6 .6 

somewhat confident 103 17.2 19.7 20.2 

very confident 418 69.8 79.8 100.0 

Total 524 87.5 100.0  

Missing System 75 12.5   

Total 599 100.0   
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Disrespectful comments towards staff. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

not at all confident 11 1.8 2.1 2.1 

somewhat confident 132 22.0 25.2 27.3 

very confident 380 63.4 72.7 100.0 

Total 523 87.3 100.0  

Missing System 76 12.7   

Total 599 100.0   

 

Hyperactivity. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

not at all confident 27 4.5 5.2 5.2 

somewhat confident 270 45.1 51.6 56.8 

very confident 226 37.7 43.2 100.0 

Total 523 87.3 100.0  

Missing System 76 12.7   

Total 599 100.0   
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Oppositional or defiant or refusal behavior. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

not at all confident 63 10.5 12.1 12.1 

somewhat confident 264 44.1 50.6 62.6 

very confident 195 32.6 37.4 100.0 

Total 522 87.1 100.0  

Missing System 77 12.9   

Total 599 100.0   

 

Swearing, yelling, arguing, teasing, bullying, or other intimidating vocal disruptions. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

not at all confident 41 6.8 7.8 7.8 

somewhat confident 220 36.7 42.0 49.8 

very confident 263 43.9 50.2 100.0 

Total 524 87.5 100.0  

Missing System 75 12.5   

Total 599 100.0   
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Physical aggression towards STAFF: hitting, kicking, throwing objects. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

not at all confident 139 23.2 26.5 26.5 

somewhat confident 204 34.1 38.9 65.5 

very confident 181 30.2 34.5 100.0 

Total 524 87.5 100.0  

Missing System 75 12.5   

Total 599 100.0   

 

Physical aggression towards peers: hitting kicking, throwing objects. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

not at all confident 78 13.0 14.9 14.9 

somewhat confident 214 35.7 40.8 55.7 

very confident 232 38.7 44.3 100.0 

Total 524 87.5 100.0  

Missing System 75 12.5   

Total 599 100.0   
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Damage to property. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

not at all confident 44 7.3 8.4 8.4 

somewhat confident 189 31.6 36.1 44.5 

very confident 291 48.6 55.5 100.0 

Total 524 87.5 100.0  

Missing System 75 12.5   

Total 599 100.0   

 

Self-Abuse. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

not at all confident 197 32.9 37.8 37.8 

somewhat confident 239 39.9 45.9 83.7 

very confident 85 14.2 16.3 100.0 

Total 521 87.0 100.0  

Missing System 78 13.0   

Total 599 100.0   
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Withdrawn behavior. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

not at all confident 75 12.5 14.3 14.3 

somewhat confident 288 48.1 55.0 69.3 

very confident 161 26.9 30.7 100.0 

Total 524 87.5 100.0  

Missing System 75 12.5   

Total 599 100.0   

 

Leaving classroom without permission. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

not at all confident 28 4.7 5.4 5.4 

somewhat confident 154 25.7 29.5 34.9 

very confident 340 56.8 65.1 100.0 

Total 522 87.1 100.0  

Missing System 77 12.9   

Total 599 100.0   
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New Variable:  Confidence Scores:  12-36 possible 

Total score   

N 
Valid 516 

Missing 83 

Mean 28.7636 

Std. Deviation 4.92333 

Range 21.00 

Minimum 15.00 

Maximum 36.00 

 

Total score 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

15.00 1 .2 .2 .2 

16.00 3 .5 .6 .8 

17.00 3 .5 .6 1.4 

18.00 10 1.7 1.9 3.3 

19.00 6 1.0 1.2 4.5 

20.00 12 2.0 2.3 6.8 

21.00 12 2.0 2.3 9.1 

22.00 10 1.7 1.9 11.0 

23.00 23 3.8 4.5 15.5 

24.00 35 5.8 6.8 22.3 

25.00 17 2.8 3.3 25.6 

26.00 26 4.3 5.0 30.6 

27.00 37 6.2 7.2 37.8 

28.00 38 6.3 7.4 45.2 
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29.00 31 5.2 6.0 51.2 

30.00 43 7.2 8.3 59.5 

31.00 34 5.7 6.6 66.1 

32.00 44 7.3 8.5 74.6 

33.00 35 5.8 6.8 81.4 

34.00 26 4.3 5.0 86.4 

35.00 21 3.5 4.1 90.5 

36.00 49 8.2 9.5 100.0 

Total 516 86.1 100.0  

Missing System 83 13.9   

Total 599 100.0   
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Which of the following challenging behaviors concerns you the most as a music teacher?  Please check one to three of the 
following behaviors you find to be the most challenging in your current situation. 

 Talking without 
permission. 

Not following 
directions. 

Disrespectful 
comments towards 
staff. 

Hyperactivity. Oppositional or 
defiant or refusal 
behavior. 

N 
Valid 275 245 64 146 171 

Missing 324 354 535 453 428 

 

 Swearing, yelling 
arguing, bullying, 
teasing, or other 
intimidating vocal 
disruptions. 

Physical aggression 
towards staff: 
hitting, kicking, 
throwing objects. 

Physical aggression 
towards peers: 
hitting, kicking, 
throwing objects. 

Damage to property. Self-Abuse 

N 
Valid 54 39 61 26 46 

Missing 545 560 538 573 553 

 

 Withdrawn behavior. Leaving classroom 
without permission. 

Other, please specify: Other, please specify:-
TEXT 

N 
Valid 111 18 24 599 

Missing 488 581 575 0 
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Talking without permission. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 275 45.9 100.0 100.0 

Missing System 324 54.1   

Total 599 100.0   

 

Not following directions. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 245 40.9 100.0 100.0 

Missing System 354 59.1   

Total 599 100.0   

 

Disrespectful comments towards staff. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 64 10.7 100.0 100.0 

Missing System 535 89.3   

Total 599 100.0   

 

Hyperactivity. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 146 24.4 100.0 100.0 

Missing System 453 75.6   

Total 599 100.0   
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Oppositional or defiant or refusal behavior. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 171 28.5 100.0 100.0 

Missing System 428 71.5   

Total 599 100.0   

 

Swearing, yelling arguing, bullying, teasing, or other intimidating vocal disruptions. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 54 9.0 100.0 100.0 

Missing System 545 91.0   

Total 599 100.0   

 

Physical aggression towards STAFF: hitting, kicking, throwing objects. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 39 6.5 100.0 100.0 

Missing System 560 93.5   

Total 599 100.0   

 

Physical aggression towards PEERS: hitting, kicking, throwing objects. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 61 10.2 100.0 100.0 

Missing System 538 89.8   

Total 599 100.0   

 

  



 
 
 

APPENDIX F (continued) 
 

252 
 

Damage to property. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 26 4.3 100.0 100.0 

Missing System 573 95.7   

Total 599 100.0   

 

Self-Abuse 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 46 7.7 100.0 100.0 

Missing System 553 92.3   

Total 599 100.0   

 

Withdrawn behavior. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 111 18.5 100.0 100.0 

Missing System 488 81.5   

Total 599 100.0   

 

Leaving classroom without permission. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 18 3.0 100.0 100.0 

Missing System 581 97.0   

Total 599 100.0   
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Other, please specify: 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 24 4.0 100.0 100.0 

Missing System 575 96.0   

Total 599 100.0   

 

 

Frequency Percent Valid 
Percent 

Cumulative 
Percent 

 575 96.0 96.0 96.0 

 Apathy 1 .2 .2 96.2 

 Being self-respectful to differences in abilities both social and 
academic 

1 .2 .2 96.3 

 Death/Grief Counseling; and at risk student attendance to 
school 

1 .2 .2 96.5 

 Disrespectful attitudes towards staff and other students. 1 .2 .2 96.7 

 Failure to pay attention and focus. 1 .2 .2 96.8 

 feeling insecure about singing 1 .2 .2 97.0 

 I do not see severe issues.  Hyperactivity and talkativeness do 
occur, but with time music is the perfect outlet for these 
students. I really do not have behavior concerns at this time. 

1 .2 .2 97.2 

 It seems students are coming in more or more each year with 
a "I don't care what you do or say, I am going to do my own 
thing" attitude. 

1 .2 .2 97.3 

 Lack of effort / lack of participation 1 .2 .2 97.5 

 Lack of interest in the class; no personal investment 1 .2 .2 97.7 

 Lack of motivation or trying to find a way to engage 
unmotivated students 

1 .2 .2 97.8 

 Little effort 1 .2 .2 98.0 

 negativity--minority of students swaying the rest of the class 1 .2 .2 98.2 
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 None of the behaviors are a big issue - The main concern is 
lack ways to deal with students who choose to nicely do very 
little. 

1 .2 .2 98.3 

 None 1 .2 .2 98.5 

 Over extended students who end up not doing anything to the 
best of their ability; lying to escape consequences 

1 .2 .2 98.7 

 Playing instruments without permission 1 .2 .2 98.8 

 playing out of turn 1 .2 .2 99.0 

 purposely doing little things, making little noises, making 
faces, to distract the class. Not a huge disruption, but constant. 

1 .2 .2 99.2 

 Reluctance or apathy to take part in activity like singing or 
moving to music 

1 .2 .2 99.3 

 Safety 1 .2 .2 99.5 

 Spec. Ed. students who need a para's help with redirection 
and/or focus but do not have a para in my class 

1 .2 .2 99.7 

 The lack of trying.  ie  Students that are engaged in the class, 
they can tell you what we are doing, correct answers 
(rhythms/note names/etc) but physically won't attempt to play 
it on their instrument. 

1 .2 .2 99.8 

 Use of electronics (cell phones) 1 .2 .2 100.0 

Total 599 100.0 100.0  
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Regarding the behaviors you identified in the previous question, what is it about the behavior that makes it a 
concern for you? 

 The frequency of 
these behaviors. 

The severity or 
intensity I see in the 
behaviors. 

How difficult it is 
to change these 
behaviors. 

The number of 
students who 
display these 
behaviors. 

My lack of 
familiarity with 
these types of 
problems. 

N 
Valid 248 85 279 207 45 

Missing 351 514 320 392 554 

 

 Other, please specify: Other, please specify:-TEXT 

N 
Valid 44 599 

Missing 555 0 

 

Regarding the behaviors you identified in the previous question, what is it about the behavior that makes it a concern for 
you? 

The frequency of these behaviors. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 248 41.4 100.0 100.0 

Missing System 351 58.6   

Total 599 100.0   
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The severity or intensity I see in the behaviors. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 85 14.2 100.0 100.0 

Missing System 514 85.8   

Total 599 100.0   
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How difficult it is to change these behaviors. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 279 46.6 100.0 100.0 

Missing System 320 53.4   

Total 599 100.0   

 

The number of students who display these behaviors. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 207 34.6 100.0 100.0 

Missing System 392 65.4   

Total 599 100.0   

 

My lack of familiarity with these types of problems. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 45 7.5 100.0 100.0 

Missing System 554 92.5   

Total 599 100.0   
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Other, please specify: 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 44 7.3 100.0 100.0 

Missing System 555 92.7   

Total 599 100.0   

 

Frequency Percent Valid 
Percent 

Cumulative 
Percent 

 555 92.7 92.7 92.7 

 concern for the student 1 .2 .2 92.8 

 Consequences associated with property destruction (eg. damage to 
student and school instruments) 

1 .2 .2 93.0 

 constantly trying to 'win' these negative students to positive leadership 
behaviors 

1 .2 .2 93.2 

 Danger of getting in trouble with admin 1 .2 .2 93.3 

 Disrespectful back-talk trips my trigger the most. 1 .2 .2 93.5 

 for following directions it's frequency, for oppositional and 
intimidating vocal disruptions it's difficult to change 

1 .2 .2 93.7 

 Having such large class sizes (80+) makes the talking behavior a 
concern. 

