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 Marzano and Marzano’s (2003) meta-analytic study suggests that classroom manage-
ment is the single variable with the largest impact on student achievement. Why is 
that? Shouldn’t the quality of math or language arts instruction make the biggest dif-
ference in terms of achievement? Th e most obvious reason for this infl uence is that 
eff ective classroom management sets the stage for learning. Without it, classrooms are 
disorganized and chaotic, and very little academic learning can happen. Less obvious 
is that a teacher’s classroom management practices are socializing infl uences on stu-
dents. Th ey communicate—subtly and not so subtly—messages about social norms 
and emotional behavior. Whether or not teachers are aware of it, students are con-
stantly developing social and emotional skills (both good and bad) through mod-
eling, experimentation, and reinforcement. Teachers’ activities in the broad category 
called “classroom management” can help students to develop healthy habits. Th is 
chapter presents guidelines for integrating proactive social-emotional learning into 
classroom management so that both are eff ective because ultimately they are mutually 
dependent and inseparable. 

 A STUDENT-CENTERED GOAL FOR CLASSROOM MANAGEMENT 
 Classroom management refers to all of the teacher’s practices related to estab-
lishing the physical and social environment of the classroom, regulating routines 
and daily activities, and preventing and correcting problems. Nearly everything a 
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teacher does, aside from communicating the content of the academic curriculum, is 
part of classroom management. Indeed, even the mode of instruction (e.g., frontal 
lecturing, worksheets, creative group work projects) is a component of classroom 
 management. 

 Th e traditional goal of classroom management has been for the teacher to main-
tain and enforce discipline so that academic instruction can proceed without dis-
tractions. Th e control goal of classroom management is an important, probably 
necessary, condition for a classroom to function eff ectively. However, this goal 
does not take into account that some discipline strategies may maintain control but 
may  not  foster learning. We defi ne learning broadly here. Schools are increasingly 
focused on social and emotional learning, as well as academic learning. Th erefore, 
we propose a more holistic and student-centered goal for classroom management: to 
create a classroom environment that fosters students’ learning of academic, social, 
and emotional skills and the ability to put them to positive use in the world around 
them. Although order is necessary for this goal, it is not suffi  cient. Classroom man-
agement strategies must both maintain order and foster learning. 

 Furthermore, managing for compliance, as opposed to fostering internalized 
motivation, is shortsighted and oft en ineff ective for the independent tasks required 
in most classrooms (McCaslin & Good, 1992, 1998). Behaviors that are reinforced 
through control tactics alone do not generalize well (Deci, Koestner, & Ryan, 1999), 
so they can be diffi  cult to maintain in large classrooms where teachers cannot invest 
the time needed to constantly monitor all students, oft en while they work indepen-
dently. And if control alone makes it diffi  cult to maintain positive behavior within 
the classroom, it is even more unlikely to generalize that behavior outside the class-
room and into the future. If schools are truly concerned with students becoming 
good citizens, successful workers, and lifelong learners, then their behavior man-
agement practices need to be consistent with and carefully calibrated to support a 
student-centered, skill-building instructional approach. 

 Th e converging goals of fostering academic, social, and emotional learning simul-
taneously have become the focus of the emerging area of social-emotional learn-
ing (SEL). SEL is aligned with research showing the inextricable interconnection 
between cognitive-academic, emotional, and social competencies. Th erefore, SEL 
makes monitoring emotions the fi rst step in solving problems and achieving self-
control (see Elias & Bruene, 2005). Th is is one example of an insight that SEL can 
bring to the fi eld of classroom management. 

 SOCIAL-EMOTIONAL LEARNING 
 Social-emotional learning is the process of gaining competencies and intrinsic motiva-
tion for emotional self-awareness and self-regulation, for safe and responsible behavior 
and for assertive, empathic, and skillful social interaction. SEL skills include identify-
ing feelings in oneself and others, managing one’s emotions, being responsible for one’s 
actions and commitments, showing empathy and respect, communicating eff ectively, 
and many other challenging but necessary skills for functioning adaptively in a free 
society (Elias, 2003; Elias et al., 1997). (Th e Collaborative for Academic, Social, and 
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Emotional Learning [CASEL] has identifi ed fi ve interrelated sets of cognitive, aff ective 
and behavioral competencies [CASEL, n.d.]; see   Table 6.1  .)  

 It was once thought that social and emotional skills were learned strictly by expe-
rience and that they had no place in the curriculum. Math can also be learned by 
experience, but it is doubtful that students would “naturally” learn math with the 
same level of sophistication as they do with years of instruction and practice. Th e 
same is true of social and emotional skills. 

 Durlak, Weissberg, Dymnicki, Taylor, and Schellinger (2011) conducted a meta-
analysis of 213 studies of school-based, universal SEL programs. Th ey found that teach-
ing social and emotional skills in school has signifi cant impacts across all of the domains 
they tested. Participation in SEL programs leads to improved SEL skill performance, 
more positive attitudes toward oneself and others, more positive daily social behavior, 
and better grades and achievement test scores. Th e magnitude of academic achieve-
ment gains was equivalent to an increase of 11 percentile points. SEL programs also led 
to fewer conduct problems and reduced emotional distress and internalizing problems 
(e.g,, depression and anxiety). Better outcomes were achieved by programs that empow-
ered classroom teachers to deliver the SEL instruction as compared with programs in 
which skills were taught by nonschool personnel (e.g., research assistants). Th irty-three 
of the studies in the meta-analysis collected follow-up data at least six months aft er the 
program ended. Positive eff ects across all six domains remained signifi cant. 

 Durlak and colleagues (2011) recommend that programs provide  sequenced , step-
by-step training in specifi c skills and use  active  forms of learning. Th ey must  focus  
suffi  cient time in order to target  explicit  skills rather than positive development in 
general. Th ough many SEL programs have been marketed, many do not follow these 
criteria, and only a handful of them have been empirically tested and supported. For 
a more complete review of programs and their research support, see Collaborative 
for Academic, Social, and Emotional Learning (2012) and Greenberg, Domitrovich, 
and Bumbarger (2001). 

  Table 6.1  CASEL’s fi ve essential SEL skills and competencies. 

   Self-awareness:  Th e ability to accurately recognize one’s emotions and thoughts and their infl uence on behavior. 
Th is includes accurately assessing one’s strengths and limitations and possessing a well-grounded sense of 
confi dence and optimism.  

   Self-management:  Th e ability to regulate one’s emotions, thoughts, and behaviors eff ectively in diff erent situations. 
Th is includes managing stress, controlling impulses, motivating oneself, and setting and working toward achieving 
personal and academic goals.  

