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ABSTRACT

In our efforts to address the problem of pupil behaviour in Scottish schools, perhaps
the least effectively supported members of the school community have been teachers.
A range of programmes has been used to support pupils, principally through strategies
DLPHGDWEHKDYLRXUPRGLÀFDWLRQ0RUHRYHUSROLF\JXLGHOLQHVKDYHDOVRVXJJHVWHG
that, in order to minimise disruption to their own and others’ learning, the starting
point to dealing with the learning of young people experiencing social, emotional
RUEHKDYLRXUDOGLIÀFXOWLHV 6(%' LVWRGHDOZLWKWKHLUEHKDYLRXU,QSDUWLFXODUWKH
Report of the Discipline Task Group, Better Learning – Better Behaviour 6(('
 PLJKWEHVHHQDVSULRULWLVLQJEHKDYLRXURYHUOHDUQLQJ7KLVSDSHUDUJXHVWKDW
behaviour and learning are inextricably linked and that dealing with behaviour as
a prerequisite to addressing learning, therefore, may be the wrong starting point,
thereby placing unfair expectations on both pupils and teachers. Additionally, if there
is such a thing as ‘inappropriate’ behaviour, then the ‘appropriate’ behaviour with
which it should be replaced is learning behaviour. A pedagogical focus on learning
DOORZVDFRQFHSWXDOLVDWLRQRI6(%'DVDOHDUQLQJGLIÀFXOW\WKHUHE\UHFRQVLGHULQJ
the rights of young people who may be experiencing SEBD as co-terminus with,
UDWKHU WKDQ LQ FRPSHWLWLRQ ZLWK WKH ULJKWV RI RWKHU OHDUQHUV 9LVVHU DQG 6WRNHV
  )LQDOO\ WKH SDSHU H[DPLQHV RQH SRVVLEOH SHGDJRJLFDO DSSURDFK QDPHO\
metacognition and a mediational style of teaching, as a way of supporting teachers
WRGHDOZLWK6(%'DVDOHDUQLQJGLIÀFXOW\
BACKGROUND: EDUCATIONAL INCLUSION

,QWKHODWHWZHQWLHWKDQGHDUO\WZHQW\ÀUVWFHQWXULHV6FRWWLVKVFKRROVLQFRPPRQ
with the rest of the western world, have been driven, by legislation and policy,
WRZDUGVHGXFDWLRQDOLQFOXVLRQ7KH6WDQGDUGVLQ6FRWODQG·V6FKRROV(WF$FW  
saw a presumption of mainstreaming for all young people, including those with
OHDUQLQJGLIÀFXOWLHVDQGSK\VLFDOGLVDELOLWLHV$WWKHVDPHWLPHWKH$FWUHFRJQLVHG
that some pupils, especially those whose behaviour is likely to be a barrier to their
own and others’ learning, would still require to be educated outwith the mainstream
system. Within an overall context of social justice and inclusion subsequent moves
KDYHVRXJKWWRUHGUHVVWKLVVLWXDWLRQVXJJHVWLQJWKDWEHKDYLRXUDOGLIÀFXOWLHVPLJKW
EHFRQVLGHUHGLQWKHVDPHZD\DVDQ\RWKHUOHDUQLQJGLIÀFXOW\WKXVUHVXOWLQJLQD
UHGXFWLRQLQWKHQXPEHURIGLVFLSOLQDU\H[FOXVLRQVIURPVFKRRO 6FRWWLVK([HFXWLYH
6(('6(('6((' 
Recent research indicates that measures to promote educational inclusion through
the reduction of exclusions has led schools to look for new and innovative ways of
ZRUNLQJZLWK\RXQJSHRSOHZKRDUHH[SHULHQFLQJ6(%' +HDG, et al., /OR\G,
et al.,   ,Q DGGLWLRQ WKLV LQLWLDWLYH KDV VHHQ VFKRROV DQG WHDFKHUV FRQVLGHU
different ways of addressing behaviour and providing support for pupils who are
GLIÀFXOWWRWHDFK .DQH et al +RZHYHUWKHUHUHPDLQFRQFHUQVWKDWOHYHOV
of pupil indiscipline are high and that any support has been gained negatively. That
LVWRVD\WKDWDVWKHUHVXOWRIEHLQJEDGO\EHKDYHGGLIÀFXOWSXSLOVDUHGHDOWZLWKDV
part of the school discipline system rather than as part of a pastoral care programme
IRUDOOSXSLOVWDUJHWHGDWWKHPRVWYXOQHUDEOH\RXQJOHDUQHUV /OR\G et al 
Consequently, the impact of inclusion has been to replicate ‘special’ provision within
our mainstream schools in the form of bases, units and other out-of-class teaching
favoured over approaches and strategies perceived as more effective but that entail
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¶GLIÀFXOW·\RXQJSHRSOHEHLQJLQFODVVZLWKWKHLUZHOOEHKDYHGSHHUV +HDG et al.,
/OR\G et al 
This has been the case particularly in what might be described as ‘traditional’
ORFDWLRQVIRUEHKDYLRXUDOGLIÀFXOWLHVQDPHO\ZLWKER\VHVSHFLDOO\WKRVHIURPSRRUHU
families living in areas of deprivation. Young people looked after and accommodated
in local authority homes and those with other disabilities e.g. autism and ADHD also
IHDWXUHKLJKO\DPRQJVWXGHQWVFRQVLGHUHGWRKDYHEHKDYLRXUDOGLIÀFXOWLHV /OR\G
et al:DWVRQ 
7KHGLIÀFXOWLHVZLWKWKLVVLWXDWLRQDUHWZRIROG)LUVWO\WKHGHVLUHGGHYHORSPHQWV
in pedagogies leading to an improved educational experience for all pupils have not
\HWPDWHULDOLVHG+DQNR  DUJXHVWKDWWKLVLVDGLUHFWFRQVHTXHQFHRIWHDFKHUV·
focus being directed towards dealing with behaviour rather than having to reassess
how they teach. Secondly, the hoped-for reduction in exclusions was never achieved.