1 .2 .2 93.8 

 How these behaviors affect learning. 1 .2 .2 94.0 

 hyperactivity is a behavior can be quite disruptive to the planned 
activities and the other learners/  talking or not following directions 
concerns me as this behavior has increased over the past few years- I 
see it as learned social behavior - and students are not learning healthy 
social respectful behavior that will prepare them for life in general 

1 .2 .2 94.2 

 I can quell the immediate problem, but struggle with creating long-
term solutions 

1 .2 .2 94.3 

 I rarely see kids refuse, but when I do, that behavior is severe.  The 
other two issues are wide spread, but more like water wearing away 
stone than an earthquake. 

1 .2 .2 94.5 
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 If the student doesn't have a support staff with them, how do I keep 
them safe and the class safe without touching them. 

1 .2 .2 94.7 

 Immaturity 1 .2 .2 94.8 

 It disrupts rehearsal 1 .2 .2 95.0 

 Lack of affective behavior modification techniques 1 .2 .2 95.2 

 LACK OF CARING BY THE STUDENT 1 .2 .2 95.3 

 lack of help and support from administration allows students to 
continue these behaviors with NO CONSEQUENCE! 

1 .2 .2 95.5 

 Large classes make it harder to keep a handle on 1 .2 .2 95.7 

 Not really that big of a problem 1 .2 .2 95.8 

 Once the words are spoken there is no getting them back.  They have 
been said and damage has been done. 

1 .2 .2 96.0 

 Other children are not receiving instruction while the disruptive child 
is being dealt with. 

1 .2 .2 96.2 

 Refocusing the rehearsal so we can move forward in our learning.  
Some days this is easy, other days I have to know that these are 
Middle School students at the end of the day. 

1 .2 .2 96.3 

 Resources to assist the students with the behaviors identified 1 .2 .2 96.5 

 safety of myself and my students 1 .2 .2 96.7 

 Safety of the student and others. 1 .2 .2 96.8 

 Some students with severe emotional issues need to be taken out of 
the mainstream classroom and dealt with by professional trained to 
work with them one-on-one. 

1 .2 .2 97.0 

 students who are withdrawn are also afraid to sing out 1 .2 .2 97.2 

 Talking is a problem in every classroom, therefore difficult to change 
in my own. 

1 .2 .2 97.3 

 that they are done "slyly"--hard to catch 1 .2 .2 97.5 

 The amount of plan time it takes to write quality, well-paced lessons. 
This seems to help prevent behavior issues.  I also give up plans to 
spend time with troubled students.  This makes a difference in class. 

1 .2 .2 97.7 

 The disruptiveness of these behaviors. 1 .2 .2 97.8 

 The hidden nature of this behavior 1 .2 .2 98.0 

 The lack of personal accountability 1 .2 .2 98.2 
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 The lack of respect for adults is an increasing problem. 1 .2 .2 98.3 

 The negative impact on learning 1 .2 .2 98.5 

 The safety of other students. 1 .2 .2 98.7 

 The underlying issue causing the behavior is hard to diagnose and 
tends to result in losing the student from the class. 

1 .2 .2 98.8 

 These behaviors (especially talking) has such a direct negative impact 
on the quality of learning in a music class. 

1 .2 .2 99.0 

 These behaviors are usually indicative of student mental health 
concerns and there are limited ways in which they can get help for 
them. 

1 .2 .2 99.2 

 These behaviors become contagious in classroom 1 .2 .2 99.3 

 Trying to teach while these problems occur. 1 .2 .2 99.5 

 wanting to make sure the classroom is safe. 1 .2 .2 99.7 

 What works some days....does not work other days 1 .2 .2 99.8 

 When a student exhibits withdrawn behavior I don't often have the 
opportunity to find out the root problem. 

1 .2 .2 100.0 

Total 599 100.0 100.0  
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TEACHER STRATEGIES: 

My classroom rules are posted. 

 

N 
Valid 518 

Missing 81 

 

My classroom rules are posted. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Yes 380 63.4 73.4 73.4 

No 138 23.0 26.6 100.0 

Total 518 86.5 100.0  

Missing System 81 13.5   

Total 599 100.0   

 

 

Rate the following strategies you currently employ in your classroom:  

 Classroom rules are 
reviewed. 

Specific activity 
procedures and 
routines carried out 
consistently. 

Differentiated or 
modified 
instruction and/or 
materials. 

standing near 
student(s) to 
manage behavior. 

Purposeful eye-
contact. 

N 
Valid 510 511 512 512 512 

Missing 89 88 87 87 87 

 

 Visual aids or visual 
supports. 

General verbal 
praise directed at 
small groups or 
entire class. 

Behavior-specific 
praise directed to an 
individual student. 

Verbal reprimands. Raising or lowering 
my voice. 

N 
Valid 509 511 509 512 512 

Missing 90 88 90 87 87 
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 Individual one-on-
one student 
conference. 

Identify what 
triggers and 
reinforces a problem 
behavior. 

Determine the 
function of 
misbehavior. 

Teach desired 
replacement 
behavior. 

Communication 
with parents (phone 
call, email, notes). 

N 
Valid 510 510 509 506 512 

Missing 89 89 90 93 87 

 

 Other (please specify) Other (please specify)-TEXT 

N 
Valid 26 599 

Missing 573 0 
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Classroom rules are reviewed. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 3 .5 .6 .6 

seldom 42 7.0 8.2 8.8 

sometimes 194 32.4 38.0 46.9 

regular part of my teaching 271 45.2 53.1 100.0 

Total 510 85.1 100.0  

Missing System 89 14.9   

Total 599 100.0   

 

Specific activity procedures and routines carried out consistently. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

seldom 3 .5 .6 .6 

sometimes 57 9.5 11.2 11.7 

regular part of my teaching 451 75.3 88.3 100.0 

Total 511 85.3 100.0  

Missing System 88 14.7   

Total 599 100.0   
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Differentiated or modified instruction and/or materials. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 3 .5 .6 .6 

seldom 31 5.2 6.1 6.6 

sometimes 211 35.2 41.2 47.9 

regular part of my teaching 267 44.6 52.1 100.0 

Total 512 85.5 100.0  

Missing System 87 14.5   

Total 599 100.0   

 

Proximity--standing near student(s) to manage behavior. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 3 .5 .6 .6 

seldom 26 4.3 5.1 5.7 

sometimes 127 21.2 24.8 30.5 

regular part of my teaching 356 59.4 69.5 100.0 

Total 512 85.5 100.0  

Missing System 87 14.5   

Total 599 100.0   
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Purposeful eye-contact. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

seldom 1 .2 .2 .2 

sometimes 30 5.0 5.9 6.1 

regular part of my teaching 481 80.3 93.9 100.0 

Total 512 85.5 100.0  

Missing System 87 14.5   

Total 599 100.0   

 

Visual aids or visual supports. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 6 1.0 1.2 1.2 

seldom 43 7.2 8.4 9.6 

sometimes 159 26.5 31.2 40.9 

regular part of my teaching 301 50.3 59.1 100.0 

Total 509 85.0 100.0  

Missing System 90 15.0   

Total 599 100.0   
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General verbal praise directed at small groups or entire class. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

seldom 5 .8 1.0 1.0 

sometimes 62 10.4 12.1 13.1 

regular part of my teaching 444 74.1 86.9 100.0 

Total 511 85.3 100.0  

Missing System 88 14.7   

Total 599 100.0   

 

Behavior-specific praise directed to an individual student. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

seldom 13 2.2 2.6 2.6 

sometimes 134 22.4 26.3 28.9 

regular part of my teaching 362 60.4 71.1 100.0 

Total 509 85.0 100.0  

Missing System 90 15.0   

Total 599 100.0   
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Verbal reprimands. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 1 .2 .2 .2 

seldom 41 6.8 8.0 8.2 

sometimes 180 30.1 35.2 43.4 

regular part of my teaching 290 48.4 56.6 100.0 

Total 512 85.5 100.0  

Missing System 87 14.5   

Total 599 100.0   

 

Raising or lowering my voice. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 2 .3 .4 .4 

seldom 59 9.8 11.5 11.9 

sometimes 160 26.7 31.3 43.2 

regular part of my teaching 291 48.6 56.8 100.0 

Total 512 85.5 100.0  

Missing System 87 14.5   

Total 599 100.0   
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Individual one-on-one student conference. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

seldom 71 11.9 13.9 13.9 

sometimes 261 43.6 51.2 65.1 

regular part of my teaching 178 29.7 34.9 100.0 

Total 510 85.1 100.0  

Missing System 89 14.9   

Total 599 100.0   
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Identify what triggers and reinforces a problem behavior. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 8 1.3 1.6 1.6 

seldom 60 10.0 11.8 13.3 

sometimes 244 40.7 47.8 61.2 

regular part of my teaching 198 33.1 38.8 100.0 

Total 510 85.1 100.0  

Missing System 89 14.9   

Total 599 100.0   

 

Determine the function of misbehavior. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 17 2.8 3.3 3.3 

seldom 92 15.4 18.1 21.4 

sometimes 235 39.2 46.2 67.6 

regular part of my teaching 165 27.5 32.4 100.0 

Total 509 85.0 100.0  

Missing System 90 15.0   

Total 599 100.0   
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Teach desired replacement behavior. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 18 3.0 3.6 3.6 

seldom 71 11.9 14.0 17.6 

sometimes 189 31.6 37.4 54.9 

regular part of my teaching 228 38.1 45.1 100.0 

Total 506 84.5 100.0  

Missing System 93 15.5   

Total 599 100.0   

 

Communication with parents (phone call, email, notes). 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 8 1.3 1.6 1.6 

seldom 110 18.4 21.5 23.0 

sometimes 245 40.9 47.9 70.9 

regular part of my teaching 149 24.9 29.1 100.0 

Total 512 85.5 100.0  

Missing System 87 14.5   

Total 599 100.0   
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Other (please specify) 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 5 .8 19.2 19.2 

sometimes 3 .5 11.5 30.8 

regular part of my teaching 18 3.0 69.2 100.0 

Total 26 4.3 100.0  

Missing System 573 95.7   

Total 599 100.0   

 

Frequency Percent Valid 
Percent 

Cumulative Percent 

 579 96.7 96.7 96.7 

 Adapting the way I teach to fit class personalities 1 .2 .2 96.8 

 communicate improvements to students 1 .2 .2 97.0 

 Communication with school counselor 1 .2 .2 97.2 

 coordinate my correction plan with the classroom 
teacher and the school counselor 

1 .2 .2 97.3 

 I address constant disruptions when necessary and visit 
with parents during parent/teacher conferences.  We 
also send out progress reports throughout the year. 

1 .2 .2 97.5 

 I usually ask the student if they understand my 
expectations and if they can change their behavior by 
themselves, or do I need to call home.  They usually 
say they can change. 

1 .2 .2 97.7 

 I will pretend to be a student of that age/grade and use 
humor to teach/remind how to meet expectations/make 
the best choice for the situation. 

1 .2 .2 97.8 

 ignore problem in large group setting and deal with it 
between class. 

1 .2 .2 98.0 

 incentives for positive behavior 1 .2 .2 98.2 

 Meet with special ed teacher for students with IEP's 1 .2 .2 98.3 
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 Purposeful practice of a specific desired procedure or 
behavior 

1 .2 .2 98.5 

 Purposeful time management including wait time, and 
quiet voice. 

