
Enhancing Teacher 
Performance

Selig et al._9781475817874.indb   1 16-03-2016   12:13:57



Selig et al._9781475817874.indb   2 16-03-2016   12:13:57



Enhancing Teacher 
Performance

A Toolbox of Strategies to Facilitate 
Moving Behavior from Problematic 

to Good and from Good to Great

W. George Selig, Linda D. Grooms, 
Alan A. Arroyo, Michael D. Kelly, 

Glenn L. Koonce and Herman D. Clark Jr.

ROWMAN & LITTLEFIELD

Lanham • Boulder • New York • London

Selig et al._9781475817874.indb   3 16-03-2016   12:13:57



Published by Rowman & Littlefield 
A wholly owned subsidiary of The Rowman & Littlefield Publishing Group, Inc.
4501 Forbes Boulevard, Suite 200, Lanham, Maryland 20706
www.rowman.com

Unit A, Whitacre Mews, 26-34 Stannary Street, London SE11 4AB

Copyright © 2016 by Rowman & Littlefield

All rights reserved. No part of this book may be reproduced in any form or by any electronic or 
mechanical means, including information storage and retrieval systems, without written permission 
from the publisher, except by a reviewer who may quote passages in a review.

British Library Cataloguing in Publication Information Available

Library of Congress Cataloging-in-Publication Data
Names: Selig, W. George, author.
Title: Enhancing teacher performance : a toolbox of strategies to facilitate moving behavior 

from problematic to good and from good to great / W. George Selig, Linda D. Grooms, 
Alan A. Arroyo, Michael D. Kelly, Glenn L. Koonce and Herman D. Clark Jr.

Description: Lanham, Maryland : Rowman & Littlefield, 2016. | Includes bibliographical 
references.

Identifiers: LCCN 2015040974 | ISBN 9781475817874 (cloth : alk. paper) | ISBN 9781475817881 
(pbk. : alk. paper) | ISBN 9781475817898 (electronic)

Subjects: LCSH: Educational leadership—United States. | Teacher effectiveness—United States. | 
School personnel management—United States.

Classification: LCC LB2805 .S497 2016 | DDC 371.2/011—dc23
LC record available at http://lccn.loc.gov/2015040974

∞ ™ The paper used in this publication meets the minimum requirements of American National 
Standard for Information Sciences—Permanence of Paper for Printed Library Materials, ANSI/
NISO Z39.48-1992.

Printed in the United States of America

Selig et al._9781475817874.indb   4 16-03-2016   12:13:58



v

Contents

Preface� vii

1	 Effective School Leadership� 1

2	 Establishing an Open, Caring, and Positive School Climate and Culture� 5

3	 Four Stages of Motivational Development� 21

4	 Four Behavior Styles� 31

5	 Quality Teaching Indicators� 39

6	 Specific Problematic Teacher Issues� 55

7	 The Foundation of the Individualized Intervention Strategy System� 59

8	 How to Use the Individualized Intervention Strategy System� 65

9	 Individualized Intervention Strategies� 75

10	 Case Studies� 153

References� 165

Index� 167

About the Authors� 171

Selig et al._9781475817874.indb   5 16-03-2016   12:13:58



Selig et al._9781475817874.indb   6 16-03-2016   12:13:58



vii

Preface

Successful and, more importantly exemplary schools have at their core outstanding 
principals and teachers. In this book, it is our goal to propose what enables principals 
to move teacher behavior from problematic to good, or better yet what Jim Collins 
(2001) so eloquently refers to as good to great. While we provide insights, sugges-
tions, and very specific strategies that can be used by school leaders to encourage and 
promote essential teacher qualities, we also provide intervention techniques that will 
lead to improvement of many of the problematic issues that have for years been the 
bane of principals.

Serving as a reference tool, this book introduces both general and specific leader-
ship principles to develop a culture of teacher and consequently student success. How-
ever, while developing a positive school culture is a necessary step to this success, 
principals must often work with teachers on an individual basis to facilitate continued 
growth and increased productivity. There are a plethora of day-to-day teacher-related 
issues that must be faced ranging from absenteeism to inadequate writing skills and 
administrators need a set of constructs and an array of tools in order to face those 
daily challenges.