,QGHHGWKH6FRWWLVK([HFXWLYH·VRZQÀJXUHVLQGLFDWHWKDWLQFOXVLRQLQLWLDWLYHVKDYH
not led to any reduction in exclusions for discipline and teachers themselves report
DSHUFHLYHGLQFUHDVHLQFODVVURRPLQGLVFLSOLQH 0XQQ et aO ,QVRPHZD\V
WKHVHRXWFRPHVZHUHSUHGLFWDEOH'HDOLQJZLWKGLIÀFXOWEHKDYLRXUDVDPDWWHURI
discipline may appear to be the obvious approach but it has disadvantages as well
DVEHQHÀWV7\SLFDOO\PHWKRGVRIGHDOLQJZLWKEHKDYLRXUSHUFHLYHGDVGLVUXSWLYH
DUHFRXFKHGLQWHUPVRI¶DVVHUWLYHGLVFLSOLQH· &DQWHUDQG&DQWHU RU¶SRVLWLYH
EHKDYLRXU·LQLWVPDQ\IRUPV HJ'ULIWH 7KHVHDSSURDFKHVDUHSRSXODULQ
schools as they recognise the teacher’s right to establish order on students and the use
of rewards and sanctions allows undesirable behaviour to be targeted and replaced by
PRUHDFFHSWDEOHEHKDYLRXU $\HUV et al3RUWHU 0RUHRYHUE\KDYLQJ
a clear focus on behaviour, it is easier for both teacher and pupil to understand
which behaviours are being addressed and the rewards or sanctions they will attract.
+RZHYHUWKHPDMRUGLIÀFXOW\ZLWKVXFKDSSURDFKHVLVWKDWZKLOVWWKH\FDQKDYH
an immediate impact on behaviour, their effectiveness is likely to diminish in the
long term, usually as the reward loses its sense of novelty or the sanction becomes
perceived by the pupil as ineffective. It has been suggested that a positive behaviour
approach addresses behaviour rather than the causes of behaviour and, therefore, is
OHVVOLNHO\WRKDYHDQ\ORQJWHUPHIIHFW *DUQHUDQG*DLQV 
Other approaches argue that unacceptable behaviour is the result of events and
interactions in a complex matrix of relationships that involve pupils, teachers, schools
and parents and that ‘…disruptions occur when students’ emotional or relationship
QHHGVDUHQRWEHLQJPHW· 3RUWHU 7KHSULQFLSDODWWUDFWLYHQHVVRIZKDWPLJKW
be called democratic approaches to behaviour is that they suggest that we should
tackle the causes of behaviour rather than simply the behaviour itself. Problems
with such approaches are that they may involve teachers undertaking additional
WUDLQLQJ HJLQVROXWLRQIRFXVHGDSSURDFKHV DQGWKH\UHTXLUHDVKDULQJRIFRQWURO
over what takes place in the classroom. Moreover, and more importantly, many of
the developments suggested are allied to the introduction of novelty programmes
and may entail teachers becoming involved in activities beyond what might be
FRQVLGHUHG DV WHDFKLQJ DQG OHDUQLQJ HJ GHYHORSLQJ D SXSLO SURÀOH DV SDUW RI D
QXUWXUHJURXSSURFHVV2WKHUDSSURDFKHVWKDWIRFXVRQZKDWWHDFKHUVDOUHDG\GR HJ
*UD\3RUWHU WHQGWRH[SORUHWKHUHODWLRQVKLSVDPRQJSXSLOVSDUHQWV
and teachers and the implications of these relationships for learning and teaching.
Even here, though, there is an underlying assumption that once the relationship is
sorted, ‘appropriate’ behaviour will ensue and, consequently, learning will take
SODFH,QRWKHUZRUGVWKHUHDUHWZRSURSRVLWLRQVLQKHUHQWLQWKHDUJXPHQWÀUVWO\
the initial step is to deal with the behaviour; and secondly, that thereafter, learning
will, quite naturally, take place. Moreover, there is little or no explicit exploration
of what constitutes appropriate behaviour nor what the class teacher in everyday
lessons in ordinary classes in Primary and Secondary schools might do as part of
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WKHLUVWDQGDUGWHDFKLQJSUDFWLFHWRDGGUHVVWKHFDXVHVRIGLIÀFXOWEHKDYLRXULQDZD\
that ensures that learning is taking place.