1 .2 .2 98.7 

 Redirection: "You need to …." or "try this…" etc. 1 .2 .2 98.8 

 school is so large that regular communication with all 
parents is too time consuming, but do communicate 
with the classroom teacher if problems are persistent or 
highly unusual 

1 .2 .2 99.0 

 Self-evaluation & daily evaluation given to classroom 
teacher.  This includes students who have received 
redirects and who had to be removed from the music 
room. 

1 .2 .2 99.2 

 state expectations 1 .2 .2 99.3 

 teach yoga/ self-regulation 1 .2 .2 99.5 

 time out to the administrator 1 .2 .2 99.7 

 use of behavior incentives (stickers, game time..) 1 .2 .2 99.8 

 work with Special Education staff to modify and create 
expectations for specific students 

1 .2 .2 100.0 

Total 599 100.0 100.0  
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Of the following strategies, which three do you find the most effective in managing students with behavior challenges?  
Please check one to three: 

 Classroom rules are 
reviewed. 

Specific activity 
procedures and 
routines carried out 
consistently. 

Differentiated or 
modified 
instruction and/or 
materials. 

Proximity--standing 
near student(s) to 
manage behavior. 

Purposeful eye-
contact. 

N 
Valid 85 297 62 245 138 

Missing 514 302 537 354 461 

 

 

 Visual aids or visual 
supports. 

General verbal 
praise directed at 
small groups or 
entire class. 

Behavior-specific 
praise directed to an 
individual student. 

Verbal reprimands. Raising or lowering 
my voice. 

N 
Valid 4 97 147 26 25 

Missing 595 502 452 573 574 

 

 

 Individual one-on-
one student 
conference.. 

Identify what 
triggers and 
reinforces a problem 
behavior. 

Determine function 
of misbehavior. 

Communication 
with parents (phone 
call, email, notes). 

Other (please 
specify) 

N 
Valid 167 74 27 110 25 

Missing 432 525 572 489 574 

 

 

 Other (please specify)-TEXT 

N 
Valid 599 

Missing 0 
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Classroom rules are reviewed. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 85 14.2 100.0 100.0 

Missing System 514 85.8   

Total 599 100.0   

 

 

Specific activity procedures and routines carried out consistently. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 297 49.6 100.0 100.0 

Missing System 302 50.4   

Total 599 100.0   

 

Differentiated or modified instruction and/or materials. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 62 10.4 100.0 100.0 

Missing System 537 89.6   

Total 599 100.0   

 

Proximity--standing near student(s) to manage behavior. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 245 40.9 100.0 100.0 

Missing System 354 59.1   

Total 599 100.0   
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Purposeful eye-contact. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 138 23.0 100.0 100.0 

Missing System 461 77.0   

Total 599 100.0   

 

Visual aids or visual supports. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 4 .7 100.0 100.0 

Missing System 595 99.3   

Total 599 100.0   

 

General verbal praise directed at small groups or entire class. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 97 16.2 100.0 100.0 

Missing System 502 83.8   

Total 599 100.0   

 

Behavior-specific praise directed to an individual student. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 147 24.5 100.0 100.0 

Missing System 452 75.5   

Total 599 100.0   
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Verbal reprimands. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 26 4.3 100.0 100.0 

Missing System 573 95.7   

Total 599 100.0   

 

Raising or lowering my voice. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 25 4.2 100.0 100.0 

Missing System 574 95.8   

Total 599 100.0   

 

Individual one-on-one student conference.. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 167 27.9 100.0 100.0 

Missing System 432 72.1   

Total 599 100.0   

 

Identify what triggers and reinforces a problem behavior. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 74 12.4 100.0 100.0 

Missing System 525 87.6   

Total 599 100.0   
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Determine function of misbehavior. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 27 4.5 100.0 100.0 

Missing System 572 95.5   

Total 599 100.0   

 

Communication with parents (phone call, email, notes). 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 110 18.4 100.0 100.0 

Missing System 489 81.6   

Total 599 100.0   

 

 

Other (please specify) 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 25 4.2 100.0 100.0 

Missing System 574 95.8   

Total 599 100.0   

 

 

Frequency Percent Valid 
Percent 

Cumulative 
Percent 

 574 95.8 95.8 95.8 

 Active and engaging lesson plans 1 .2 .2 96.0 

 Build relationships with every student. 1 .2 .2 96.2 
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 changing seating 1 .2 .2 96.3 

 Class Dojo.  An iPad app that functions solely as a classroom 
management tool. 

1 .2 .2 96.5 

 Communicating with other teachers in building 1 .2 .2 96.7 

 communicating with the students of the make-up time for 
disruption and talking/ also - I will use a Challenge or Race - 
A visual aid is posted and students earn "points" for following 
procedures etc,-- the class with the most is rewarded 

1 .2 .2 96.8 

 Consistent, meaningful consequences as a result of behavior 
choices. 

1 .2 .2 97.0 

 daily individual accounting record of appropriate behaviors, 
noted with remarks to student during class and viewed 
privately 

1 .2 .2 97.2 

 Explaining clearly the purpose of my expectations 1 .2 .2 97.3 

 Getting to know the kids and creating a positive environment 1 .2 .2 97.5 

 If class gets too talkative, I'll stop and wait, rather than raise 
my voice.  It usually works quickly. 

1 .2 .2 97.7 

 incentives for positive behavior 1 .2 .2 97.8 

 Keeping the class busy. 1 .2 .2 98.0 

 kinesthetic-tactile procedures: keeping student physically 
engaged in assignment 

1 .2 .2 98.2 

 Love and Logic (Jim and Charles Fay) 1 .2 .2 98.3 

 modeling the "wrong way" and the "right way" 1 .2 .2 98.5 

 referral to upper administration/withdrawal from class 1 .2 .2 98.7 

 Reminders of what the expectations are. 1 .2 .2 98.8 

 rewards for positive behavior 1 .2 .2 99.0 

 Student monitored progress to classroom behavior goals 
(individualized checklist or progress) 

1 .2 .2 99.2 

 Treating all students with the respect that I expect them to 
share with me and with each other.  It is important to work 
together as a team. 

1 .2 .2 99.3 

 Using yoga, breathing, self-regulation techniques as a daily 
part of each class - it helps me to maintain my composure and 
gives the students tools to NOT lose control. 

1 .2 .2 99.5 
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 We use behavior charts at our school so students with 
behavior problems get a daily score for each class which 
translates into positive reinforcement goals throughout the 
day. 

1 .2 .2 99.7 

 When they are noisy, I stand perfectly still, hands to my side 
and look at the clock until they are all quiet. 

1 .2 .2 99.8 

 Working bell to bell with plenty of lesson goal within the 
time 

1 .2 .2 100.0 

Total 599 100.0 100.0  
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POSITIVE AND NEGATIVE CONSEQUENCES: 

In your attempts to change a student’s behavior, what type of consequences do you currently use?  Yes or No: 

 

 Tangible rewards 
(stickers, food, 
etc.). 

Reward of special 
privileges. 

Name written on 
the board. 

Loss of privileges. Class-wide 
rewards. 

N 
Valid 492 492 479 489 489 

Missing 107 107 120 110 110 

 

 

 Written behavior 
record. 

Time-out within the 
music room. 

Time-out outside the 
music room. 

Reduction in report 
card grade. 

Administration 
office referral (sent 
to principal, dean, 
etc.). 

N 
Valid 485 490 481 494 492 

Missing 114 109 118 105 107 
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Tangible rewards (stickers, food, etc.). 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Yes 180 30.1 36.6 36.6 

No 312 52.1 63.4 100.0 

Total 492 82.1 100.0  

Missing System 107 17.9   

Total 599 100.0   

 

Reward of special privileges. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Yes 228 38.1 46.3 46.3 

No 264 44.1 53.7 100.0 

Total 492 82.1 100.0  

Missing System 107 17.9   

Total 599 100.0   

 

 

Name written on the board. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Yes 46 7.7 9.6 9.6 

No 433 72.3 90.4 100.0 

Total 479 80.0 100.0  

Missing System 120 20.0   

Total 599 100.0   
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Loss of privileges. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Yes 346 57.8 70.8 70.8 

No 143 23.9 29.2 100.0 

Total 489 81.6 100.0  

Missing System 110 18.4   

Total 599 100.0   

 

Class-wide rewards. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Yes 287 47.9 58.7 58.7 

No 202 33.7 41.3 100.0 

Total 489 81.6 100.0  

Missing System 110 18.4   

Total 599 100.0   

 

Written behavior record. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Yes 242 40.4 49.9 49.9 

No 243 40.6 50.1 100.0 

Total 485 81.0 100.0  

Missing System 114 19.0   

Total 599 100.0   
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Time-out WITHIN the music room. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Yes 282 47.1 57.6 57.6 

No 208 34.7 42.4 100.0 

Total 490 81.8 100.0  

Missing System 109 18.2   

Total 599 100.0   

 

Time-out OUTSIDE the music room. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Yes 255 42.6 53.0 53.0 

No 226 37.7 47.0 100.0 

Total 481 80.3 100.0  

Missing System 118 19.7   

Total 599 100.0   
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Reduction in report card grade. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Yes 340 56.8 68.8 68.8 

No 154 25.7 31.2 100.0 

Total 494 82.5 100.0  

Missing System 105 17.5   

Total 599 100.0   

 

 

 

Administration office referral (sent to principal, dean, etc.). 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Yes 366 61.1 74.4 74.4 

No 126 21.0 25.6 100.0 

Total 492 82.1 100.0  

Missing System 107 17.9   

Total 599 100.0   
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Do you use the following consequences: 

 

 Loss of recess. Sent back to class. 

N 
Valid 499 499 

Missing 100 100 

 

Loss of recess. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Yes 87 14.5 17.4 17.4 

No 180 30.1 36.1 53.5 

Not applicable 232 38.7 46.5 100.0 

Total 499 83.3 100.0  

Missing System 100 16.7   

Total 599 100.0   

 

Sent back to class. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Yes 63 10.5 12.6 12.6 

No 205 34.2 41.1 53.7 

Not applicable 231 38.6 46.3 100.0 

Total 499 83.3 100.0  

Missing System 100 16.7   

Total 599 100.0   
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Of the following consequences, which three do you find the most effective in managing students with challenging 
behaviors?  Please check one to three: 

 

 Tangible rewards 
(stickers, food, 
etc.). 

Reward of special 
privileges. 

Name written on 
the board. 

Loss of privileges. Class-wide 
rewards. 

N 
Valid 123 145 14 175 110 

Missing 476 454 585 424 489 

 

 Written behavior 
record. 

Time-out within the 
music room. 

Time-out outside the 
music room. 

Reduction in report 
card grade. 

Administration 
office referral (sent 
to principal, dean 
etc.) 