In developing the Individualized Intervention Strategy System (IISS), we borrowed 
heavily from our previous works in the areas of classroom management, resilience, 
character development, parenting, and communication skill building. We then com-
bined our extensive experience as building and school district administrators to design 
various strategies to meet a myriad of problematic behaviors. We further validated 
these strategies with additional seasoned school leaders who currently serve in K-12 
administrative posts.

We begin this work in chapter 1 by establishing the importance of the principal-
teacher relationship. Chapter 2 follows offering some general challenges the principal 
may face but if handled correctly can be used to facilitate an open, caring, and positive 
school climate and culture. In chapters 3 and 4, we introduce four stages of motiva-
tional development and four behavioral styles, which are at the core of our IISS. Once 
the core is established, in chapter 5 we highlight four skill clusters of quality teaching 
and how those relate specifically to motivation stage and behavior style. In chapter 6, 
we move deeper into the IISS by providing a list of specific problematic issues that 
often arise. These 38 common challenges serve as a starting point as you begin to use 
the system. Once an issue is identified, the principal will assess the stage of motivation 
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viii	 Preface

and the behavior style of the teacher to best select from one of the 304 strategies most 
likely to be effective in correcting the attitude or behavior in chapters 7–9. We con-
clude in chapter 10 by providing two case studies to show the IISS in action. The goal 
is to raise the capacity of a teacher by identifying the problem behaviors and matching 
them with intervention strategies ranging from slightly to extremely intrusive. Each of 
the first seven chapters concludes with reflective questions to ponder.

It is our hope that this material can be used on the run so to speak so that you, the 
principal, can effectively intervene in any situation with a variety of strategies avail-
able to you and have even more in reserve if necessary. Many school leaders have told 
us that this book is an easy reference that dramatically increases their understanding of 
teacher behavior and exponentially increases the number of strategies and techniques 
available to them when dealing with challenging situations.

In summary, this book not only helps principals look at themselves in terms of 
their leadership abilities, but also helps them look at their strengths and weaknesses 
in working with teachers. It provides a way forward for those principals who desire to 
create an encouraging and redemptive milieu in their schools, working alongside the 
teachers in a true partnership. Hopefully you too will find it a practical resource as you 
build an exceptional educational team in your exemplary school.
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Chapter 1

Effective School Leadership

There is one single factor common to every educational change initiative, whether it 
be teacher satisfaction, improved student achievement, or safe and secure schools: the 
quality of the principal-teacher relationship. When relationships are good and people 
feel valued and respected, they are willing to go to great lengths to work together to 
solve the issues that confront them.

The Professional Standards For Educational Leaders, formerly referred to as the 
standards of the Interstate School Leaders Licensure Consortium (ISLLC), clearly 
address the need for building relationships as one of the key components of quality 
schools. As promising as the training that accompanies these standards may be, there 
is still the immediate need of helping principals deal with the very difficult aspect of 
facilitating teacher growth and catapulting them to excellence in an environment that 
is increasingly more demanding and, unfortunately often less and less forgiving.

These standards as well as other federal and state educational initiatives have also 
heightened the need for administrators to assist teachers in facing student academic 
achievement and behavioral challenges. While these challenges are often related to 
teacher skill deficits and/or nonproductive teacher behavior, administrators often 
report that the tools needed to meet these challenges were not provided in their 
principal preparation training, as noted in Levine’s 2005 study, “Educating School 
Leaders.”

The Principal Leader

As the leader of the professional teaching staff and the coordinator of a cadre of clas-
sified personnel, the principal remains the key to whether a school is considered a 
pleasant and productive place to work. For decades, principal training has focused on 
leadership style and theory, and while these are important components of leading a 
quality school, the glue that holds a school together and allows the leader to deal with 
the tough issues is the quality of the relationship between the principal and the teacher.

Principals have the ability to improve relationships with teachers by attending to 
those aspects of the principal-teacher relationship that build trust, collegiality, and 
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2	 Chapter 1

commitment. It is the responsibility of the leader to be the consummate relationship 
builder—encouraging, motivating, and respecting each teacher as the valued person 
he or she is—as these daily interpersonal interactions are the barometer of what is 
happening in the school. A principal who is actively involved and clearly visible in 
the hallways as well as the classrooms, one who is cheerleading the efforts of the 
teachers, is the one who is actively providing the vision for the school in a positive, 
proactive manner.