Whilst the foregoing applied to England, a similar situation exists in the policy
context in Scotland. In response to teachers’ earlier concerns about a perceived
increase in indiscipline in schools, the then education minister, Jack McConnell, set
XSWKH'LVFLSOLQH7DVN*URXS '7* )ROORZLQJFRQVXOWDWLRQZLWKDZLGHUDQJHRI
stakeholders and interested parties, the DTG issued their report, Better Behaviour
- Better Learning LQ-XQH)URPWKHRXWVHWWKHUHSRUWHVWDEOLVKHGDIRFXVRQ
‘the inescapable links between good discipline and effective learning and teaching’
6((' 0RUHRYHUUHFHQWLQLWLDWLYHVLQ6FRWWLVKHGXFDWLRQVXFKDVAssessing
our children’s needs: the way forward? 6((' Moving Forward. Additional
Support for Learning 6(('   DQG WKH Education (Additional Support for
Learning)(Scotland) Bill 6(('   LPSO\ D VKLIW LQ IRFXV IURP YLHZLQJ WKH
requirement of additional support for some pupils as a matter of disability and pupil
GHÀFLWWRZDUGVRQHRIVWXGHQWV·DELOLW\DQGVWXGHQWV·OHDUQLQJ:LWKLQWKLVJHQHUDO
context, there has been a move to recognise social, emotional and behavioural
GLIÀFXOWLHVDVDOHDUQLQJGLIÀFXOW\7KHUHFRPPHQGDWLRQVLQ6(('  DUHWKDW
pupils requiring additional support on the grounds of SEBD might be offered the
same systems of support as any other young person requiring additional support
for learning.
«SXSLOVH[SHULHQFLQJVRFLDOHPRWLRQDODQGEHKDYLRXUDOGLIÀFXOWLHV«FOHDUO\
have special educational needs, and as such, should receive support strategies
VLPLODU WR WKRVH FRPPRQO\ HPSOR\HG IRU OHDUQLQJ GLIÀFXOWLHV« 6(('

This places SEBD within the context of social justice and the rights agenda and
Better Behaviour – Better Learning indicates this in its recommendations for the
empowerment of students and teachers:
All members of the school community are of equal worth and are entitled
to respect. There is no place for discrimination based on race, ethnic origin,
religion, gender, sexual orientation, disability, social group or any other
grounds. Schools must ensure equality of opportunity and access to education
for all children and young people with particular regard being paid to those
OHDUQHUVZLWKGLVDELOLWLHVDQGVSHFLDOQHHGV 6(('
These documents recognise that dealing with additional support needs and SEBD,
LQSDUWLFXODULVDFRPSOH[DQGGLIÀFXOWEXVLQHVVDQGRQHWKDWVKRXOGQRWQHFHVVDULO\
EHOHIWWRWHDFKHUVDORQH7KHQDWXUHRIVRPHRIWKHVHGLIÀFXOWLHVLVJLYHQDGHJUHHRI
prominence in Better Behaviour – Better Learning, especially the need to work with
pupils, parents and other adults and professionals in an holistic approach to support
young people with SEBD. Once more, however, the areas given less coverage are
WKRVHRIWHDFKHUSUDFWLFHDQGWKHVSHFLÀFQDWXUHRIWKHSXSLOEHKDYLRXUZHZRXOGOLNH
to see replace inappropriate behaviour. These matters are the focus of the remainder
of this paper.
LEARNING OR BEHAVIOUR: WHICH COMES FIRST?