N 
Valid 80 176 102 93 171 

Missing 519 423 497 506 428 

 

 Removal of recess. Sent back to class. Other, please specify: Other, please specify:-
TEXT 

N 
Valid 41 25 71 599 

Missing 558 574 528 0 
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Of the following consequences, which three do you find the most effective in managing students with challenging 
behaviors?  Please check one to three: 

Tangible rewards (stickers, food, etc.). 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 123 20.5 100.0 100.0 

Missing System 476 79.5   

Total 599 100.0   

 

Reward of special privileges. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 145 24.2 100.0 100.0 

Missing System 454 75.8   

Total 599 100.0   

 

Name written on the board. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 14 2.3 100.0 100.0 

Missing System 585 97.7   

Total 599 100.0   
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Loss of privileges. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 175 29.2 100.0 100.0 

Missing System 424 70.8   

Total 599 100.0   

 

 

Class-wide rewards. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 110 18.4 100.0 100.0 

Missing System 489 81.6   

Total 599 100.0   

  

Written behavior record. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 80 13.4 100.0 100.0 

Missing System 519 86.6   

Total 599 100.0   
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Time-out WITHIN the music room. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 176 29.4 100.0 100.0 

Missing System 423 70.6   

Total 599 100.0   

 

Time-out OUTSIDE the music room. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 102 17.0 100.0 100.0 

Missing System 497 83.0   

Total 599 100.0   

 

 

Reduction in report card grade. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 93 15.5 100.0 100.0 

Missing System 506 84.5   

Total 599 100.0   

 

Administration office referral (sent to principal, dean etc.) 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 171 28.5 100.0 100.0 

Missing System 428 71.5   

Total 599 100.0   
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Removal of recess. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 41 6.8 100.0 100.0 

Missing System 558 93.2   

Total 599 100.0   

 

Sent back to class. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 25 4.2 100.0 100.0 

Missing System 574 95.8   

Total 599 100.0   
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Other, please specify: 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 71 11.9 100.0 100.0 

Missing System 528 88.1   

Total 599 100.0   

 

Other, please specify:-TEXT 

 Frequency Percent Valid Percent Cumulative 
Percent 

 V
a
l
i
d 

  528 88.1 88.1 88.1 

 a one to one talk 1 .2 .2 88.3 

 additional assigned work 1 .2 .2 88.5 

 Administrative 

 referral 

1 .2 .2 88.6 

 Again Class Dojo helps me keep track of 
their behavior over the long term and 
allows the students to track their own 
progress. 

1 .2 .2 88.8 

 call home 1 .2 .2 89.0 

 Calling home 1 .2 .2 89.1 

 Catching them being good 1 .2 .2 89.3 

 Certainly depends on the age--K-2 like the 
tangible rewards; Upper elem. are 
motivated by report cards and privileges 

1 .2 .2 89.5 

 Change of location, discussion with 
specific student input--how they are going 
to try to manage the behavior 

1 .2 .2 89.6 



 
 
 

APPENDIX F (continued) 
 

292 
 

 Clarify rules and determine their 
appropriateness for the student. 

1 .2 .2 89.8 

 Clear expectations and absolutely 
consistent consequences.  Also, teacher 
modeling same behavior/consequences for 
self as expected of students.  
CONSISTENCY! 

1 .2 .2 90.0 

 Communicate with parents 1 .2 .2 90.2 

 Communicating with the student and 
finding out what's going on 

1 .2 .2 90.3 

 Communication with parents about student 
not meeting behavior expectations 

1 .2 .2 90.5 

 Communication with family 1 .2 .2 90.7 

 conference with special ed. teacher 1 .2 .2 90.8 

 Conference with student with a "fix-it" 
plan that is sent home to parents. 

1 .2 .2 91.0 

 Conference with student; e-mail to parents 1 .2 .2 91.2 

 Consequence like sentences to write and 
get parent to sign, call to parents 

1 .2 .2 91.3 

 Contact parent 1 .2 .2 91.5 

 Contact parents 1 .2 .2 91.7 

 Contact with parent (call) with student 
present as I make the call. 

1 .2 .2 91.8 

 Contact with parents or 
parent/teacher/student meeting with 
follow-ups to report progress towards 
changed behavior 

1 .2 .2 92.0 

 contacting parents 1 .2 .2 92.2 

 Daily evaluations given to the classroom 
teacher (self/class evals & music teacher 
evals). 

1 .2 .2 92.3 

 Depends on the student. Different things 
work better for different students. 

1 .2 .2 92.5 
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 Detention 1 .2 .2 92.7 

 Detention; student-written, teacher-
approved behavior plan 

1 .2 .2 92.8 

 Developing a positive relationship with 
students- each day is new- is KEY. All 
students earn free time at the end of the 
week, but can have that time reduced for 
behavior- I then teach those students what 
they missed when they were acting out. 

1 .2 .2 93.0 

 Directly speaking to the student in class 1 .2 .2 93.2 

 Discussions with student and parent.  
Positive reinforcement,  celebrating what 
the student does well with him or her. 

1 .2 .2 93.3 

 does not get to participate in concert 1 .2 .2 93.5 

 Drawing attention to students 
demonstrating appropriate behavior 

1 .2 .2 93.7 

 Get classroom teacher involved, parent 
contact. 

1 .2 .2 93.8 

 given: step 1 -  a warning card, step 2 - 
notify student that their parents will be 
contacted, step 3 - teacher issued 
detention, step 4 - administrator discipline 
referral 

1 .2 .2 94.0 

 having a written behavior plan for the 
class 

1 .2 .2 94.2 

 I don't know! 1 .2 .2 94.3 

 I don't use any of these consequences.  The 
students know what I expect and they 
deliver.  There is mutual respect between 
the students and myself. 

1 .2 .2 94.5 
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 I rarely separate students from class 
activities or send them to the office.  If this 
does happen, the student knows he/she is 
in real trouble.  I do not give rewards.  
They need to know that proper behavior is 
something expected from them and not to 
be Gifted with candy or stickers for doing 
what they should be doing in class.  This is 
the age of entitlement and that's only 
feeding into the problem. 

1 .2 .2 94.7 

 I really don't know how to change certain 
behaviors, especially ADD or ADHD 

1 .2 .2 94.8 

 I try to let the music be the reward 
(auditioned HS ensembles) 

1 .2 .2 95.0 

 Individual conference with student/parent 
including strategies for success. 

1 .2 .2 95.2 

 Interviewing/get to the root of the child's 
behavior; Listening/let the child talk and 
suggest a management strategy for the 
problem 

1 .2 .2 95.3 

 Lunch detention &/or parental contact 1 .2 .2 95.5 

 Making parents aware of behaviors 1 .2 .2 95.7 

 Name on smarty pants board is a positive 
reward. 

1 .2 .2 95.8 

 None of these have to be used in my 
classroom - I teach 220 students and while 
I have anomalies, they are because of 
student mental health concerns and 
managed individually. 

1 .2 .2 96.0 

 On task 99% of the class time with 
consistent and relevant teaching 

1 .2 .2 96.2 

 one on one conference with student and if 
needed the parent 

1 .2 .2 96.3 

 one on one meetings 1 .2 .2 96.5 

 one-on-one discussions with students 1 .2 .2 96.7 

 Parent communication 1 .2 .2 96.8 
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 parent contact 1 .2 .2 97.0 

 Parent contact 2 .3 .3 97.3 

 parent phone call 1 .2 .2 97.5 

 Parent phone call 1 .2 .2 97.7 

 Parental contact 1 .2 .2 97.8 

 Personal attention 1 .2 .2 98.0 

 Phone call home 1 .2 .2 98.2 

 Positive written behavior record also. 1 .2 .2 98.3 

 Preventive proactive before-class reminder 
of positive goal with smile 

1 .2 .2 98.5 

 Sent out of class to hallway.  One on one 
conference afterward. 

1 .2 .2 98.7 

 Talk with student individually and 
consequences if behavior recurs. 

1 .2 .2 98.8 

 Talking with parents 1 .2 .2 99.0 

 Teaching and praising appropriate 
behaviors 

1 .2 .2 99.2 

 Time out is after music having lunch and 
recess with me to learn good behavior and 
unlearn inappropriate behavior 

1 .2 .2 99.3 

 Time talking to student.  Getting to know 
them.  Listening. 

1 .2 .2 99.5 

 verbal praise helps 1 .2 .2 99.7 

 We have a 'clip' system at our school.  
Students 'clip up' for good behavior and 
'down' for 'bad'. 

1 .2 .2 99.8 

 Working with others in a smaller group 
from within the larger group. 

1 .2 .2 100.0 

Total 599 100.0 100.0  
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How many students are in your largest class?   

N 
Valid 489 

Missing 0 

Mean 45.71 

Mode 25 

Std. Deviation 23.129 

Range 158 

Minimum 12 

Maximum 170 

 

 

How many students are in your largest class? 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

12 1 .2 .2 .2 

15 2 .4 .4 .6 

16 1 .2 .2 .8 

18 1 .2 .2 1.0 

19 4 .8 .8 1.8 

20 5 1.0 1.0 2.9 

21 2 .4 .4 3.3 

22 7 1.4 1.4 4.7 

23 12 2.5 2.5 7.2 

24 8 1.6 1.6 8.8 

25 27 5.5 5.5 14.3 

26 20 4.1 4.1 18.4 
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27 12 2.5 2.5 20.9 

28 23 4.7 4.7 25.6 

29 8 1.6 1.6 27.2 

30 22 4.5 4.5 31.7 

31 14 2.9 2.9 34.6 

32 16 3.3 3.3 37.8 

33 6 1.2 1.2 39.1 

34 7 1.4 1.4 40.5 

35 23 4.7 4.7 45.2 

36 13 2.7 2.7 47.9 

37 3 .6 .6 48.5 

38 7 1.4 1.4 49.9 

39 3 .6 .6 50.5 

40 18 3.7 3.7 54.2 

41 3 .6 .6 54.8 

42 9 1.8 1.8 56.6 

43 6 1.2 1.2 57.9 

44 2 .4 .4 58.3 

45 14 2.9 2.9 61.1 

46 6 1.2 1.2 62.4 

47 2 .4 .4 62.8 

48 8 1.6 1.6 64.4 

49 4 .8 .8 65.2 

50 14 2.9 2.9 68.1 

51 2 .4 .4 68.5 



 
 
 

APPENDIX F (continued) 
 

298 
 

52 11 2.2 2.2 70.8 

53 4 .8 .8 71.6 

54 2 .4 .4 72.0 

55 10 2.0 2.0 74.0 

56 4 .8 .8 74.8 

57 1 .2 .2 75.1 

58 1 .2 .2 75.3 

60 22 4.5 4.5 79.8 

61 2 .4 .4 80.2 

63 2 .4 .4 80.6 

64 4 .8 .8 81.4 

65 11 2.2 2.2 83.6 

66 2 .4 .4 84.0 

68 5 1.0 1.0 85.1 

70 7 1.4 1.4 86.5 

71 1 .2 .2 86.7 

72 2 .4 .4 87.1 

73 4 .8 .8 87.9 

74 3 .6 .6 88.5 

75 11 2.2 2.2 90.8 

76 2 .4 .4 91.2 

78 2 .4 .4 91.6 

79 1 .2 .2 91.8 

80 4 .8 .8 92.6 

82 1 .2 .2 92.8 
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85 4 .8 .8 93.7 

86 1 .2 .2 93.9 

88 1 .2 .2 94.1 

89 1 .2 .2 94.3 

90 2 .4 .4 94.7 

91 2 .4 .4 95.1 

92 2 .4 .4 95.5 

95 1 .2 .2 95.7 

96 1 .2 .2 95.9 

98 1 .2 .2 96.1 

100 3 .6 .6 96.7 

103 1 .2 .2 96.9 

105 3 .6 .6 97.5 

106 1 .2 .2 97.8 

110 1 .2 .2 98.0 

115 3 .6 .6 98.6 

120 4 .8 .8 99.4 

143 1 .2 .2 99.6 

150 1 .2 .2 99.8 

170 1 .2 .2 100.0 

Total 489 100.0 100.0  
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How many total students do you teach this school year? (approximately)   

N 
Valid 489 

Missing 0 

Mean 276.06 

Mode 200 

Std. Deviation 169.940 

Range 1325 

Minimum 30 

Maximum 1355 

 

How many total students do you teach this school year? (approximately) 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