   Social awareness:  Th e ability to take the perspective of and empathize with others from diverse backgrounds and 
cultures, to understand social and ethical norms for behavior, and to recognize family, school, and community 
resources and supports.  

   Relationship skills:  Th e ability to establish and maintain healthy and rewarding relationships with diverse 
individuals and groups. Th is includes communicating clearly, listening actively, cooperating, resisting 
inappropriate social pressure, negotiating confl ict constructively, and seeking and off ering help when needed.  

   Responsible decision making:  Th e ability to make constructive and respectful choices about personal behavior 
and social interactions based on consideration of ethical standards, safety concerns, social norms, the realistic 
evaluation of consequences of various actions, and the well-being of self and others.  
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 INTEGRATING SOCIAL AND EMOTIONAL LEARNING AND 
CLASSROOM MANAGEMENT 
 Even though not every classroom can incorporate a systematic, multiyear, evidence-
based SEL program, the research on SEL reinforces the need for classroom man-
agement practices that support the development of students’ academic, social, and 
emotional skills. SEL pedagogy and classroom management are overlapping tasks, 
and classroom management practices can have a signifi cant impact (positive or neg-
ative) on students’ social and emotional development. 

 Self-Control, Self-Discipline, and Emotional Competence 

 Schools have traditionally relied on external control because of its expediency. However, 
numerous classroom management theorists and researchers have attempted to diff eren-
tiate between management models that stress external control or obedience, on the one 
hand, and self-control, self-discipline, and responsibility, on the other (e.g., Bear, 1998, 
2010; Brophy, 1999; Curwin & Mendler, 1988; Dreikurs, 1968; Elias & Trusheim, 2013; 
Freiberg, 1999; Glasser, 1992; Gordon, 1974, 2003; Kohn, 1996; Weinstein, 1999). 

 SEL theory makes an important contribution to the goal of promoting self- control 
and self-discipline by stressing the primacy of emotional competence for social and 
academic learning. “Emotional competence is the demonstration of self-effi  cacy in 
emotion-eliciting social transactions.  Self-effi  cacy  is used here to mean that the indi-
vidual believes that he or she has the capacity and skills to achieve a desired out-
come” (Saarni, 2000, p. 68, emphasis in the original). Saarni’s (2000) model can be 
illustrated through an example. 

 Imagine someone tells a sixth-grade girl that her friends have been spreading rumors 
about her. Her ability to exert self-control relies on her emotional competence. If she 
does not attend to her emotional reaction or the emotions of her friends, then she 
may react in an unacceptable way (e.g., spreading counterrumors, physically attack-
ing) before fi nding out more information. If she does attend to her emotions and label 
them accurately (e.g., anger, hurt, puzzlement), she may be able to regulate them until 
she fi nds out more information and decides on a plan. Th at gives her an opportunity to 
evaluate the source of the disclosure and/or to speak to her friends in a calm way to see 
whether they have a benign explanation. Based on her conclusions to such inquiries, 
she can identify her emotions and use them to choose a course of action that fi ts her 
sense of morality. For example, instead of starting a fi ght with her friends and getting 
into trouble, she may choose to suspend or end the friendships and channel her emo-
tional energy toward strengthening her other relationships. It is clear how many times 
during the school day this kind of process is replicated with each and every student. 

 Th e Pedagogy of SEL and Classroom Management 

 Th is section describes four areas of action that characterize a converging pedagogy 
for SEL, classroom management, and academic learning: 

 Action 1: Teach SEL skills. 
 Action 2: Build caring relationships. 
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 Action 3: Set firm and fair boundaries. 
 Action 4: Share responsibility with students. 

 Th ough presented sequentially, these actions overlap and are mutually reinforcing, 
so they are carried out simultaneously and with consistent language. SEL pedagogy is 
convergent with many state-of-the-art instructional practices that teachers apply to 
academic teaching. Th e most widely used framework for teacher professional devel-
opment and evaluation, the Danielson Framework, devotes the second of its four 
domains to creating the classroom conditions for critical thinking, inquiry, problem 
solving, and group work (Danielson, 2008). SEL pedagogy is also highly consist-
ent with Gardner’s multiple intelligences theory (1985, 1993), Levine’s “A Mind at a 
Time” approach (2002), McCarthy’s 4MAT instructional method (1987), and princi-
ples of diff erentiated instruction (Tomlinson, 1999). 

 ACTION 1: TEACH SEL SKILLS 
 Th e fi rst step in bringing SEL to the classroom is to plan how one will incorporate 
explicit SEL skill building into the curriculum and classroom management agenda. 
Based on the SEL approach chosen, a matching full-scale classroom management 
plan can then be designed. For example, if an SEL program teaches a problem-
solving technique, the teacher should use the same one to address day-to-day 
problems that arise in the classroom. 

 Skills necessary for optimal functioning in the classroom can and must be taught, 
modeled, and practiced proactively and explicitly. When they are not, skill develop-
ment is spotty (Cartledge & Milburn, 1995) and eroded by students’ pervasive expo-
sure to an array of media messages that urge them to act in ways that support neither 
academic excellence nor self-control (Comer, 2003). 

 Before, during, and aft er teaching individual social skills, teachers must also work to 
“change values and basic assumptions, particularly about the value of prosocial rather 
than aggressive and antisocial behaviors in problem situations” (Cartledge & Milburn, 
1995, p. xi). In other words, social skills instruction is a two-component process. First, 
teachers help students to develop specifi c skills and competencies to enable students to 
act in prosocial ways. Second, teachers must work over the long term to foster motiva-
tion for responsible behavior and ethical growth, which bridge the gap between stu-
dents’ learning social-emotional skills and choosing to apply them. At fi rst, students 
will not use their newly acquired skills spontaneously. Repetition, cuing, and coach-
ing are necessary to transform discrete skills into socially competent and responsible 
behavior across many diff erent situations (Elias et al., 1997). Th e goal is for students to 
be able to act responsibly and ethically without cuing or any kind of external reinforce-
ment. Th ese are the kinds of citizens that any democracy hopes for. 

 Th e Th ree Phases of Social-Emotional Skill Instruction 

 Cartledge and Milburn (1995) break down the process of teaching social and emo-
tional skills into three phases: (1) instruction, (2) skill performance and feedback, 
and (3) practice and generalization. Th e evaluation of students’ competence with the 
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specifi c behaviors should occur frequently in order to measure the eff ectiveness of 
instruction. (CASEL [2012] contains guidelines for evaluation and links to evalua-
tion tools used by various SEL programs.) 