Head, et al   QRWHG WKDW WKH VFKRROV LQ ZKLFK WKHLU VWXG\ ZDV FDUULHG RXW
ZHUHKLJKO\ÁH[LEOHLQWKHLUDSSURDFKWRGHDOLQJZLWKVWXGHQWVIHOWWREHGLIÀFXOW
DQG WKDW WKH UDQJH RI UHVSRQVHV GHYHORSHG UHÁHFWHG WKH GLYHUVLW\ RI GLIÀFXOWLHV
experienced by students. Schools in which behaviour was clearly considered to be
DPDWWHURIGLVFLSOLQH .DQH et al., UHOLHGPRUHKHDYLO\RQVWUDWHJLHVVXFK
as punishment exercises and the setting up of ‘sin-bins’. However, and within the
FRQWH[W RI VRFLDO MXVWLFH WKH UHVHDUFKHUV LGHQWLÀHG D GHVLUH WR FUHDWH ¶VXSSRUWLYH
UHODWLRQVKLSVDPRQJVWFKLOGUHQVWDIIDQGSDUHQWV· +HDGet al LQWKRVH


VFKRROV ZKHUH LQDSSURSULDWH EHKDYLRXU ZDV GHDOW ZLWK DV D OHDUQLQJ GLIÀFXOW\
Flexibility, collaboration and tenacity emerge as key themes in the wider literature
RQLQFOXVLRQDQGWKHHGXFDWLRQRI\RXQJSHRSOHZLWK6(%' $LQVFRZet al
Lloyd, et al 
As a result, schools have adopted a range of approaches and programmes aimed
at supporting young people. These have resulted in the development of an affective
FXUULFXOXP +DQNR WKDWLVZD\VRILQWHUDFWLQJZLWKVWXGHQWVWKDWUHFRJQLVH
WKHLPSRUWDQFHRIIHHOLQJVDQGHPRWLRQVLQWKHOHDUQLQJSURFHVV *UD\:DWNLQV
DQG:DJQHU ,PSOLFLWLQWKHVHDSSURDFKHVLVWKHUHFRJQLWLRQWKDWEHKDYLRXUDO
GLIÀFXOWLHV DUH D VRFLDO FRQVWUXFW WKDW WKH\ HPHUJH DV WKH UHVXOW RI LQWHUDFWLRQV
between teachers and pupils or among pupils and that they are linked, therefore, ‘to
the quality of the day-to-day educational experience of pupils and their teachers’
+DQNR 6RPHEHKDYLRXUVDUHFRQVWUXFWHGDVLQDSSURSULDWHZLWKLQVRFLHW\
as a whole e.g. violent, aggressive and threatening conduct. Other behaviours,
SDUWLFXODUO\WKRVHLQFLGHQFHVRIORZOHYHOFODVVURRPLQGLVFLSOLQHWKDWWHDFKHUVÀQG
GLVUXSWLYHDUH¶KLJKO\FRQWH[WGHSHQGHQW· 0XQQet al., +RZWKUHDWHQHG
or annoyed a teacher and pupils feel one day, may well be different from any other
day given that there can be so many emotional and contextual variables impacting
on the course of events. Similarly, one teacher’s perception of what constitutes
unacceptable behaviour and how it should be dealt with, may well be at variance
ZLWKDQRWKHUWHDFKHU·VDWWLWXGHDQGSUDFWLFH0F/HRGDQG0XQQ  GHEDWHLQ
detail the validity of the various medical and sociological explanations of SEBD and
WKHSKLORVRSKLHVWKDWXQGHUSLQWKHP7KH\FRQFOXGHWKDWZKDWHYHUWKHGLIÀFXOWLHV
with the label, it is nevertheless worthwhile retaining as it signals something of the
QDWXUHRIWKHGLIÀFXOWLHVWKDWWKH\RXQJSHUVRQPLJKWEHH[SHULHQFLQJDQGWKHUHIRUH
VXJJHVWVDSHGDJRJLFDOUHVSRQVHZKDW9LVVHU  PLJKWFDOOWKH¶HWHUQDOYHULWLHV·
However, the core to the improvement of such experiences for teachers and young
people alike is the recognition that all participants have an important role to play,
that each feels valued and that they all belong. Further, it is important that the
expectations and goals of education authorities and schools match those of their
VWXGHQWVDQGWHDFKHUV &RRSHUet al+HDG 
,QRXUVFKRROVDQLQKHUHQWGLIÀFXOW\ZLWKGHYHORSLQJDFXUULFXOXPWKDWDGGUHVVHV
the affective domain of the mind, based as it is on equity, is the possibility that it
PD\FRQÁLFWZLWKWKHVXEMHFWRUFRJQLWLYHFXUULFXOXPSDUWLFXODUO\LQKRZLWLVWDXJKW
+DQNR  /OR\Get al  DQG0DFOHOODQDQG6RGHQ  DOOUHFRJQLVH
that teachers’ own experiences of school and learning might be quite different from
those within which they are being asked to operate. Most teachers’ learnings will
have been through a didactic, transmission modality in which learning is teacherdirected: content and pace are decided by the teacher and the majority of learning
is deemed to take place as the result of teacher exposition and student listening.