30 1 .2 .2 .2 

42 1 .2 .2 .4 

45 1 .2 .2 .6 

55 1 .2 .2 .8 

56 1 .2 .2 1.0 

64 1 .2 .2 1.2 

65 4 .8 .8 2.0 

75 4 .8 .8 2.9 

78 1 .2 .2 3.1 

79 1 .2 .2 3.3 

80 5 1.0 1.0 4.3 

85 1 .2 .2 4.5 

90 4 .8 .8 5.3 

91 1 .2 .2 5.5 
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92 1 .2 .2 5.7 

95 2 .4 .4 6.1 

98 1 .2 .2 6.3 

100 16 3.3 3.3 9.6 

103 1 .2 .2 9.8 

105 2 .4 .4 10.2 

106 1 .2 .2 10.4 

110 3 .6 .6 11.0 

112 1 .2 .2 11.2 

115 1 .2 .2 11.5 

120 13 2.7 2.7 14.1 

123 1 .2 .2 14.3 

124 1 .2 .2 14.5 

125 4 .8 .8 15.3 

128 1 .2 .2 15.5 

130 9 1.8 1.8 17.4 

133 1 .2 .2 17.6 

134 1 .2 .2 17.8 

135 3 .6 .6 18.4 

138 1 .2 .2 18.6 

140 12 2.5 2.5 21.1 

142 2 .4 .4 21.5 

143 1 .2 .2 21.7 

145 5 1.0 1.0 22.7 

148 1 .2 .2 22.9 
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150 26 5.3 5.3 28.2 

155 4 .8 .8 29.0 

157 1 .2 .2 29.2 

160 13 2.7 2.7 31.9 

162 1 .2 .2 32.1 

163 2 .4 .4 32.5 

165 1 .2 .2 32.7 

170 6 1.2 1.2 33.9 

171 1 .2 .2 34.2 

175 5 1.0 1.0 35.2 

176 1 .2 .2 35.4 

180 12 2.5 2.5 37.8 

185 3 .6 .6 38.4 

189 1 .2 .2 38.7 

190 4 .8 .8 39.5 

195 1 .2 .2 39.7 

197 1 .2 .2 39.9 

200 32 6.5 6.5 46.4 

201 1 .2 .2 46.6 

207 1 .2 .2 46.8 

208 1 .2 .2 47.0 

209 1 .2 .2 47.2 

210 3 .6 .6 47.9 

212 1 .2 .2 48.1 

215 2 .4 .4 48.5 
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219 1 .2 .2 48.7 

220 5 1.0 1.0 49.7 

224 2 .4 .4 50.1 

225 1 .2 .2 50.3 

230 6 1.2 1.2 51.5 

235 1 .2 .2 51.7 

240 6 1.2 1.2 53.0 

249 1 .2 .2 53.2 

250 19 3.9 3.9 57.1 

253 1 .2 .2 57.3 

254 1 .2 .2 57.5 

260 5 1.0 1.0 58.5 

262 1 .2 .2 58.7 

265 1 .2 .2 58.9 

267 1 .2 .2 59.1 

270 4 .8 .8 59.9 

275 4 .8 .8 60.7 

280 5 1.0 1.0 61.8 

285 1 .2 .2 62.0 

287 1 .2 .2 62.2 

290 1 .2 .2 62.4 

300 19 3.9 3.9 66.3 

310 2 .4 .4 66.7 

315 2 .4 .4 67.1 

320 6 1.2 1.2 68.3 
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325 2 .4 .4 68.7 

330 2 .4 .4 69.1 

335 2 .4 .4 69.5 

340 3 .6 .6 70.1 

350 13 2.7 2.7 72.8 

360 2 .4 .4 73.2 

368 1 .2 .2 73.4 

375 4 .8 .8 74.2 

380 4 .8 .8 75.1 

385 1 .2 .2 75.3 

386 1 .2 .2 75.5 

390 2 .4 .4 75.9 

400 20 4.1 4.1 80.0 

415 1 .2 .2 80.2 

420 6 1.2 1.2 81.4 

425 3 .6 .6 82.0 

430 5 1.0 1.0 83.0 

440 1 .2 .2 83.2 

450 16 3.3 3.3 86.5 

456 1 .2 .2 86.7 

460 2 .4 .4 87.1 

462 1 .2 .2 87.3 

470 2 .4 .4 87.7 

479 1 .2 .2 87.9 

480 1 .2 .2 88.1 
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490 1 .2 .2 88.3 

500 11 2.2 2.2 90.6 

512 1 .2 .2 90.8 

518 1 .2 .2 91.0 

520 1 .2 .2 91.2 

525 2 .4 .4 91.6 

530 1 .2 .2 91.8 

550 6 1.2 1.2 93.0 

560 2 .4 .4 93.5 

570 1 .2 .2 93.7 

575 1 .2 .2 93.9 

585 1 .2 .2 94.1 

593 1 .2 .2 94.3 

600 8 1.6 1.6 95.9 

603 1 .2 .2 96.1 

608 1 .2 .2 96.3 

610 1 .2 .2 96.5 

630 1 .2 .2 96.7 

640 2 .4 .4 97.1 

650 3 .6 .6 97.8 

675 1 .2 .2 98.0 

700 3 .6 .6 98.6 

750 2 .4 .4 99.0 

788 1 .2 .2 99.2 

850 1 .2 .2 99.4 
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875 1 .2 .2 99.6 

1100 1 .2 .2 99.8 

1355 1 .2 .2 100.0 

Total 489 100.0 100.0  
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Of the TOTAL number of students you teach, about how many students demonstrate ongoing behavior challenges in the 
music classroom?   

 

N 
Valid 486 

Missing 3 

Mean 19.62 

Mode 10 

Std. Deviation 23.538 

Range 200 

Minimum 0 

Maximum 200 

 

Of the TOTAL number of students you teach, about how many students demonstrate 
ongoing behavior challenges in the music classroom? 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

0 8 1.6 1.6 1.6 

0 1 .2 .2 1.9 

0 1 .2 .2 2.1 

1 3 .6 .6 2.7 

2 9 1.8 1.9 4.5 

3 26 5.3 5.3 9.9 

4 21 4.3 4.3 14.2 

5 41 8.4 8.4 22.6 

6 17 3.5 3.5 26.1 

7 8 1.6 1.6 27.8 

8 25 5.1 5.1 32.9 



 
 
 

APPENDIX F (continued) 
 

308 
 

9 4 .8 .8 33.7 

10 74 15.1 15.2 49.0 

11 1 .2 .2 49.2 

12 20 4.1 4.1 53.3 

13 4 .8 .8 54.1 

14 2 .4 .4 54.5 

15 41 8.4 8.4 63.0 

17 5 1.0 1.0 64.0 

18 1 .2 .2 64.2 

20 53 10.8 10.9 75.1 

22 3 .6 .6 75.7 

24 1 .2 .2 75.9 

25 24 4.9 4.9 80.9 

26 1 .2 .2 81.1 

27 1 .2 .2 81.3 

28 1 .2 .2 81.5 

29 1 .2 .2 81.7 

30 14 2.9 2.9 84.6 

35 5 1.0 1.0 85.6 

36 1 .2 .2 85.8 

40 10 2.0 2.1 87.9 

41 1 .2 .2 88.1 

45 6 1.2 1.2 89.3 

46 2 .4 .4 89.7 

47 1 .2 .2 89.9 
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50 19 3.9 3.9 93.8 

53 1 .2 .2 94.0 

55 3 .6 .6 94.7 

60 7 1.4 1.4 96.1 

67 1 .2 .2 96.3 

70 2 .4 .4 96.7 

75 2 .4 .4 97.1 

80 2 .4 .4 97.5 

85 1 .2 .2 97.7 

100 3 .6 .6 98.4 

102 1 .2 .2 98.6 

112 1 .2 .2 98.8 

120 1 .2 .2 99.0 

125 2 .4 .4 99.4 

150 1 .2 .2 99.6 

200 2 .4 .4 100.0 

Total 486 99.4 100.0  

Missing System 3 .6   

Total 489 100.0   
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New Variable 

Computing Q23 number students with challenges DIVIDED by Q21 Total number of students = PercentStudents with Challenges 

 

Percent.Studs.w.Chall.   

N 
Valid 486 

Missing 3 

Mean .0793 

Mode .05 

Std. Deviation .08873 

Range .87 

Minimum .00 

Maximum .87 

 

Percent.Studs.w.Chall. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

.00 8 1.6 1.6 1.6 

.00 1 .2 .2 1.9 

.00 1 .2 .2 2.1 

.00 1 .2 .2 2.3 

.01 1 .2 .2 2.5 

.01 1 .2 .2 2.7 

.01 1 .2 .2 2.9 

.01 1 .2 .2 3.1 

.01 1 .2 .2 3.3 

.01 1 .2 .2 3.5 

.01 2 .4 .4 3.9 
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.01 1 .2 .2 4.1 

.01 1 .2 .2 4.3 

.01 1 .2 .2 4.5 

.01 1 .2 .2 4.7 

.01 1 .2 .2 4.9 

.01 4 .8 .8 5.8 

.01 1 .2 .2 6.0 

.01 2 .4 .4 6.4 

.01 1 .2 .2 6.6 

.01 3 .6 .6 7.2 

.01 2 .4 .4 7.6 

.01 1 .2 .2 7.8 

.02 4 .8 .8 8.6 

.02 1 .2 .2 8.8 

.02 1 .2 .2 9.1 

.02 5 1.0 1.0 10.1 

.02 1 .2 .2 10.3 

.02 2 .4 .4 10.7 

.02 1 .2 .2 10.9 

.02 1 .2 .2 11.1 

.02 1 .2 .2 11.3 

.02 1 .2 .2 11.5 

.02 2 .4 .4 11.9 

.02 1 .2 .2 12.1 

.02 11 2.2 2.3 14.4 
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.02 1 .2 .2 14.6 

.02 1 .2 .2 14.8 

.02 1 .2 .2 15.0 

.02 1 .2 .2 15.2 

.02 1 .2 .2 15.4 

.02 1 .2 .2 15.6 

.02 2 .4 .4 16.0 

.02 4 .8 .8 16.9 

.02 1 .2 .2 17.1 

.02 2 .4 .4 17.5 

.02 1 .2 .2 17.7 

.02 1 .2 .2 17.9 

.02 1 .2 .2 18.1 

.02 1 .2 .2 18.3 

.02 1 .2 .2 18.5 

.02 1 .2 .2 18.7 

.03 9 1.8 1.9 20.6 

.03 1 .2 .2 20.8 

.03 1 .2 .2 21.0 

.03 2 .4 .4 21.4 

.03 4 .8 .8 22.2 

.03 4 .8 .8 23.0 

.03 1 .2 .2 23.3 

.03 1 .2 .2 23.5 

.03 2 .4 .4 23.9 
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.03 2 .4 .4 24.3 

.03 1 .2 .2 24.5 

.03 1 .2 .2 24.7 

.03 4 .8 .8 25.5 

.03 1 .2 .2 25.7 

.03 2 .4 .4 26.1 

.03 4 .8 .8 27.0 

.03 1 .2 .2 27.2 

.03 3 .6 .6 27.8 

.03 1 .2 .2 28.0 

.03 1 .2 .2 28.2 

.03 1 .2 .2 28.4 

.03 3 .6 .6 29.0 

.03 1 .2 .2 29.2 

.03 1 .2 .2 29.4 

.03 1 .2 .2 29.6 

.03 13 2.7 2.7 32.3 

.03 1 .2 .2 32.5 

.03 1 .2 .2 32.7 

.03 1 .2 .2 32.9 

.03 1 .2 .2 33.1 

.03 1 .2 .2 33.3 

.04 1 .2 .2 33.5 

.04 1 .2 .2 33.7 

.04 1 .2 .2 34.0 
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.04 4 .8 .8 34.8 