 Th e instruction phase begins with providing a rationale for learning and perform-
ing the SEL skill being taught. Th is is best done by challenging the students to ana-
lyze the value of the skill or even to identify the behavior themselves by fi guring out 
the best response to a hypothetical scenario. Once the value of the skill has been 
addressed, it is important to break down the skill into its component behaviors (Elias 
& Bruene, 2005). Finally, the students are presented with a model of the skill, which 
could be a character in literature, an actor on a videotape, a peer who role-plays the 
skill, and so on (Cartledge & Milburn, 1995). 

 Th e second phase of teaching SEL skills is skill performance and feedback. Like seat-
work during a lesson, guided rehearsal gives the students an opportunity to perform 
the focal skill individually for the fi rst time in a secure environment. Rehearsal can be 
covert (i.e., cognitive or imaginal), verbal, or physical. Of course, physical performance 
of the skill, if possible, is superior to either thinking or talking about it. Feedback is 
provided in order to correct mistakes, address problems, and recognize when the skill 
is being done properly. Feedback can be verbal, reinforcement-based, or self-evaluative 
(Cartledge & Milburn, 1995).   Table 6.2   is a sample lesson plan that gives a classroom-
based example of phases 1 and 2.  

 Th e third phase is practice. As with any other skill taught in a classroom, practice—
even overlearning—is necessary to maintain the behavior. In addition to practice 
for maintenance, generalization to various real-world situations is a critical part of 
teaching social-emotional skills. Cartledge and Milburn (1995) identify key strategies 
for generalization based on behavioral and cognitive research: (1) Training should 
occur in a variety of settings, particularly settings that match “target” situations for 
the behavior. (2) Practice should be done in real-life conditions or under conditions 
that approximate real life as much as possible. (3) Training should occur with dif-
ferent people to show consistency across social situations, and cuing and reminding 
must be done frequently over time (Shure & Glaser, 2001). For the best outcomes, all 
school personnel should model, cue, and reinforce social skills consistently and use 
the same language to refer to them. Th is requires that school-wide policies concern-
ing rules and behavior be established. To generalize beyond school, parents and com-
munity members should be taught to use the same social skill language, and peers 
can also be empowered to cue and reinforce school- or community-wide SEL skills. 
(4) Contingencies of reinforcement for SEL behaviors should remain consistent across 
diff erent settings, both in school and, if possible, out of school. External reinforce-
ment, however, should be tapered in order to encourage generalization to settings 
where reinforcement is unavailable. (5) Students should be encouraged to develop 
self-management for their social behaviors. Ultimately, the goal of social-emotional 
skill building is to make the transition from external control and reinforcement to 
internal motivation, responsibility, and self-control. Th is is perhaps the most valuable 
principle that the fi eld of classroom management can learn from SEL. 

 Almost no students remember when and how to apply new skills until they have 
had many opportunities to practice them in the real world. Cuing can take many 
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  Table 6.2   Sample lesson plan for third-grade language arts: An example of integrating academics and social-emotional skill 

building (based on Cartledge & Milburn, 1995).  

    Objectives    
   • Students will read and analyze literature through the lens of social and emotional skills. 
 • Students will become familiar with the concept of body language and its importance in social interactions. 
 • Students will recognize specifi c examples of emotional body language. 
 • Students will practice demonstrating emotions through body language.   

    Materials    
   •  Buff alo Before Breakfast  by Mary Pope Osborne (1999). (Th is lesson can be adapted for any piece of children’s 

literature that has an example of reading body language.)   

   Motivation   
   As part of a regular reading/language arts lesson, the teacher begins by reading a passage from  Buff alo Before Breakfast  
by Mary Pope Osborne (1999) in which the protagonists, Jack and Annie, fi rst meet the Lakota people. In the passage, 
Jack and Annie report that even though the Lakota people are not saying anything, they do not appear to be angry.   

    Procedure    
    1. Providing a rationale:    

   a. Using this passage as a jumping-off  point, the teacher poses the following questions: 
  “How do the characters know the Lakota people are not angry?” 
  “Can you show me what the Lakota people might have looked like if they were angry?” 
  “What do you look like when you are angry?” 
  (Students respond by saying that there are various signs of anger in the face, arms, and shoulders of the person.)   
   b. Th e teacher introduces the term “body language” and encourages students to make text-to-self connections: 
  “Why is reading body language helpful?” 
  “When Jack and Annie read body language, how does that help them?” 
  “Can you give me examples of times when reading body language has helped you?”   

   2.  Breaking down the skill into its components
 Th e teacher asks students to suggest diff erent parts of the body that display anger and writes the ideas on the board: 
 “Which parts of your face or body change when you are angry?” (e.g., clenched teeth, a furrowed brow, raised 

shoulders)   
   3.  Modeling
   As they suggest angry body signs, students model the actions for their peers. Th e teacher also asks students to 

model other emotions so that their peers can guess what they are “feeling.” With each example of a new emotion, 
the teacher uses the student model to help the class break down the body language into its components.   

   4.  Skill performance and feedback:  Guess My Emotion Game   
   a. Th e teacher divides the students into groups and asks them to write down components of body language for 

fear and happy. Th ey share these lists with their groups and then practice acting out these emotions for the 
other members of their group. 

 b. Each group is assigned an emotion to present to the class. Th e class practices reading body language by 
guessing the other groups’ emotions.   

    Feedback and Assessment    
   • Th e teacher circulates during group work to monitor progress and understanding. 
 • With each group presentation, the teacher gives specifi c feedback on the display of the emotion and on the class’s 

interpretation, in addition to encouraging students to give appropriate and constructive feedback to one other.   

    Follow-up    
   • Th e teacher assigns students to practice reading their siblings’ and friends’ body language aft er school and 

report back the next day. 
 • Th e teacher will reinforce the skill of reading social and emotional cues in another two reading lessons as soon 

as is feasible, as well as in future lessons involving literature and other media. 
 • Th e teacher will remind students about this skill when it comes up in real-world social interactions in the class-

room and throughout the school. 
  For a skill as complex as recognizing others’ emotions through body language to be fully integrated into the 
students’ social skill repertoire, multiple lessons along these lines would be necessary, as well as cuing and practice 
in real-world situations.      
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forms, verbal and nonverbal, all of which should be positive, brief, private, and 
designed to encourage rather than criticize the child. It can be helpful to have a code 
word or acronym for a particular skill. 