7KLVFRQWH[WFORVHO\UHVHPEOHVWKHVL[REVHUYDWLRQVPDGHE\:DWVRQ  WKDW
OHDGWRGLIÀFXOWLHVZLWKLQWKHOHDUQLQJHQYLURQPHQW&RQVHTXHQWO\ZKHQDVNHGWR
address the learning of young people whom they perceive as unable or unwilling
WRSDUWLFLSDWHLQWKHOHDUQLQJSURFHVVDVGHVFULEHGWHDFKHUVÀQGWKDWLWWDNHVXSDQ
inordinate amount of their time to the detriment of their other pupils and that they
ODFNWKHWUDLQLQJDQGH[SHUWLVHWRGHDOZLWKVRPH\RXQJOHDUQHUV +DQNR 
Where support has been provided in the form of a behaviour support colleague, there
can be a sense in which the effectiveness of the support is felt to be limited by the
inability of the support teacher to provide teaching informed by subject knowledge,
VNLOOVDQGXQGHUVWDQGLQJ +HDG, et al., 
The relationship between learning, teaching and behaviour is given prominence in
several sections of the early part of the DTG report and the nature of that relationship
can be gleaned from the discourse used:
Effective learning and teaching is much easier to achieve where a positive


ethos and good discipline prevail. Discipline policy cannot, and should not,
be separated from policy on learning and teaching – the two are inextricably
linked. Children and young people are more likely to engage positively with
education when careful consideration is given to the factors which affect their
OHDUQLQJDQGWHDFKLQJ 6(('
This paragraph reveals the thinking behind the report. It recognises that, for teachers,
VWXGHQWV·EHKDYLRXUKDVWREHVHHQLQDFRQWH[WRIWKHLUOHDUQLQJ+RZHYHUWKHÀUVW
sentence indicates a particular approach to dealing with the learning of young people
with SEBD that may be quite different from that used to deal with the learning of
RWKHU\RXQJSHRSOH7KHWKUXVWRIWKLVÀUVWVHQWHQFHFDQEHXQGHUVWRRGWRLQGLFDWHWKDW
the establishment of a ‘positive ethos and good discipline’ is a prerequisite condition
for ‘effective learning and teaching’. Indeed, this thinking can also be seen in the
title of the report where the word order indicates that in order for learning to take
SODFHEHKDYLRXUKDVÀUVWRIDOOWREHDGGUHVVHG7KLVLVHVVHQWLDOO\GLIIHUHQWWRKRZ
WHDFKHUVZRXOGDSSURDFKWKHOHDUQLQJRISXSLOVZLWKRWKHUOHDUQLQJGLIÀFXOWLHV0RVW
REYLRXVO\WHDFKHUVZRXOGQRWDWWHPSWWR¶À[·WKHVLJKWRUKHDULQJRIDSXSLOZLWKD
visual or hearing impairment; rather they would start by asking ‘how do I address
the learning of this student?’
Furthermore, the report suggests that pupil behaviour be dealt with through
a process of ‘positive discipline’ and ‘positive behaviour’, terms that appear to
be used synonymously throughout the document. These terms are redolent of the
ZRUNRI&DQWHUDQG&DQWHU  LQ$PHULFD,QGHHGUHFRPPHQGDWLRQPDNHV
this connection clear where it states that ‘particular attention should be paid to
H[SHFWDWLRQUXOHVUHZDUGVDQGVDQFWLRQV· 6((' 0RUHRYHUWKHUHSRUW
goes on to echo a behaviourist approach in dealing with young people who have
DWWUDFWHGWKH6(%'ODEHO *DUQHUDQG*DLQV ,QGHHGLWLVQRWLFHDEOHKHUH
that not one of the seventeen statements that describe rules, rewards and sanctions
contains an explicit reference to learning. The behaviourist — positive behaviour
and discipline —approaches has long been criticised as being contrary to the rights
agenda and, indeed, reinforces the kind of behaviour that it sets out to eliminate
:DWNLQVDQG:DJQHU ,QVFKRROVWKLVLVFRPSOLFDWHGE\WKHIDFWUHFRJQLVHG
in the report, that ‘there is no agreement on what counts as a social, emotional or
EHKDYLRXUDOGLIÀFXOW\· 6((' 
Therefore, there are two problems with the approach suggested by DTG.
Firstly, the recommendation of positive discipline may, in fact, operate against the
achievement of other recommendations concerning pupil and teacher empowerment.
Secondly, once again, there is no clear or agreed idea of the behaviour that being
HOLPLQDWHGRUPRUHVLJQLÀFDQWO\WKHEHKDYLRXUZLWKZKLFKZHZRXOGOLNHLWUHSODFHG
Furthermore, it could be argued that analysing and addressing children’s behaviour
is more properly the domain of psychology and social work. The report itself does
recognise this in its sections on working with parents, supporting pupils in schools,
and multi-disciplinary working. That is not to say that teachers can abrogate their
responsibilities in this area and, indeed, it has been shown that whilst not therapists,
nevertheless teachers’ actions in class can have a highly therapeutic effect for students
0XQQ et al 7KHDQVZHUPD\EHWRGRDVWKHUHSRUWLWVHOIUHFRPPHQGV
WRWUHDW6(%'OLNHDQ\RWKHUOHDUQLQJGLIÀFXOW\7KHSULRULW\IRUWKHWHDFKHUWKHQ
becomes the child’s learning. The report recognises this when discussing the need
for local solutions to the problems that arise:
It is clear that ‘solutions’ to indiscipline cannot be grafted from elsewhere
RQWRDVFKRRO·VRZQFRQWH[WDQGFXOWXUH 6(('
Whilst it is right and proper that the disciplines of psychology and social work
inform what teachers do, they cannot take priority over or replace the teacher’s
prime function: to deal with the learning of all young people. The ‘culture and


context’ of schools is teaching and learning. Therefore, teachers and students expect
to experience teaching and learning in schools. Where these expectations are shared
and agreed, it is possible to develop a sense of community based on them. In dealing
with behaviour, the concept of community is important because:
…community is aimed not just at improving student behavior but at creating
the kinds of ties that bond students together and students and teachers together
DQGWKDWELQGWKHPWRVKDUHGLGHDVDQGLGHDOV 6HUJLRYDQQL
It appears obvious that the ‘ties that bond’ and the ‘shared ideas’ will have to do
with teaching and learning and the suggestion is that where these are the basis of
the relationship between teacher and pupil, there is an improvement in behaviour.