.04 1 .2 .2 35.0 

.04 1 .2 .2 35.2 

.04 1 .2 .2 35.4 

.04 1 .2 .2 35.6 

.04 1 .2 .2 35.8 

.04 2 .4 .4 36.2 

.04 1 .2 .2 36.4 

.04 1 .2 .2 36.6 

.04 3 .6 .6 37.2 

.04 1 .2 .2 37.4 

.04 1 .2 .2 37.7 

.04 1 .2 .2 37.9 

.04 8 1.6 1.6 39.5 

.04 1 .2 .2 39.7 

.04 1 .2 .2 39.9 

.04 1 .2 .2 40.1 

.04 2 .4 .4 40.5 

.04 2 .4 .4 40.9 

.04 1 .2 .2 41.2 

.04 1 .2 .2 41.4 

.05 2 .4 .4 41.8 

.05 1 .2 .2 42.0 

.05 1 .2 .2 42.2 

.05 1 .2 .2 42.4 
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.05 1 .2 .2 42.6 

.05 1 .2 .2 42.8 

.05 2 .4 .4 43.2 

.05 1 .2 .2 43.4 

.05 22 4.5 4.5 47.9 

.05 1 .2 .2 48.1 

.05 1 .2 .2 48.4 

.05 2 .4 .4 48.8 

.05 3 .6 .6 49.4 

.05 1 .2 .2 49.6 

.05 1 .2 .2 49.8 

.05 1 .2 .2 50.0 

.05 2 .4 .4 50.4 

.06 1 .2 .2 50.6 

.06 9 1.8 1.9 52.5 

.06 3 .6 .6 53.1 

.06 1 .2 .2 53.3 

.06 3 .6 .6 53.9 

.06 1 .2 .2 54.1 

.06 4 .8 .8 54.9 

.06 1 .2 .2 55.1 

.06 2 .4 .4 55.6 

.06 1 .2 .2 55.8 

.06 2 .4 .4 56.2 

.06 1 .2 .2 56.4 
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.06 2 .4 .4 56.8 

.06 1 .2 .2 57.0 

.06 1 .2 .2 57.2 

.07 1 .2 .2 57.4 

.07 1 .2 .2 57.6 

.07 13 2.7 2.7 60.3 

.07 1 .2 .2 60.5 

.07 2 .4 .4 60.9 

.07 1 .2 .2 61.1 

.07 1 .2 .2 61.3 

.07 1 .2 .2 61.5 

.07 1 .2 .2 61.7 

.07 1 .2 .2 61.9 

.07 8 1.6 1.6 63.6 

.07 2 .4 .4 64.0 

.07 1 .2 .2 64.2 

.07 2 .4 .4 64.6 

.08 10 2.0 2.1 66.7 

.08 1 .2 .2 66.9 

.08 1 .2 .2 67.1 

.08 3 .6 .6 67.7 

.08 1 .2 .2 67.9 

.08 1 .2 .2 68.1 

.08 2 .4 .4 68.5 

.08 5 1.0 1.0 69.5 
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.08 1 .2 .2 69.8 

.08 1 .2 .2 70.0 

.08 6 1.2 1.2 71.2 

.09 4 .8 .8 72.0 

.09 1 .2 .2 72.2 

.09 1 .2 .2 72.4 

.09 2 .4 .4 72.8 

.09 1 .2 .2 73.0 

.09 1 .2 .2 73.3 

.09 2 .4 .4 73.7 

.09 4 .8 .8 74.5 

.09 1 .2 .2 74.7 

.09 1 .2 .2 74.9 

.09 1 .2 .2 75.1 

.10 2 .4 .4 75.5 

.10 1 .2 .2 75.7 

.10 1 .2 .2 75.9 

.10 1 .2 .2 76.1 

.10 1 .2 .2 76.3 

.10 1 .2 .2 76.5 

.10 13 2.7 2.7 79.2 

.10 1 .2 .2 79.4 

.10 2 .4 .4 79.8 

.10 1 .2 .2 80.0 

.11 1 .2 .2 80.2 
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.11 1 .2 .2 80.5 

.11 1 .2 .2 80.7 

.11 2 .4 .4 81.1 

.11 1 .2 .2 81.3 

.11 1 .2 .2 81.5 

.11 2 .4 .4 81.9 

.11 1 .2 .2 82.1 

.11 1 .2 .2 82.3 

.12 2 .4 .4 82.7 

.12 1 .2 .2 82.9 

.12 1 .2 .2 83.1 

.12 3 .6 .6 83.7 

.12 1 .2 .2 84.0 

.12 1 .2 .2 84.2 

.13 5 1.0 1.0 85.2 

.13 1 .2 .2 85.4 

.13 1 .2 .2 85.6 

.13 3 .6 .6 86.2 

.13 1 .2 .2 86.4 

.14 1 .2 .2 86.6 

.14 1 .2 .2 86.8 

.14 3 .6 .6 87.4 

.14 1 .2 .2 87.7 

.14 1 .2 .2 87.9 

.14 1 .2 .2 88.1 
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.14 3 .6 .6 88.7 

.15 1 .2 .2 88.9 

.15 2 .4 .4 89.3 

.15 2 .4 .4 89.7 

.16 1 .2 .2 89.9 

.16 1 .2 .2 90.1 

.16 2 .4 .4 90.5 

.16 1 .2 .2 90.7 

.18 3 .6 .6 91.4 

.18 1 .2 .2 91.6 

.18 2 .4 .4 92.0 

.19 1 .2 .2 92.2 

.19 1 .2 .2 92.4 

.20 4 .8 .8 93.2 

.22 1 .2 .2 93.4 

.22 1 .2 .2 93.6 

.23 1 .2 .2 93.8 

.24 1 .2 .2 94.0 

.24 1 .2 .2 94.2 

.25 3 .6 .6 94.9 

.26 1 .2 .2 95.1 

.27 2 .4 .4 95.5 

.27 1 .2 .2 95.7 

.27 1 .2 .2 95.9 

.28 1 .2 .2 96.1 
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.29 1 .2 .2 96.3 

.30 1 .2 .2 96.5 

.31 1 .2 .2 96.7 

.32 1 .2 .2 96.9 

.33 4 .8 .8 97.7 

.34 1 .2 .2 97.9 

.34 1 .2 .2 98.1 

.35 1 .2 .2 98.4 

.45 1 .2 .2 98.6 

.47 1 .2 .2 98.8 

.47 1 .2 .2 99.0 

.48 1 .2 .2 99.2 

.50 3 .6 .6 99.8 

.87 1 .2 .2 100.0 

Total 486 99.4 100.0  

Missing System 3 .6   

Total 489 100.0   
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TELL US ABOUT YOUR STUDENTS WHO PRESENT YOU WITH CHALLENGES: 

 

Do you have any students with a special education classification or diagnosis?   

 

N 
Valid 488 

Missing 1 

 

Do you have any students with a special education classification or diagnosis? 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Yes 467 95.5 95.7 95.7 

No 14 2.9 2.9 98.6 

I don't know 7 1.4 1.4 100.0 

Total 488 99.8 100.0  

Missing System 1 .2   

Total 489 100.0   
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In your present teaching situation, do you have any students with the following diagnoses? 

 ADHD: Attention-
Deficit/Hyperactivit
y Disorder 

Oppositional 
Defiant Disorder 

Conduct Disorder Other emotional 
and behavioral 
disorders 

I don't know the 
exact name of the 
diagnosis. 

N 
Valid 444 207 95 375 122 

Missing 45 282 394 114 367 

 

 

 Other, please specify Other, please specify-TEXT 

N 
Valid 101 489 

Missing 388 0 

 

 

ADHD: Attention-Deficit/Hyperactivity Disorder 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 444 90.8 100.0 100.0 

Missing System 45 9.2   

Total 489 100.0   

 

Oppositional Defiant Disorder 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 207 42.3 100.0 100.0 

Missing System 282 57.7   

Total 489 100.0   
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Conduct Disorder 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 95 19.4 100.0 100.0 

Missing System 394 80.6   

Total 489 100.0   

 

Other emotional and behavioral disorders 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 375 76.7 100.0 100.0 

Missing System 114 23.3   

Total 489 100.0   

 

  



 
 
 

APPENDIX F (continued) 
 

324 
 

I don't know the exact name of the diagnosis. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 122 24.9 100.0 100.0 

Missing System 367 75.1   

Total 489 100.0   

 

Other, please specify 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1 101 20.7 100.0 100.0 

Missing System 388 79.3   

Total 489 100.0   

 

Frequency Percent Valid 
Percent 

Cumulative 
Percent 

 433 88.5 88.5 88.5 

 Anxiety disorders. 1 .2 .2 88.8 

 Asperger’s 1 .2 .2 89.0 

 ASD 4 .8 .8 89.8 

 ASD spectrum 1 .2 .2 90.0 

 ASD, DCD, Level 3 EBD 1 .2 .2 90.2 

 ASD, LD 1 .2 .2 90.4 

 Asperger’s Syndrome 1 .2 .2 90.6 

 Asperger's Syndrome 1 .2 .2 90.8 

 Asperger’s 1 .2 .2 91.0 

 Autism 3 .6 .6 91.6 

 autism 6 1.2 1.2 92.8 

 Autism 5 1.0 1.0 93.9 



 
 
 

APPENDIX F (continued) 
 

325 
 

 autism spectrum 1 .2 .2 94.1 

 Autism spectrum 1 .2 .2 94.3 

 Autism Spectrum 3 .6 .6 94.9 

 Autism Spectrum Disorder 1 .2 .2 95.1 

 Autism Spectrum Disorders 3 .6 .6 95.7 

 autism spectrum, anxiety and depression 1 .2 .2 95.9 

 Autism, Anxiety 1 .2 .2 96.1 

 Autism, Asperger’s 1 .2 .2 96.3 

 Autism, Asperger’s, DCD 1 .2 .2 96.5 

 Autism, Depression, Anxiety 1 .2 .2 96.7 

 Autism, Downs Syndrome, Global delays 1 .2 .2 96.9 

 Autism, Learning Disability, Emotional Behavior Disorder 1 .2 .2 97.1 

 Autism/EBD 1 .2 .2 97.3 

 autistic 1 .2 .2 97.5 

 Autistic 1 .2 .2 97.8 

 Autistic, DCD, LD, Schizophrenia, ADD, FAS 1 .2 .2 98.0 

 DCD/ASD/LD/RAD 1 .2 .2 98.2 

 EBD, autism 1 .2 .2 98.4 

 Learning disabilities 1 .2 .2 98.6 

 medical growth problems that doctors have no diagnosis for 1 .2 .2 98.8 

 Mild Autism 1 .2 .2 99.0 

 Ocular Dysfunction: presents symptoms of ADHD 1 .2 .2 99.2 

 reactive attachment 1 .2 .2 99.4 

 Reactive Attachment Disorder 1 .2 .2 99.6 

 schizophrenia, reactive attachment disorder, Autism (ASD), 
EBD, OHD, verbal and nonverbal, self inflicted muteism 

1 .2 .2 99.8 

 specific learning disabilities; developmental delay 1 .2 .2 100.0 

Total 489 100.0 100.0  
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PARAPROPFESSIONALS 

Specifically for your students with behavior challenges, do you have a paraprofessional or other adult attend music 
classes or rehearsals? 