 Let’s take an example of an SEL skill from the Social Decision Making/Social Prob-
lem Solving (SDM/SPS) curriculum that applies to classroom management directly 
(Elias & Bruene, 2005). If a student is not paying attention to a peer who is speak-
ing, a teacher might be tempted to shout from across the room: “Kim, stop fi ddling 
around with the papers in your desk. Sit up straight, turn and look at Michael, and 
listen to what he’s trying to say.” Th is might stop her from fi ddling with the papers, 
but it would likely make Kim feel embarrassed and discouraged, and, because of 
those feelings, she would probably not hear what Michael has to say. Th e SDM/SPS 
program calls that set of listening skills “Listening Position.” Saying “Use good Lis-
tening Position” in a positive tone of voice helps everyone to self-monitor and self-
correct. A need for further reminders suggests that perhaps the child does not know 
the skill and/or has a learning or attentional impairment that should be watched 
more closely. Educators routinely underestimate the time needed before cues are 
faded. One should think in terms of months, not weeks. 

 Social Problem-Solving Strategies 

 Th e three building blocks of SEL competency and responsible behavior are basic/
readiness skills, problem-solving strategies, and internal motivation and self-
discipline. Readiness skills include turn taking, following directions, keeping calm, 
communicating eff ectively, and reading social cues. Social problem solving relies on 
readiness skills related to choosing and organizing actions in almost any situation. 
Consequently, it is at the heart of all of the empirically supported SEL programs pre-
viously discussed. Internal motivation, the third building block, drives the choice to 
use one’s problem-solving competencies and exert self-control in a situation. 

 Th ere are numerous social problem-solving strategies. Many use mnemonics to help 
children remember the steps. Problem-solving in SDM/SPS is called “ FIG TESPN ” 
(Elias & Bruene, 2005). Each letter stands for a step in the problem-solving process: 

  F eelings—How do I feel in this situation? 
  I dentify problem—What’s the problem? 
  G oal—What is my ultimate goal? What do I want to have happen? 
  T hink—Brainstorm at least three possible solutions to this problem. 
  E nvision—What are the likely consequences of each of my possible solutions? 
  S olution—Choose the best solution I thought of. 
  P lan—Plan how to carry out my solution. 
  N otice results—After I carry out my plan, evaluate it. 

 Other programs’ problem-solving systems are substantially similar; the main diff er-
ences are the names and memory devices. 

 Integrating SEL and Academics 

 SEL instruction is particularly eff ective when integrated with academics rather than 
when treated as a separate “subject” (Elias, 2004). As explained, SEL skills are vital to 
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academic learning. Integrating the two types of learning creates synergies for both. 
For example, when SEL skill-building is integrated into a literature lesson, the SEL 
skills are raised to the level of importance of core academics rather than being viewed 
as a special or add-on subject. SEL is also dramatized in meaningful and complex 
ways in literature, which improves the learning of both SEL and the literature being 
studied through text-to-self connections.   Table 6.2   shows how SEL gains relevance 
through a literature lesson and how the literature lesson is enhanced by using SEL as 
a paradigm for analyzing a particular passage in a read-aloud book. Problem solving 
can be applied to the dilemmas faced by characters at exciting junctures in stories, 
bringing students into the authoring process. 

 History and current events can be presented as a series of problems that vari-
ous individuals and groups have attempted to solve. Students can try to fi gure out, 
based on their readings and other sources of information, what various individuals 
and groups were feeling and what their goals were. Th ey learn the powerful impact 
of defi ciencies in eff ective problem solving, empathy, and perspective taking. As 
students apply their social problem-solving strategies in academic areas, they are 
broadening and deepening the application of their skills (Elias, 2004). 

 ACTION 2: BUILD CARING RELATIONSHIPS 
 Building caring relationships is a tenet of SEL and a necessary factor in fostering 
students’ social and emotional growth. Th e actions are associated with developing a 
caring relationships model of competent social skill behavior. Because children are 
learning all the time, whether we intend to teach them or not, building caring rela-
tionships in classrooms may have at least as much infl uence on their development of 
social skills as explicit teaching. (Students should be encouraged to do as we say  and  
as we do.) Furthermore, a caring atmosphere (which, sadly, many students lack out-
side the classroom) supports students emotionally and models such emotional skills 
as emotion identifi cation and regulation. Building caring relationships sets the tone 
for SEL skill building and provides the fi rst vehicle for practice and improvement. It 
makes the classroom a living SEL laboratory. 

 In terms of classroom management, building an atmosphere of caring relation-
ships can make all the diff erence between a functional and dysfunctional classroom. 
Th e persistent demands of academic performance, complying with rules, and inter-
acting positively with peers and teachers can be challenging for students. Developing 
a supportive community in the classroom helps to impart a sense of each student’s 
belonging, to alleviate students’ social anxieties and frustration, and to motivate stu-
dents to comply with teacher requests and act prosocially with peers. Consequently, 
as the level of respect for teachers and peers increases, negative or aggressive social 
behaviors are reduced, and students are more likely to comply with the rules (Elias 
et al., 1997). As a result, building caring relationships is the fi rst step in the promotion
of responsible behavior and prevention of misbehavior. Setting a supportive tone for 
the class should be the teacher’s fi rst task when students enter the classroom on the 
fi rst day of school. It is worth noting that any early childhood educator reading this 
will recognize it as an essential tenet of their teaching. However, what SEL theory 
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has brought into clearer focus is that the link of caring relationships to learning does 
not cease to become relevant aft er early childhood. Indeed, its importance continues 
through the adolescent years and persists into adult education contexts (Salovey & 
Sluyter, 1997). 

 Teacher–Student Relationships 

 Building caring relationships between teachers and students is necessary for many 
reasons. First, when students sense that a teacher cares about them, they see the 
teacher as more credible and as an ally rather than a foe. Th is increases motivation 
to follow directions, to adhere to rules, and to put eff ort into classroom activities 
and academics. Just as adults who feel respected and supported in the workplace 
are more productive, children have those same needs and respond best in school 
environments that they perceive as caring and respectful. Weinstein and Mignano 
(2003) detail nine ways in which successful classroom managers express concern for 
students. Eff ective teachers are welcoming, are sensitive to students’ concerns, treat 
students fairly, act like real people (not just as teachers), share responsibility, mini-
mize the use of external controls, include everyone, search for students’ strengths, 
and communicate eff ectively. To this list, we would add that teachers should also 
show an interest in their students’ lives and pursuits. Many of these ten practices not 
only express concern for students but are important for other action steps, a fact that 
highlights the integrated nature of SEL and classroom management. Multiple large 
meta-analyses have established that building such supportive teacher–student rela-
tionships is a reliable and strong predictor of social, emotional, and academic out-
comes (Cornelius-White, 2007; Hattie, 2009; Roorda, Koomen, Spilt, & Oort, 2011). 