In addition, recent research has shown that there is a ‘need for a wider discussion of
WKHFXUULFXOXPDQGSHGDJRJ\RIVFKRROV«· /OR\G et al LQVXSSRUWLQJ
children experiencing SEBD. Furthermore, schools that consider themselves
successful in supporting young people, ‘…were committed to keeping pupils ‘on
WUDFN·DQGHQJDJHGLQOHDUQLQJ· 7XUQHUDQG:DWHUKRXVH 
7KH'7*LVDJDLQDZDUHRIWKHHIÀFDF\RIWKLVDSSURDFKLQHOLPLQDWLQJVRPH
EHKDYLRXUDOGLIÀFXOWLHV
It seems clear that where appropriate consideration is given to learning
and teaching approaches and where the quality of learning and teaching is
consistently high, with the appropriate balance of challenge and support
enshrined within an atmosphere of high expectation, discipline problems
FDQEHUHGXFHGVLJQLÀFDQWO\ 6(('
In order to do this, the starting point has to be pupils’ learning and not their behaviour.
Beginning with students’ learning also suggests the kind of behaviour that is most
appropriate for our students, namely, learning behaviour. However, the concept
of ‘learning behaviour’ and the process of how we go about developing it require
some illumination.
Approaches to dealing with the learning of young people who are underachieving,
LQFOXGLQJWKRVHH[SHULHQFLQJ6(%'WHQGWRIDOOLQWRWKUHHFDWHJRULHV7KHÀUVWRI
these is at the individual level. Typical strategies include the use of commercially
produced programmes such as Successmaker, Individualised Education Plans or
therapeutic approaches such as solution-focused therapy. The second category aims
to deal with learning through strategies to address particular areas of the school’s
FXUULFXOXPVXFKDVUHDGLQJ 7RSSLQJ DQGPDWKHPDWLFV 7RSSLQJDQG%DPIRUG
 VRPHWLPHVVXSSRUWHGE\SHHUVRUSDUHQWV 7RSSLQJ7RSSLQJDQG(KO\
 7KHWKLUGFDWHJRU\HQWDLOVH[SORULQJPRUHJHQHUDOLVHGWKHRULHVRIOHDUQLQJDQG
adapting them to the context of the learning of young people experiencing SEBD.
([DPSOHVRIDSSURDFKHVLQWKLVFDWHJRU\ZRXOGLQFOXGHDFWLYLW\WKHRU\ 'DQLHOV
 DQG)HXHUVWHLQ·V,QVWUXPHQWDO(QULFKPHQWSURJUDPPH +HDGDQG2·1HLOO
  :KLOVW DSSURDFKHV LQ WKH ÀUVW WZR FDWHJRULHV PLJKW EH FRQVLGHUHG WR EH
currently part of schools’ and teachers’ repertoire, perhaps strategies in the third
category are less commonly found. Where they do exist, they tend to be embedded
within programmes and subjects such as Cognitive Acceleration through Science
LQ(GXFDWLRQ $GH\DQG6KD\HU ,QWKLVIRUPWKHHPSKDVLVDSSHDUVWREHRQ
what pupils do within the metacognitive process, whilst the underlying pedagogies
receive less attention.
One potential source of enlightenment on how teachers can develop learning
behaviour for young people experiencing SEBD, therefore, may lie in the concept
of metacognition and a mediational style of teaching. The next section considers
the possibilities offered by this approach.
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LEARNING, BEHAVIOUR AND METACOGNITION

7KHHIÀFDF\RIPHWDFRJQLWLRQLQOHDUQLQJKDVEHHQUHFRJQLVHG $GH\DQG6KD\HU
$VKPDQDQG&RQZD\6KD\HUDQG$GH\ DQGLWVLQWURGXFWLRQLQWR
VFKRROEHHQWKHVXEMHFWRIUHVHDUFK 0F*XLQHVV:LOVRQ 7KHUHLVGHEDWH
about whether or not it should be taught as a discrete programme or infused into
particular subject areas. Thus we have seen the appearance in schools of programmes
EDVHGRQWKHZRUNRI5HXYHQ)HXHUVWHLQ·V,QVWUXPHQWDO(QULFKPHQW ,(  )HXHUVWLHQ
et al. 0DWKHZ/LSPDQ·VSKLORVRSK\DQGWKLQNLQJIRUFKLOGUHQ /LSPDQ
 DQG5REHUW)LVKHU·VXVHRIOLWHUDWXUHIRUFKLOGUHQ·VWKLQNLQJ )LVKHU
 HDFKRIZKLFKSURYLGHVDFRQWH[WLQZKLFKOHDUQLQJFDQEHDGGUHVVHG
as a metacognitive process which is then bridged into other contexts.
At the same time, ‘infused’ programmes aimed at cognitive acceleration have
arisen most notably in science and maths but accompanied by a slow expansion into
a range of curricular areas.