 

N 
Valid 493 

Missing 106 

 

Specifically for your students with behavior challenges,  do you have a paraprofessional or other 
adult attend music  classes or rehearsals? 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

never 257 42.9 52.1 52.1 

sometimes 164 27.4 33.3 85.4 

most of the time 46 7.7 9.3 94.7 

all of the time 26 4.3 5.3 100.0 

Total 493 82.3 100.0  

Missing System 106 17.7   

Total 599 100.0   
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Do you find the paraprofessionals helpful in the music setting? 

 

N 
Valid 235 

Missing 364 

 

Do you find the paraprofessionals helpful in the music setting? 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

not helpful 16 2.7 6.8 6.8 

sometimes helpful 104 17.4 44.3 51.1 

most of the time helpful 115 19.2 48.9 100.0 

Total 235 39.2 100.0  

Missing System 364 60.8   

Total 599 100.0   
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SUPPORT: 

Please indicate how often you receive support from the following sources when you are faced with challenging behaviors 
in the music classroom: 

 

 Support and 
consultation with a 
special education 
teacher 

Consultation with 
related services 
(SLP, OT, social 
worker, counselor, 
school psychologist 
etc.) 

Support from other 
teachers  in my 
building. 

Support from a 
behavior specialist. 

Support from 
building 
administrator(s). 

N 
Valid 488 488 491 488 489 

Missing 111 111 108 111 110 

 

 

 Support from the student's parents or 
caregivers. 

Support from a team in developing a 
written behavior intervention plan. 

N 
Valid 489 487 

Missing 110 112 

 

Support and consultation with a special education teacher 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Never 73 12.2 15.0 15.0 

Rarely 117 19.5 24.0 38.9 

Sometimes 199 33.2 40.8 79.7 

Quite Often 99 16.5 20.3 100.0 

Total 488 81.5 100.0  

Missing System 111 18.5   

Total 599 100.0   
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Consultation with related services (SLP, OT, social worker, counselor, school psychologist etc.) 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Never 123 20.5 25.2 25.2 

Rarely 156 26.0 32.0 57.2 

Sometimes 160 26.7 32.8 90.0 

Quite Often 49 8.2 10.0 100.0 

Total 488 81.5 100.0  

Missing System 111 18.5   

Total 599 100.0   

 

Support from other teachers  in my building. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Never 34 5.7 6.9 6.9 

Rarely 70 11.7 14.3 21.2 

Sometimes 216 36.1 44.0 65.2 

Quite Often 171 28.5 34.8 100.0 

Total 491 82.0 100.0  

Missing System 108 18.0   

Total 599 100.0   
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Support from a behavior specialist. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Never 235 39.2 48.2 48.2 

Rarely 127 21.2 26.0 74.2 

Sometimes 97 16.2 19.9 94.1 

Quite Often 29 4.8 5.9 100.0 

Total 488 81.5 100.0  

Missing System 111 18.5   

Total 599 100.0   

 

Support from building administrator(s). 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Never 37 6.2 7.6 7.6 

Rarely 118 19.7 24.1 31.7 

Sometimes 203 33.9 41.5 73.2 

Quite Often 131 21.9 26.8 100.0 

Total 489 81.6 100.0  

Missing System 110 18.4   

Total 599 100.0   
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Support from the student's parents or caregivers. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Never 48 8.0 9.8 9.8 

Rarely 140 23.4 28.6 38.4 

Sometimes 242 40.4 49.5 87.9 

Quite Often 59 9.8 12.1 100.0 

Total 489 81.6 100.0  

Missing System 110 18.4   

Total 599 100.0   

 

Support from a team in developing a written behavior intervention plan. 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Never 128 21.4 26.3 26.3 

Rarely 114 19.0 23.4 49.7 

Sometimes 168 28.0 34.5 84.2 

Quite Often 77 12.9 15.8 100.0 

Total 487 81.3 100.0  

Missing System 112 18.7   

Total 599 100.0   
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EDUCATION and EXPERIENCE: 

Please check your highest college degree as of today: 

N 
Valid 491 

Missing 108 

 

Please check your highest college degree as of today: 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Bachelor of Music Education 198 33.1 40.3 40.3 

Bachelor of Music Performance 5 .8 1.0 41.3 

Bachelor Degree other than 
music education 

9 1.5 1.8 43.2 

Master's Degree 267 44.6 54.4 97.6 

PhD or equivalent 12 2.0 2.4 100.0 

Total 491 82.0 100.0  

Missing System 108 18.0   

Total 599 100.0   
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How many total years have you been teaching music, including the current school year? 

N 
Valid 476 

Missing 123 

Mean 17.51 

Mode 7 

Std. Deviation 10.967 

Range 46 

Minimum 1 

Maximum 47 

 

How many total years have you been teaching music, including the current school year? 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

1 21 3.5 4.4 4.4 

2 1 .2 .2 4.6 

2 11 1.8 2.3 6.9 

3 13 2.2 2.7 9.7 

4 17 2.8 3.6 13.2 

5 14 2.3 2.9 16.2 

6 15 2.5 3.2 19.3 

7 24 4.0 5.0 24.4 

8 15 2.5 3.2 27.5 

9 13 2.2 2.7 30.3 

10 18 3.0 3.8 34.0 

11 14 2.3 2.9 37.0 

12 14 2.3 2.9 39.9 

13 11 1.8 2.3 42.2 
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14 11 1.8 2.3 44.5 

15 9 1.5 1.9 46.4 

16 15 2.5 3.2 49.6 

17 12 2.0 2.5 52.1 

18 14 2.3 2.9 55.0 

19 8 1.3 1.7 56.7 

20 12 2.0 2.5 59.2 

21 15 2.5 3.2 62.4 

22 12 2.0 2.5 64.9 

23 10 1.7 2.1 67.0 

24 1 .2 .2 67.2 

24 10 1.7 2.1 69.3 

25 21 3.5 4.4 73.7 

26 5 .8 1.1 74.8 

27 13 2.2 2.7 77.5 

28 16 2.7 3.4 80.9 

29 7 1.2 1.5 82.4 

30 18 3.0 3.8 86.1 

31 9 1.5 1.9 88.0 

32 9 1.5 1.9 89.9 

33 10 1.7 2.1 92.0 

34 3 .5 .6 92.6 

35 8 1.3 1.7 94.3 

36 6 1.0 1.3 95.6 

37 7 1.2 1.5 97.1 



 
 
 

APPENDIX F (continued) 
 

335 
 

38 2 .3 .4 97.5 

39 3 .5 .6 98.1 

40 4 .7 .8 98.9 

41 1 .2 .2 99.2 

43 2 .3 .4 99.6 

44 1 .2 .2 99.8 

47 1 .2 .2 100.0 

Total 476 79.5 100.0  

Missing System 123 20.5   

Total 599 100.0   
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New Variable: 

Experience.Categories  

1= 1 to 5 years 

2= 6 to 10 years 

3= 11 to 15 years 

4= 16 to 20 years 

5= 20 plus 

 

Experience.Categories 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

1.00 77 12.9 16.2 16.2 

2.00 85 14.2 17.9 34.0 

3.00 59 9.8 12.4 46.4 

4.00 61 10.2 12.8 59.2 

5.00 194 32.4 40.8 100.0 

Total 476 79.5 100.0  

Missing System 123 20.5   

Total 599 100.0   
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Check the type of community in which you currently teach: 

 

N 
Valid 491 

Missing 108 

 

 

Check the type of community in which you currently teach: 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

urban 90 15.0 18.3 18.3 

suburban 175 29.2 35.6 54.0 

rural 226 37.7 46.0 100.0 

Total 491 82.0 100.0  

Missing System 108 18.0   

Total 599 100.0   
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Check the type of school in which you currently teach: 

 

N 
Valid 491 

Missing 108 

 

Check the type of school in which you currently teach: 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

public 442 73.8 90.0 90.0 

parochial 35 5.8 7.1 97.1 

private non-parochial 14 2.3 2.9 100.0 

Total 491 82.0 100.0  

Missing System 108 18.0   

Total 599 100.0   
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Approximately, how many students at your school qualify for federal Title I funds for Free and Reduced Lunches? 

 

N 
Valid 491 

Missing 108 

 

 

Approximately, how many students at your school qualify  for federal Title I funds for Free 
and Reduced Lunches? 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

none 12 2.0 2.4 2.4 

under 25% 99 16.5 20.2 22.6 

26-50% 141 23.5 28.7 51.3 

51-75% 106 17.7 21.6 72.9 

76-100% 58 9.7 11.8 84.7 

I don't know 75 12.5 15.3 100.0 

Total 491 82.0 100.0  

Missing System 108 18.0   

Total 599 100.0   
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In what state do you teach? 

 

 In what state do you 
teach? 

In what state do you 
teach?-TEXT 

N 
Valid 492 599 

Missing 107 0 

 

In what state do you teach? 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Indiana 2 .3 .4 .4 

Iowa 26 4.3 5.3 5.7 

Kansas 36 6.0 7.3 13.0 

Minnesota 260 43.4 52.8 65.9 

Nebraska 118 19.7 24.0 89.8 

South Dakota 13 2.2 2.6 92.5 

Oklahoma 36 6.0 7.3 99.8 

other, please specify 1 .2 .2 100.0 

Total 492 82.1 100.0  

Missing System 107 17.9   

Total 599 100.0   
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DEMOGRAPHIC INFORMATION: 

What is your gender? 

N 
Valid 492 

Missing 107 

 

What is your gender? 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

Male 131 21.9 26.6 26.6 

Female 361 60.3 73.4 100.0 

Total 492 82.1 100.0  

Missing System 107 17.9   

Total 599 100.0   

 

  



 
 
 

APPENDIX F (continued) 
 

342 
 

How old are you? 

N 
Valid 491 

Missing 108 

 

How old are you? 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 

under 30 years old 102 17.0 20.8 20.8 

31-40 years old 114 19.0 23.2 44.0 

41-50 years old 108 18.0 22.0 66.0 

51 or older 160 26.7 32.6 98.6 

prefer not to respond 7 1.2 1.4 100.0 

Total 491 82.0 100.0  

Missing System 108 18.0   

Total 599 100.0   
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Oneway-ANOVA:  Score.Frequency.of.Behavirs BY Type of Community 

 

Score.Frequency   

 N Mean Std. Deviation Std. Error 95% Confidence Interval for Mean 

Lower Bound Upper Bound 

urban 89 36.1461 8.38634 .88895 34.3795 37.9127 

suburban 173 32.8671 6.90464 .52495 31.8309 33.9032 

rural 218 34.1697 6.87033 .46532 33.2526 35.0868 

Total 480 34.0667 7.26301 .33151 33.4153 34.7181 

 

Score.Frequency   

 Minimum Maximum 

urban 15.00 60.00 

suburban 18.00 58.00 

rural 16.00 50.00 

Total 15.00 60.00 

 

Test of Homogeneity of Variances 

Score.Frequency   

Levene Statistic df1 df2 Sig. 

2.241 2 477 .107 
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ANOVA 

Score.Frequency   

 Sum of Squares df Mean Square F Sig. 