 Student-Student Relationships and the Classroom Community 

 Peer-to-peer relationships and the classroom community are just as important as 
teacher–student relations in maintaining a functional classroom and promoting 
social and emotional growth. Th is may seem like an obvious statement on the sur-
face, but Noddings (2003) points out why the classroom community is essential for 
shaping success in school and life. She observes that a moral life is completely rela-
tional and that character and the habits of learning are acquired through strong, 
nurturant, positive relationships. Th e classroom as a community must teach caring 
as the bedrock on which other values, essential for intellectual accomplishment and 
ethical living, can be built: honesty, courage, responsibility. 

 Even though peer relationships do not always directly involve the teacher, the 
teacher is a vital force in establishing the conditions for social interaction and would 
benefi t greatly from proactively intervening to help caring relationships develop 
positively. SEL social skill-building practices suggest a number of ways to do this. 
First, the teacher can begin the year by helping students feel comfortable with one 
another in the classroom through group-building activities, creative opportunities 
to share personal experiences and interests, and establishing an ethic of teamwork 
and helping one another with everyday tasks and problems. Second, teachers should 
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involve students in deciding what rules should govern social interaction in the class-
room and facilitate conversations on specifi c ways to show respect and caring. In the 
mode of SEL pedagogy, prosocial interactions should be role-played and modeled so 
that students learn what abstract values such as caring, inclusion, and respect look 
like in practice. Th ird, teachers should discuss, teach, and model a problem-solving 
approach to understanding and resolving personal dilemmas and mistakes (using 
personal examples in an appropriate way) to set a personal, supportive tone to the 
class. Th e SEL literature provides numerous models to accomplish these tasks (Charney, 
2002; Elias et al., 1997). 

 Th e capacity for empathy is the keystone to intrinsically motivated prosocial 
behavior. Empathy and perspective taking are vital—and oft en absent—in our soci-
ety. One SDM/SPS skill used to teach empathy is Footsteps. Th e goal of Footsteps 
is to enable students to recognize another’s feelings and goals when in a confl ict. 
Th e two participants in the exercise place cutouts in the shape of footsteps on the 
fl oor across from each other. Th ey stand in their own “feet” and begin by stating 
their feelings and concerns using I-statements. Th en they switch places, and each 
acknowledges the other’s feelings and concerns and checks for accuracy with an 
active listening statement (e.g., “I heard you . . .”). Th ey then return to their original 
places and talk about how it felt to be in the other’s “feet.” Once they understand their 
partner’s emotions and position, they problem-solve together until a mutually agree-
able solution is reached. Th is is a complex skill that requires adult modeling, specifi c 
feedback, and generous amounts of practice. Creative lessons that integrate this skill 
with academics (particularly literature and social studies) are especially benefi cial. In 
keeping with the SEL skill-building pedagogy previously mentioned, once students 
have learned and practiced the Footsteps technique, its use should be prompted. 
Th is takes place by adults carrying around cutouts and dropping the “feet” when 
they come upon students having confl icts in hallways, assemblies, lunchrooms, or 
the playground. Students know that once the feet are dropped, they should “assume 
the position” required and begin the orderly process of confl ict resolution under the 
adult’s (or trained peer mediator’s) watchful eye. 

 Communication 

 Developing eff ective communication is a challenging but vital step in building car-
ing, functional relationships throughout the classroom. Eff ective teacher-to-student 
communication includes, but is not limited to, clarity and checking for understand-
ing; active listening; facilitative and open-ended questioning; and saying far more 
positive, complimentary, and encouraging words to all students (even the challeng-
ing ones) than negative words. 

 Numerous SEL skills relate to communication, and a number of SEL skill-
building methods have particular utility in classroom functioning. I-messages and 
active (refl ective) listening are tried-and-true techniques. Th e SDM/SPS listening 
skill of Listening Position was already mentioned. But how does a student know 
when it’s time to speak instead of listen? SDM/SPS uses a system called “Speaker 
Power,” which involves passing an object from person to person in order to 
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signify whose turn it is to speak. When Speaker Power is active, no one is allowed 
to speak without holding the object—including the teacher. Th e teacher gives the 
instructions while holding Speaker Power and then passes it to a student who is 
demonstrating a good Listening Position and has raised his or her hand. Aft er 
the speaker is fi nished, the teacher takes the object back and gives it to another 
student. Once the class masters this procedure, the speaker becomes responsible 
for choosing who gets Speaker Power next. Th is not only reduces outbursts and 
quick responses but also forces students to pause before they speak and process 
what the previous person said. Th ese are all important skills in the domains of 
listening and respecting others. 

 Classrooms dedicated to integrating SEL and eff ective classroom management 
should have frequent class meetings, or Share Circles (the SDM/SPS version of a 
class meeting), to discuss problems and continually build the classroom community. 
Share Circles are designated times to focus entirely on the social and emotional life of 
the classroom through discussions, group-building activities, SEL skill development, 
and group problem solving. Th ey encourage supportive relationships throughout the 
classroom, set a positive tone for the classroom, help children to process any emo-
tions that they bring to school, and give students an opportunity for input into the 
daily running of the classroom (Charney, 2002). Providing structured opportunities 
to share feelings, experiences, and interests makes the classroom the personal and 
supportive environment that underlies caring relationships. Some programs, notably 
Responsive Classroom, consider this to be a central  daily  feature of eff ective class-
room management (Charney, 2002), and recent research supports this contention 
(www.responsiveclassroom.org). 

 ACTION 3: SET FIRM AND FAIR BOUNDARIES 
 Discipline is probably the fi rst thing that comes to mind when someone men-
tions classroom management. Unfortunately, many teachers equate discipline with 
classroom management, neglecting the numerous other components of eff ective 
management (many of which have been stressed in this chapter), inevitably lead-
ing to disappointing results. For many, discipline implies a reaction to misbehavior. 
Th roughout this chapter, we have emphasized that teachers generate management 
through specifi c actions directed toward creating a functional learning environment 
and preventing misbehavior. Behavior problems are minimized when students are 
engaged in learning, when they have developed social and emotional skills that ena-
ble them to pursue their needs and goals in prosocial ways, when the relationships in 
the classroom are supportive and caring, and when they feel a sense of autonomy and 
ownership of the class because they share responsibility for it. Th at being said, the 
presence of these conditions does not obviate the need for a clear boundary-setting 
structure. Students will occasionally make mistakes in their behaviors, just as they 
do when learning academic skills. In an SEL-infused classroom, these mistakes in 
judgment highlight social skill defi cits. Just like mistakes in solving math problems, 
they are opportunities for learning and growing—in other words, social-emotional 
skill building for the next time. 
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 Rules 

 Rules are necessary for any society or organization to function. Boundaries educate 
children about what is acceptable and what is not. Learning to act with self-control 
and respect for others is predicated on having clear rules that defi ne responsible 
behavior in a particular environment. Th erefore, clear rules are necessary for an 
SEL-oriented classroom. 