7KH EHQHÀWV RI HDFK RI WKHVH SURJUDPPHV KDV EHHQ UHVHDUFKHG WR JUHDWHU RU
OHVVHUGHJUHHV LFHOSUHVHDUFKUHSRUWVDYDLODEOHDWZZZLFHOSRUJDVSPDLQDVS DQG
WKHLUHIIHFWLYHQHVVGLVFXVVHGLQWKHOLWHUDWXUH $GH\DQG6KD\HU$VKPDQDQG
&RQZD\+HDGDQG2·1HLOO +RZHYHUZKLOHSURJUDPPHVIRUOHDUQHUV
have been produced, the implications for teachers of adopting a metacognitive
approach to learning have not received the same attention. The one notable exception
is Carl Haywood’s mediational style of teaching – which he incorporates as part of
%ULJKW6WDUWKLVPHWDFRJQLWLYHSURJUDPPHIRU\RXQJOHDUQHUV +D\ZRRG 
What may be helpful for teachers to look at is how the pedagogy inherent in a
metacognitive approach to learning can be transferred into teaching in any context,
WKHUHE\DOORZLQJWHDFKHUVWRDGGUHVV6(%'DVDOHDUQLQJGLIÀFXOW\UDWKHUWKDQD
EHKDYLRXUDOGLIÀFXOW\,QGRLQJWKLVWKHULJKWVRIDOOFKLOGUHQWROHDUQDQGWKHULJKW
of the teacher to teach become enmeshed as part of the one process and are not seen
in terms of competing rights.
Before examining what one mediates for, it might be helpful to consider what is
meant by mediation and how it differs from instruction, transmission or other modes
of teaching. The idea of a mediational style of teaching was developed from the work
RI5HXYHQ)HXHUVWHLQDQGKLV,QVWUXPHQWDO(QULFKPHQW ,( SURJUDPPH )HXHUVWHLQ
et al ,(LVSRVLWHGRQWZRPDLQFRQFHSWVRQHRIFRJQLWLYHPRGLÀDELOLW\
and another of mediated learning. Feuerstein argues that the difference between a
mediation and an interaction lies in how the adult intervenes between the child and
the world in a way that allows the child to understand the world better. For example,
an interaction might be a request such as ‘Could you close the door, please’. The
child can choose to grant or refuse the request on as little grounds as she or he felt
like doing it or not doing it. A mediation, makes this less likely by offering some
grounds for carrying out the request eg ‘Could you close the door please, there’s a
draught and we’ll all catch cold.’ Here, the teacher has introduced the notion of cause
and effect and supplied a reason why the child might want to carry out the request.
&KLOGUHQFDQRIFRXUVHVWLOOUHIXVHEXWLQGRLQJVRWKH\DUHKDYLQJWRMXVWLI\ HYHQ
LQZDUGO\ ZK\WKH\GRQRWKROGWKHUHDVRQJLYHQE\WKHWHDFKHUWREHLPSRUWDQW
enough or why they hold some reason for not closing the door to be more important.
Even if they refuse, the teacher can take the discussion forward on the basis of the
reason rather than any perceived instance of misbehaviour, thereby challenging the
child’s thinking process rather than their behaviour. Again, how this would be done
ZRXOGHQWDLOPHGLDWLRQZLWKLQDPHWDFRJQLWLYHFRQWH[WVRWKDWWKH¶FRQÁLFW·LVXVHG
as a learning opportunity.
0XFKRIZKDW+D\ZRRGGHVFULEHVDVPHGLDWLRQ +D\ZRRG ZRXOGDSSHDU
IDPLOLDU WR XV DOUHDG\ DV ¶JRRG SUDFWLFH· DQG WKLV LV RQH EHQHÀW RI FKRRVLQJ WKLV
approach; it takes what teachers are already good at and builds on it. Indeed, the
'7*UHSRUWLWVHOIRIIHUVDQH[DPSOHRIWHDFKHUPHGLDWLRQLQVHFWLRQV²LQ


LWVVXJJHVWLRQVIRUURXWLQHFODVVPDQDJHPHQW 6((' +D\ZRRG  
argues that, ‘a teaching style is concerned not only with what one teaches but
primarily howRQHWHDFKHVLW· S +HWKHQJRHVRQWROLVWWKHVL[PRVWLPSRUWDQW
criteria of a mediated learning experience. These are mediation for intentionality,
transcendence, communication of meaning and purpose, feelings of competence,
regulation of behaviour and shared participation. He then describes the most useful
mediating mechanisms of process questioning, bridging, challenging or requiring
MXVWLÀFDWLRQ WHDFKLQJ DERXW UXOHV DQG HPSKDVLVLQJ RUGHU SUHGLFWDELOLW\ V\VWHP
sequence and strategies. Exactly how these are realised in the classroom is entirely
down to the teacher, thereby empowering the teacher to address the learning of all
WKH FKLOGUHQ LQ KHU FODVV +D\ZRRG UHFRJQLVHV WKDW ¶7KHUH DUH DV PDQ\ VSHFLÀF
ZD\VWRPHGLDWH«WRFKLOGUHQDVWKHUHDUHJRRGPHGLDWRUV· +D\ZRRG 
However, it may be advantageous to take one of his criteria and consider how it
might play out in a class.