Between Groups 636.103 2 318.052 6.159 .002 

Within Groups 24631.764 477 51.639   

Total 25267.867 479    

 

Post Hoc Tests 

Multiple Comparisons 

Dependent Variable:   Score.Frequency   

Tukey HSD   

(I) Check the type of community 
in which you currently teach: 

(J) Check the type of community 
in which you currently teach: 

Mean Difference (I-
J) 

Std. Error Sig. 

urban 
suburban 3.27902* .93739 .001 

rural 1.97634 .90393 .075 

suburban 
urban -3.27902* .93739 .001 

rural -1.30267 .73169 .177 

rural 
urban -1.97634 .90393 .075 

suburban 1.30267 .73169 .177 
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Multiple Comparisons 

Dependent Variable:   Score.Frequency   

Tukey HSD   

(I) Check the type of community in 
which you currently teach: 

(J) Check the type of community in 
which you currently teach: 

95% Confidence Interval 

Lower Bound Upper Bound 

urban 
suburban 1.0752* 5.4829 

rural -.1488 4.1015 

suburban 
urban -5.4829* -1.0752 

rural -3.0229 .4176 

rural 
urban -4.1015 .1488 

suburban -.4176 3.0229 

 

*. The mean difference is significant at the 0.05 level. 
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Homogeneous Subsets 

Score.Frequency 

Tukey HSDa,b   

Check the type of community in 
which you currently teach: 

N Subset for alpha = 0.05 

1 2 

suburban 173 32.8671  

rural 218 34.1697 34.1697 

urban 89  36.1461 

Sig.  .287 .058 

 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 138.867. 

b. The group sizes are unequal. The harmonic mean of the group sizes is used. 
Type I error levels are not guaranteed. 
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Oneway-ANOVA:  Score.Frequency.of.Behaviors BY Levels of Title I aid 

Descriptives 

Score.Frequency   

 N Mean Std. Deviation Std. Error 95% Confidence Interval for Mean 

Lower Bound Upper Bound 

none 11 28.9091 3.59039 1.08254 26.4970 31.3211 

under 25% 95 32.0000 6.76505 .69408 30.6219 33.3781 

26-50% 139 34.1223 6.52360 .55332 33.0282 35.2164 

51-75% 104 34.8077 6.64506 .65160 33.5154 36.1000 

76-100% 58 38.9310 9.25442 1.21516 36.4977 41.3644 

I don't know 73 32.4658 6.70216 .78443 30.9020 34.0295 

Total 480 34.0604 7.26522 .33161 33.4088 34.7120 

 

Score.Frequency   

 Minimum Maximum 

none 22.00 33.00 

under 25% 16.00 48.00 

26-50% 18.00 50.00 

51-75% 17.00 51.00 

76-100% 18.00 60.00 

I don't know 15.00 49.00 

Total 15.00 60.00 
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Test of Homogeneity of Variances 

Score.Frequency   

Levene Statistic df1 df2 Sig. 

3.693 5 474 .003 

 

ANOVA 

Score.Frequency   

 Sum of Squares df Mean Square F Sig. 

Between Groups 2315.376 5 463.075 9.557 .000 

Within Groups 22967.872 474 48.455   

Total 25283.248 479    
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Post Hoc Tests 

Multiple Comparisons 

Dependent Variable:   Score.Frequency   

 

 

Tukey HSD   

(I) Approximately, how many 
students at your school qualify  
for federal Title I funds for Free 
and Reduced Lunches? 

(J) Approximately, how many 
students at your school qualify  
for federal Title I funds for Free 
and Reduced Lunches? 

Mean Difference 
(I-J) 

Std. Error Sig. 95% Confidence 
Interval 

Lower Bound 

none 

under 25% -3.09091 2.21700 .731 -9.4347 

26-50% -5.21321 2.18028 .161 -11.4519 

51-75% -5.89860 2.20702 .083 -12.2138 

76-100% -10.02194* 2.28921 .000 -16.5723 

I don't know -3.55666 2.25140 .612 -9.9989 

under 25% 

none 3.09091 2.21700 .731 -3.2529 

26-50% -2.12230 .92664 .200 -4.7738 

51-75% -2.80769 .98791 .053 -5.6345 

76-100% -6.93103* 1.15995 .000 -10.2501 

I don't know -.46575 1.08343 .998 -3.5659 

26-50% 

none 5.21321 2.18028 .161 -1.0255 

under 25% 2.12230 .92664 .200 -.5292 

51-75% -.68539 .90251 .974 -3.2678 

76-100% -4.80873* 1.08814 .000 -7.9223 

I don't know 1.65655 1.00617 .568 -1.2225 

51-75% 

none 5.89860 2.20702 .083 -.4166 

under 25% 2.80769 .98791 .053 -.0191 

26-50% .68539 .90251 .974 -1.8971 
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76-100% -4.12334* 1.14077 .004 -7.3876 

I don't know 2.34194 1.06287 .238 -.6994 

76-100% 

none 10.02194* 2.28921 .000 3.4716 

under 25% 6.93103* 1.15995 .000 3.6119 

26-50% 4.80873* 1.08814 .000 1.6951 

51-75% 4.12334* 1.14077 .004 .8591 

I don't know 6.46528* 1.22442 .000 2.9617 

I don't know 

none 3.55666 2.25140 .612 -2.8855 

under 25% .46575 1.08343 .998 -2.6344 

26-50% -1.65655 1.00617 .568 -4.5356 

51-75% -2.34194 1.06287 .238 -5.3833 

76-100% -6.46528* 1.22442 .000 -9.9689 
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Multiple Comparisons 

 

Dependent Variable:   Score.Frequency   

 

 

 

 

Tukey HSD   

(I) Approximately, how many students at your 
school qualify  for federal Title I funds for Free 
and Reduced Lunches? 

(J) Approximately, how many students at your 
school qualify  for federal Title I funds for Free 
and Reduced Lunches? 

95% Confidence Interval 

Upper Bound 

none 

under 25% 3.2529 

26-50% 1.0255 

51-75% .4166 

76-100% -3.4716* 

I don't know 2.8855 

under 25% 

none 9.4347 

26-50% .5292 

51-75% .0191 

76-100% -3.6119* 

I don't know 2.6344 

26-50% 

none 11.4519 

under 25% 4.7738 

51-75% 1.8971 

76-100% -1.6951* 

I don't know 4.5356 

51-75% none 12.2138 
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under 25% 5.6345 

26-50% 3.2678 

76-100% -.8591* 

I don't know 5.3833 

76-100% 

none 16.5723* 

under 25% 10.2501* 

26-50% 7.9223* 

51-75% 7.3876* 

I don't know 9.9689* 

I don't know 

none 9.9989 

under 25% 3.5659 

26-50% 1.2225 

51-75% .6994 

76-100% -2.9617* 

 

*. The mean difference is significant at the 0.05 level. 
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Homogeneous Subsets 

Score.Frequency 

Tukey HSDa,b   

Approximately, how many 
students at your school qualify  
for federal Title I funds for Free 
and Reduced Lunches? 

N Subset for alpha = 0.05 

1 2 3 

none 11 28.9091   

under 25% 95 32.0000 32.0000  

I don't know 73 32.4658 32.4658  

26-50% 139  34.1223  

51-75% 104  34.8077 34.8077 

76-100% 58   38.9310 

Sig.  .200 .461 .086 

 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 40.219. 

b. The group sizes are unequal. The harmonic mean of the group sizes is used. Type I error 
levels are not guaranteed. 
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Oneway-ANOVA: Score.Confidence BY Experience.Categories 

Experience Categories 

1 = 1 to 5 years 

2 = 6 to 10 years 

3 = 11 to 15 years 

4 = 16 to 20 years 

5 = 20 plus 

 

Total score   

 N Mean Std. Deviation Std. Error 95% Confidence Interval for Mean Minimum 

Lower Bound Upper Bound 

1.00 76 26.1053 4.77655 .54791 25.0138 27.1968 15.00 

2.00 83 28.3253 4.84669 .53199 27.2670 29.3836 16.00 

3.00 59 28.8983 4.57389 .59547 27.7063 30.0903 18.00 

4.00 60 29.3667 4.83268 .62390 28.1183 30.6151 16.00 

5.00 190 29.8158 4.69524 .34063 29.1439 30.4877 17.00 

Total 468 28.7756 4.89317 .22619 28.3312 29.2201 15.00 
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Total score   

 Maximum 

1.00 36.00 

2.00 36.00 

3.00 36.00 

4.00 36.00 

5.00 36.00 

Total 36.00 

 

Test of Homogeneity of Variances 

Total score   

Levene Statistic df1 df2 Sig. 

.088 4 463 .986 

 

ANOVA 

Total score   

 Sum of Squares df Mean Square F Sig. 

Between Groups 786.192 4 196.548 8.754 .000 

Within Groups 10395.251 463 22.452   

Total 11181.442 467    
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Post Hoc Tests 

Multiple Comparisons 

Dependent Variable:   Total score   

Tukey HSD   

(I) Experience.Categories (J) Experience.Categories Mean Difference (I-
J) 

Std. Error Sig. 

1.00 

2.00 -2.22004* .75228 .027 

3.00 -2.79304* .82217 .007 

4.00 -3.26140* .81830 .001 

5.00 -3.71053* .64311 .000 

2.00 

1.00 2.22004* .75228 .027 

3.00 -.57300 .80687 .954 

4.00 -1.04137 .80293 .693 

5.00 -1.49049 .62344 .120 

3.00 

1.00 2.79304* .82217 .007 

2.00 .57300 .80687 .954 

4.00 -.46836 .86876 .983 

5.00 -.91748 .70619 .692 

4.00 

1.00 3.26140* .81830 .001 

2.00 1.04137 .80293 .693 

3.00 .46836 .86876 .983 

5.00 -.44912 .70169 .968 

5.00 

1.00 3.71053* .64311 .000 

2.00 1.49049 .62344 .120 

3.00 .91748 .70619 .692 
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4.00 .44912 .70169 .968 
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Multiple Comparisons 

Dependent Variable:   Total score   

Tukey HSD   

(I) Experience.Categories (J) Experience.Categories 95% Confidence Interval 

Lower Bound Upper Bound 

1.00 

2.00 -4.2802* -.1599 

3.00 -5.0446* -.5415 

4.00 -5.5024* -1.0204 

5.00 -5.4717* -1.9493 

2.00 

1.00 .1599* 4.2802 

3.00 -2.7827 1.6367 

4.00 -3.2402 1.1575 

5.00 -3.1978 .2168 

3.00 

1.00 .5415* 5.0446 

2.00 -1.6367 2.7827 

4.00 -2.8475 1.9108 

5.00 -2.8514 1.0165 

4.00 

1.00 1.0204* 5.5024 

2.00 -1.1575 3.2402 

3.00 -1.9108 2.8475 

5.00 -2.3707 1.4725 

5.00 

1.00 1.9493* 5.4717 

2.00 -.2168 3.1978 

3.00 -1.0165 2.8514 

4.00 -1.4725 2.3707 
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*. The mean difference is significant at the 0.05 level. 

 

Homogeneous Subsets 

Total score 

Tukey HSDa,b   

Experience.Categories N Subset for alpha = 0.05 

1 2 

1.00 76 26.1053  

2.00 83  28.3253 

3.00 59  28.8983 

4.00 60  29.3667 

5.00 190  29.8158 

Sig.  1.000 .285 

 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 78.021. 

b. The group sizes are unequal. The harmonic mean of the group sizes is 
used. Type I error levels are not guaranteed. 
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Nonparametric Correlations 

a. Based on availability of workspace memory 

Spearman rho Experience.Categories with Score.Confidence 

 

Correlations 

 Experience.Categor
ies 

Score.Confidence 

Spearman's rho 

Experience.Categories 

Correlation Coefficient 1.000 .241** 

Sig. (2-tailed) . .000 

N 476 468 

Score.Confidence 

Correlation Coefficient .241** 1.000 

Sig. (2-tailed) .000 . 

N 468 516 

 

**. Correlation is significant at the 0.01 level (2-tailed). 

Means Plots 
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