 Everyone agrees that class rules should be established early in the year, and 
most advocate that it be done on the fi rst day of school. Brady, Forton, Porter, 
and Wood (2003) recommend that teachers wait a few days before initiating a 
collaborative rule-making process, until a sense of order, predictability, and trust 
in the classroom has been established. Th ey contend that the basic elements of a 
caring community must be established before students can contribute meaning-
fully to rule making. Many experts, though not all, encourage teachers to create 
class rules “democratically” (e.g., Brady, Forton, Porter, & Wood, 2003; Schaps 
& Solomon, 1990; Weinstein & Mignano, 2003). If the rules are truly a product 
of the whole class’s eff ort, the students are far more likely to respect and show a 
commitment to them. Th e teacher must manage this process to ensure that all 
students feel they have contributed and that the fi nal set of rules is reasonable, 
age appropriate, and fair to the students and the teacher. Establishing democratic 
rules is a necessity for an SEL-infused classroom because is promotes learning 
how to self-govern, cooperate, and choose responsible actions in a democratic 
environment. 

 Establishing and enforcing rules are necessary but not suffi  cient. To ensure that 
students understand them and are able to follow them, rules, like SEL skills, must be 
discussed, taught, modeled, and practiced. “Respecting oneself and others” or some 
variation on the theme is found in most classrooms. Respect is an abstract concept, 
especially to young children. What does respect look like? What types of behav-
iors does respect imply? Discussing, teaching, modeling, and practicing respectful 
behavior enable students to learn how to follow the rule. Rules are rarely learned 
aft er one lesson or discussion. Th e more diffi  cult rules require practice and repeti-
tion throughout the year or across years. 

 Responses and Feedback 

 Th ough classroom management is primarily a proactive and preventive process, 
there will always be a need to respond and give feedback about student behavior—
both positive and negative. Even though it is inherently a reactive task, the system of 
responses to problem behavior is an integral component of classroom management 
and should be planned out in advance. 

 Marshall and Weisner (2004) elegantly present a theory of discipline that 
enhances rather than impedes SEL development. Th ey begin by stating a goal for 
classroom management that is similar to that proposed by this chapter: to pro-
mote responsible behavior guided by internal motivation. Th ey propose a hier-
archy of social development modeled on Maslow’s (1970) hierarchy of needs and 
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Kohlberg’s (1984) stages of moral development. From lowest to highest, the levels 
of their hierarchy are: 

 A—Anarchy. 
 B—Bossing/bullying. 
 C—Cooperation/conformity. 
 D—Democracy. 

 Levels A and B lead to socially destructive behaviors that are never acceptable. 
Level C is acceptable but has some drawbacks. Most teachers and administrators are 
satisfi ed when students’ actions refl ect compliance. In fact, it is oft en impossible to 
discern, from a prosocial behavior itself, whether the motivation is cooperation 
with authority or self-directed responsibility. For example, students may clean up 
the room at the end of an art lesson because it is the responsible thing to do in 
order to maintain a healthy, orderly environment or because the teacher will punish 
them if they don’t. In both cases, the behavior is good, but the SEL implications are 
quite diff erent. 

 McCaslin and Good (1998) point out the drawbacks of managing for compli-
ance. Compliance depends on constant monitoring; there is little maintenance over 
time. When compliance is the only means of management, then prosocial behavior is 
unlikely to generalize to diff erent settings. Further, complex instructional modalities, 
such as cooperative learning, are very diffi  cult to manage through compliance alone. 
Students need to self-regulate in order to make cooperative learning work. Raising stu-
dents’ motivation to level D is necessary for the constructivist, problem-solving curric-
ulum. “We believe that the intended modern school curriculum, which is designed to 
produce self-motivated active learners, is seriously undermined by classroom manage-
ment policies that encourage, if not demand, simple obedience” (McCaslin & Good, 
1992, p. 4). Management systems should go beyond demanding compliance and strive 
to foster the skills necessary for  democratic v alues and personal responsibility. 

 Bear (1998, 2010) agrees that in the short term, the goal is managing the class 
and controlling problems. Th e long-term goal is developing students’ self-discipline. 
Th is, he says, is the essence of the authoritative parenting style (Baumrind, 1966), 
which is widely regarded as the most eff ective and is the most compatible with SEL. 
Like Marshall and Weisner (2004), Bear defi nes self-discipline as the internalization 
of democratic ideals. Because it is internally motivated, it is evident only when exter-
nal regulators are not present. Th at is why one must move beyond operant strategies 
to foster self-discipline. 

 If straightforward operant approaches to reinforcing desirable behavior and 
punishing undesirable behavior are not the most eff ective ways to build SEL skills 
and promote the internalization and generalization of prosocial behavior, what is 
more eff ective? Taken together, the actions described in this chapter—teaching SEL 
skills, building caring relationships, setting fi rm and fair boundaries, and sharing 
responsibility with students—serve that goal. Th is section is devoted to alterna-
tives to traditional operant reinforcement that foster SEL skills, in ternalization, 
and generalization. 
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 Positive Recognition and Feedback 

 Qualitative and meaningful feedback is absolutely necessary to developing aca-
demic, social, and emotional skills, but the way that feedback is delivered can have 
profound eff ects on long-term social-emotional growth. Deci, Koestner, and Ryan’s 
(1999) meta-analysis of 128 studies of the eff ects of extrinsic rewards on intrinsic 
motivation strongly supported their theory that, although positive feedback oft en 
provides useful information to a child about his or her competence, it can also be 
delivered in a controlling way, which undermines internal motivation. Th ey found 
that tangible rewards are more likely to undermine internal motivation than ver-
bal praise and that verbal praise can either increase or decrease internal motiva-
tion, depending on how and in what context it was delivered. Th eir meta-analysis 
 demonstrated that the most eff ective praise is unexpected rather than expected and 
performance-contingent rather than for just completing a task. In other words, it 
needs to be given meaningfully—for real eff ort and good work—rather than for every 
little task accomplished in the classroom. Diff erent levels of performance should not 
be praised equally. Substantial praise should be used sparingly, reserved for when it 
is truly deserved. Too oft en, students begin to expect praise for the completion of 
tasks irrespective of quality or eff ort, which can lead to reductions in intrinsic moti-
vation, self-regulation, and learning (Deci, Koestner, & Ryan, 1999). Such praise may 
even imply that the student in  not  capable. Why else would the teacher make such a 
big deal about something so pedestrian (Dweck, 1999; Willingham, 2005)? 