The most obvious example in the context of behaviour and learning is mediation
IRUUHJXODWLRQRIEHKDYLRXU7KLVFDOOVLQWRTXHVWLRQWZRDVSHFWVÀUVWO\WKHNLQGRI
behaviour we want to mediate for, and secondly how we might create the context
which not only encourages it but actively allows for it.
When faced with questions of what constitutes acceptable and unacceptable or
appropriate and inappropriate behaviour, colleagues usually describe something that
looks like polite and impolite behaviour, respectively. This may well be the kind
of behaviour that, traditionally, we have come to argue needs to be prevalent for
learning to take place. However, it does not guarantee that learning is taking place;
a child might be quiet enough and busy but such behaviour may only indicate that
WKHVWXGHQWLVSHUIRUPLQJZHOODQGPD\QRWDFWXDOO\EHOHDUQLQJ 'ZHFN 
Perhaps, therefore, the kind of behaviour that we might like to regulate for could be
termed as learning behaviour. Again, Haywood’s own criteria and the metacognitive
process provide some answers.
7KHÀUVWVLJQWKDWOHDUQLQJLVWDNLQJSODFHPLJKWEHWKDWWKHVWXGHQWVDUHLQYROYHG
LQSODQQLQJEHKDYLRXU7KH\ZLOOPDSRXWDQGGHÀQHZKDWWKH\KDYHWRGRDQGGHYHORS
DVWUDWHJ\DQGWDFWLFVIRUGRLQJLW7KHSODQVWUDWHJ\DQGWDFWLFVZLOOEHMXVWLÀHGLQ
terms of previous learning or a hypothesis on something as yet unknown that will be
tested in the course of carrying out the task. Whilst carrying out their task, students
will be reviewing their work, comparing it with the criteria for success and thereby
generating the information they need to know whether or not their work is good
ZRUNDQGZKDWWRGRDERXWLWLILWLVQRW3RVWWDVNWKHUHZLOOEHUHÁHFWLRQRQZKDW
has been learned and how it can help the student in future contexts in class, in the
school and beyond. Throughout this process, the students will have been active in
their own learning, generating the knowledge they need to accomplish their task,
DQDO\VLQJVXFFHVVFUHDWLQJVWUDWHJLHVIRUGHDOLQJZLWKGLIÀFXOWLHVDQGUHÁHFWLQJRQ
what they have learned and its usefulness in the world at large. As well as creating
the wherewithal to perform the immediate task, the students are also developing
WKHLQVLJKWDQGXQGHUVWDQGLQJWKDWLVUHTXLUHGWRMXVWLI\EHLQJLQVFKRROLQWKHÀUVW
place.
A mediational style of teaching allows the teacher to adopt the clear focus on
learning that research literature suggests successful dealing with SEBD in the
classroom. In doing this the teacher can address any emergent behaviour as part
of the learning context without mention of any behavioural incident. For example,
when asked to do classroom work, some young people might react by declaring
WKDWWKH\ÀQGWKHWDVN¶ERULQJ·RUE\LQVLVWLQJWKDWWKH\FDQQRWGRLW$QLQWHUDFWLYH
response might entail the teacher insisting or persuading the pupil that the work is
valuable and should be done. A teacher using a mediational approach, on the other
KDQGPLJKWZDQWWRH[SORUHZKDWLVPHDQWE\¶ERULQJ·RU¶GLIÀFXOW·DQGZKDWFDQ
be done to challenge and overcome apprehension, apathy or just plain reluctance.


Every learner will experience these feelings at some time and investigating how we
motivate ourselves and generate the information and knowledge we need to perform
DWDVNDUHHOHPHQWVRIJRRGOHDUQLQJEHKDYLRXU2IFRXUVHZLWKLQDGLIÀFXOWFODVVLW
is likely that this would not be a one-off experience but dealing with inappropriate
behaviour as a learning issue means that the teacher is mediating for the development
of learning behaviour for the whole class rather than spending an inordinate amount
of time attending to the poor behaviour of one pupil to the detriment of the learning
of the others in the class.
As a consequence of focusing on learning, the teacher creates the opportunity to
turn a potentially disruptive situation into a learning experience for everyone in the
class. Over time, as learning behaviour becomes the predominant feature of classroom
interactions, pupils begin to experience success, become more spontaneous and
DFWLYHOHDUQHUVDQGWKHUHTXLUHPHQWWRUHPRYHSUHYLRXVO\GLIÀFXOWSXSLOVEHFRPHV
OHVVRIDSULRULW\ +HDGDQG2·1HLOO 
CONCLUSION

If Better Behaviour - Better Learning is to be built upon, behaviour as part of the
learning process needs to be delineated. The process of achieving this is not simply
one of addressing the behaviour of young people perceived to be experiencing
GLIÀFXOWLHVEXWDPXFKPRUHFRPSOH[PDWWHURIVXSSRUWLQJDOOSXSLOVWHDFKHUVDQG
other adults through the development of pedagogies in nurture learning behaviour for
all. Whatever measures this may entail, whether or not they be about metacognition
and a mediational style of teaching, they should have a clear focus on the learning
of young people with SEBD.
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