 One reliable way to avoid communicating too much control is for feedback to take 
the form of self-evaluation, whenever possible. Th is can be done by nonjudgmen-
tally pointing out specifi c aspects of the student’s work and teaching the student to 
self-assess in a productive, realistic way. Furthermore, descriptive specifi city conveys 
genuine recognition of the student’s work and directs the positive feedback for the 
student—which provides the information that the child is seeking—while generally 
avoiding undue control. 

 Dweck’s extensive research on the eff ects of praise on achievement motivation 
has provided another crucial guideline. Th eir work suggests that praise should be 
eff ort rather than trait oriented. “You did well on this test—you’re so smart” (an 
example of trait praise) can lead to a child’s feeling less smart and less motivated aft er 
a subsequent failure. Such praise suggests that each task is a referendum on one’s 
innate, static intelligence. If a student does poorly, the only conclusion is that she is 
not smart. And even if a student succeeds aft er working very hard, he might reach 
a similar conclusion. Th e child’s theory on intelligence is that it is inversely related 
to eff ort. Someone who has to work hard is not as smart as someone who does not. 
Th erefore, it is safest not to try. Th at way, if the student succeeds, she can conclude 
that she is exceedingly bright. If she does not, she can use the lack of eff ort as an 
excuse. On the other hand, praising eff ort (e.g., “You worked really hard on this”) 
can help to increase persistence and resilience when failure inevitably occurs. When 
teachers give feedback about process rather than ability, they are communicating 
that success is within the child’s control. If he did well, he can conclude that he tried 
hard or used good strategies. If he did poorly, he did not put in enough eff ort or did 
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not learn the right strategies—conditions that seems much easier to change than 
one’s intelligence (Dweck, 1999; Mueller & Dweck, 1998). 

 Jere Brophy (2004) points out that teachers frequently give feedback that commu-
nicates low expectations to low achievers. For example, when compared with their 
interactions with high achievers, teachers tend to give less time to low achievers to 
respond to a question before providing the answer or calling on another student, 
they reinforce low achievers for incorrect responses more frequently, they criticize 
low achievers more oft en and praise them less, they give low achievers less inter-
esting and rigorous curricula, and they interact with low achievers less oft en and 
in less positive ways. Inasmuch as students’ achievement and behavior are deeply 
infl uenced by their teachers’ expectations, it is crucial for teachers to give feedback 
to students that communicates high (and reasonable) expectations. 

 Punishment and Natural and Logical Consequences 

 No matter how effi  cient the teacher’s prevention eff orts, students will test the limits of 
the rules, and responses will be needed to correct the behavior, control the situation, 
and teach positive and responsible alternatives. Th e following guidelines help link a 
“disciplinary” action constructively with SEL: (1) Th e response should separate the 
deed from the doer. Th e teacher should make clear that the problem is the behavior, 
not the child. (2) Teachers should teach children they have the power to choose their 
actions and that they can learn to avoid losing control. (3) Responses should encour-
age refl ection, self-evaluation, and problem solving. Lectures and teacher-centered 
explaining have the same limited eff ectiveness for SEL skill building as they do for 
academic skill development. Students are more likely to own the problem if they are 
asked rather than told what the problem is and given an opportunity to fi gure out 
how to fi x it. (4) Responses to a mistaken behavior should involve the child learning 
the rationale for and practicing prosocial alternatives that can be reasonably used in 
similar future situations. Th is basic SEL technique fosters feelings of responsibility 
for correcting and preventing the problem. 

 Natural and logical consequences are intended to teach children to understand, 
anticipate, and make decisions based on the consequences of their actions in the 
real world (Brady, Forton, Porter, & Wood, 2003; Dreikurs & Loren, 1968; Nelsen, 
Lynn, & Glenn, 2000). For example, if a child plays too roughly with a toy and it 
breaks, then the consequence is that the child’s toy is now ruined. Th ere is no need 
for an external, punitive intervention; the child begins to learn from the direct con-
sequences of his or her mistakes, which is the goal of this system. Logical conse-
quences are needed when the misbehavior substantially aff ects others or when the 
potential natural consequence is too severe. 

 Logical consequences have three basic features that are meant to maximize their 
informational value while minimizing the control aspect, thereby supporting the 
child’s need for autonomy: they must be related, reasonable, and respectful. Being 
related means that they must be logically related to the misbehavior. For example, 
if a student writes on his or her desk, a related consequence would be for the stu-
dent to clean the desk, not for the student to go to detention. Reasonable means 
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that the severity of the consequence must be mild. If a kindergartener knocks down 
another student’s block tower, it is unreasonable to have the student sit quietly in his 
or her chair for 45 minutes while the rest of the class is playing. Instead, the student 
might help rebuild the tower. Finally, consequences must be delivered respectfully. 
No matter how much a teacher may want to display his or her anger, consequences 
are most eff ective when delivered calmly and matter-of-factly (Brady, Forton, Porter, 
& Wood, 2003; Dreikurs & Loren, 1968; Nelsen, Lynn, & Glenn, 2000). 

 Natural and logical consequences are solidly aligned with SEL theory. SEL focuses 
a great deal on students’ decision-making, problem-solving, and confl ict-resolution 
processes. A critical refl ection point of this process is the anticipation of outcomes. 
Early research in SDM/SPS showed that problem behaviors were most likely to occur 
when children anticipated positive consequences from negative actions (Leonard & 
Elias, 1993). Th e simplest example: “He was bothering me, so I hit him to make him 
stop.” Indeed, the stoppage is a natural consequence, but it is not the only one, and 
students need guidance to help them understand how the world around them works 
so that their view of consequences is realistic and takes into account long- and short-
term outcomes both for themselves and for others. 

 From an SEL point of view, the potential for consequences to foster empathy and 
perspective taking better than other forms of punishment is critical. Natural and logi-
cal consequences must increase compliance in the short term (like punishments), as 
well as promote long-term maintenance and generalization to situations in which the 
child is not being monitored. For these techniques to have their desired positive eff ect, 
they must be rooted in a caring relationship between teachers and students. 

 One type of logical consequence that helps to build the SEL skills of caring and 
perspective taking is what Brady, Forton, Porter, and Wood (2003) call “apology of 
action.” An apology of action is an active way to fi x a problem the child has caused 
interpersonally. It includes but goes beyond a verbal apology. Th e child is expected at 
least to repair the damage done (or its equivalent), which is the type of consequence 
that adults face all the time at work and at home. Optimally, the child suggests a way 
to fi x the problem, which makes a far greater impression than a grudging apology 
and takes the teacher out of the position of being the enforcer. 

 SEL-Derived Skills for Preventing and Correcting Misbehavior 

 Problem-Solving Strategies 

 Problem-solving strategies, such as  FIG TESPN  (previously described), can be 
enormously useful in responding to behavior mistakes. Th ey can be used to work 
collaboratively with a child to fi x problems, come up with alternative strategies for 
challenging situations, and devise appropriate logical consequences.  FIG TESPN  
teaches the child that he or she has the power to choose diff erent actions and 
encourages the child to take ownership for the mistake and its outcomes. With 
copious problem-solving practice, students may begin to envision the likely con-
sequences of their actions before they take them and feel responsible for acting 
constructively in new situations. Ultimately, when a child gets into “trouble” or 
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has a confl ict with a peer, a constructive, preventively oriented problem-solving 
strategy should be used. SDM/SPS has examples of worksheets to guide this pro-
cess (Elias & Bruene, 2005). 

 Self-Regulation 

 A component skill of self-control and self-discipline is self-regulation. Emotional 
 self-regulation involves two steps: self-monitoring and emotion management. Self-
monitoring emotions requires that students are able to identify the names of the emo-
tions they are feeling based on their bodily sensations and cognitions. Emotion words 
can be taught using a number of games, and the student’s unique bodily sensations 
should be discussed in order to help the student identify feelings as they are beginning 
to take hold. Once students are able to identify and self-monitor their emotions, they 
need practical strategies to be able to manage them and use them constructively. 

 Feelings Fingerprints 

 One specifi c example of how these techniques are operationalized within SEL is the 
SDM/SPS program’s Feelings Fingerprints procedure. What follows is how we present 
the technique to teachers who, in turn, present to their students. For children to self-
monitor, they need to understand that their bodies send them signals when they are 
about to lose control. SDM/SPS calls these signals of anger or stress “Feelings Finger-
prints.” (At the secondary level, we use the term “Stress Signature” and make the appro-
priate adjustments in the analogy.) Why? Like fi ngerprints, everyone has a unique set. 
Some people get a headache, a nervous stomach, a stiff  neck, or sweaty palms. Others 
get a dry mouth, a quick heartbeat, clenched fi sts, a fl ushed face, or itchy skin. Most 
have more than one such signal. When teachers fi nd themselves in a stressful or dif-
fi cult choice situation, they can verbalize how they are feeling and what their Feelings 
Fingerprints are. Th is bridges naturally into asking students, “You just heard how my 
body sends me a headache behind my left  eye and a red face when I am upset and 
under stress. How do  your  bodies let  you  know when you are upset?” 

 When learning Feelings Fingerprints, students take turns generating examples of 
situations during which they felt upset and what their Feelings Fingerprints were. 
Th ose situations are labeled “trigger situations.” Th ey learn that being aware of their 
Feelings Fingerprints and anticipating trigger situations serve as warning systems that 
they are facing a tough situation and need to use self-control to keep calm. Teachers 
may use this opportunity to discuss with students what it means to use self-control. 
Th ey ask students to share diff erent times and situations in which they have to use 
self-control. Th en teachers ask for strategies for maintaining self-control, such as 
Keep Calm (see the next subsection), and help students make proactive plans to dis-
engage from problem situations. 

 Keep Calm 

 SDM/SPS relies on Keep Calm, which was derived from Lamaze childbirth prepara-
tion procedures, to reduce students’ anxiety, anger, and frustration. Keep Calm is 
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simple and short, and it helps students to maintain self-control by reducing physi-
ological arousal. Keep Calm begins with a student identifying the fi rst physical signs 
of anger and then saying to him or herself, “Stop. Keep calm.” Th en the student takes 
a number of slow breaths, counting to fi ve while breathing in, two while holding 
one’s breath, and fi ve while breathing out. Th is so-called 5-2-5 technique is simple 
to remember, prompt, and apply, and it reduces arousal so that students can respond 
in productive ways. Self-monitoring worksheets with teacher feedback and guidance 
can be especially valuable for students who have trouble responding initially to these 
and other skill-building activities. 

 ACTION 4: SHARE RESPONSIBILITY WITH STUDENTS 
 Th e fi nal recommended action for bringing together SEL and eff ective classroom 
management is sharing responsibility with students. If we want children to learn 
responsibility, we have to give them many opportunities to experiment with it and 
grow comfortable, confi dent, and skilled at taking it. Sharing responsibility with 
students increases their commitment to the classroom, increases their prosocial 
motivation and behavior, and reduces behavior mistakes that result from frustration 
and feeling powerless. Empowering students is the best way to encourage them to 
take responsibility and contribute—rather than detracting and destroying (Freiberg, 
Huzinec, & Borders, 2008). Furthermore, it has been directly linked to academic 
motivation and performance (see McCombs, 2014). 

 Th is chapter has already mentioned a number of ways in which responsibility 
can be shared with students, beginning with developing democratic classroom rules. 
Students can contribute to the physical environment of the classroom with their art-
work and through representations of their individuality. Students also benefi t from 
input in day-to-day classroom decision making. Th e decisions students participate in 
can vary from choosing a signal for quiet to requesting a friend to sit with when the 
class’s seating arrangement changes. Even giving students’ input into small choices, 
such as the order of the day’s schedule, can increase motivation. Teachers should 
not and need not give over all classroom governance to the students. However, giv-
ing students choices—even between two acceptable options—makes the class more 
manageable and productive and increases students’ social-emotional competencies 
(Elias et al., 1997; Weinstein & Mignano, 2003). 

 CONCLUSION 
 Th e fi eld of SEL provides a pedagogy that aligns classroom management, social-
emotional skill building, and academic learning. We reviewed four sets of teacher 
actions that can be taken with the goal of creating a seamless classroom management 
system that promotes academic, social, and emotional learning: teaching social-
emotional skills, building caring relationships, setting fi rm and fair boundaries, and 
sharing responsibility with students. 

 Th e challenges of attaining this goal cannot fall on any one teacher. Only by coor-
dinated and continuous application of the principles outlined herein can the desired 
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impact on students occur. Yet nearly two millennia ago, a Jewish educator recog-
nized that each teacher must do his or her part, with no alibis or excuses: “You are 
not responsible for completing the work, nor are you free to give up on it” (Pirke 
Avot 2:21). No teacher can be fully responsible for the growth—academic or other-
wise—of his or her students. Students are infl uenced by so many other factors and 
spend only a few months in each classroom before moving on. Nevertheless, it is 
each teacher’s responsibility to provide students with as many useful tools as possible 
to enable them to build their own futures. And it is the responsibility of all educators 
to see that all students pass through organized, caring, and skill-enhancing class-
rooms and school environments so that they can become academically, socially, and 
emotionally competent as adults. 
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