Yet, even when the principal has a positive and encouraging manner, there is one 
area of the role that many, if not most, do not relish: handling the often difficult teacher 
issues. The reality is that difficult issues, if ignored, can become like a cancer in the 
organization, affecting everyone in a manner that becomes toxic to the entire school.

So if this measure of school toxicity is at stake, why do so many principals often 
ignore these issues until they reach monumental proportions? When queried, many, 
especially those new to their roles, believe they are inadequately prepared in this area.

One thing to keep in mind is that many teachers’ performance problems are related 
to not only professional development but also personal development. For example, 
how they deal with change, diversity, or conflict on the personal level often relates 
to how they execute classroom management and organization, develop positive rela-
tionships with students, and encourage student responsibility required for academic 
success. Our goal is to help you, the principal, address how to handle many of these 
difficult teacher issues in a way that builds the kind of school the public expects, ulti-
mately creating the kind of environment that not only empowers teachers but is also 
healthy and whole for all.

A leader’s role is never easy. Difficult decisions and situations confront the prin-
cipal on a daily basis, and it is the school leader’s responsibility to consistently make 
good decisions and to move the school in a positive direction. This can most effec-
tively happen if one maintains the heart of a leader.

The Heart of the Leader

As previously established, the success of every institution begins with the leader, 
which in education is the building principal. Whether the principal is successful or not 
has everything to do with what he or she believes, values, and dreams about, which 
exemplifies the heart of the leader or that to which he or she is committed. What a 
person believes deep down in the essence of his or her being and how that belief is 
played out through visible actions is the determining factor of the person’s success as 
a principal. Teachers and others with whom the principal interacts are motivated by 
those actions, and in the final analysis, the effectiveness of the school is in large part 
dependent on them. In fact, if there is a disconnect between the belief system of the 
principal and the teachers, effectiveness will often be minimized.

Teachers, like students, are quick to intuit the principal’s character and his or her 
commitment to them as individuals. While the organization does not become a caring 
and productive environment if the leader is self-absorbed or duplicitous, those schools 
that are great emanate from the individuals’—principals’ and teachers’—shared com-
mitment to each other driven by a genuine love for the students they serve.
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	 Effective School Leadership� 3

Regardless of where you stand in the endless debate of whether a leader is born or 
made, clear characteristics consistently surface in good and effective principals. These 
characteristics are essential in assisting teachers become successful within a safe, car-
ing, and productive learning environment. Good principals

1.	 Lead from the head and the heart. They think with their hearts as well as their 
heads. While they abide by the principles of the organization, they balance these 
responsibilities with care and concern, thereby creating win-win situations.

2.	 Model humility, recognizing their own humanity. They are quick to admit their 
mistakes and to see others’ mistakes as a learning tool. This creates an atmosphere 
of creativity and risk taking that empowers teachers.

3.	 Exemplify trustworthiness. They can be trusted. It is essential that they are indi-
viduals who follow through on what they say, who are not duplicitous, and who 
will be honest with others even in the most difficult situations. People need to feel 
that the person to whom they report is someone who will be there for them when 
the going gets tough.

4.	 Demonstrate a heartfelt caring. They genuinely care for the people with whom 
they work. They are not only interested in what happens in the classroom and in 
the building at large, but also interested in the teacher as a person. This extends 
to their interest in what is happening in the teacher’s personal life, not as an 
intrusive measure but as an expression of their care and concern for the teacher’s 
well-being. The caring principal is ready to step up and assist wherever necessary, 
even when the teacher has personal or family issues.

5.	 Offer genuine encouragement, quickly focusing on the positive and looking for 
opportunities to celebrate teacher success. They often reframe situations in such a 
way that even mistakes or bad decisions are viewed as opportunities to improve. 
Effective principals recognize that praise does not detract from them but serves to 
build confidence, competence, and self-esteem of the faculty they serve.

6.	 Maintain a sense of perspective. They have the ability to look at situations not 
only from their perspective but also from the perspective of others. This sense of 
perspective increases teacher confidence in them, which often results in the staff 
being willing to make sacrifices they normally wouldn’t make because they know 
they are listened to and heard.

7.	 Keep a sense of humor. They are quick to laugh at themselves and to see humor 
in even the darkest of times. They don’t take themselves too seriously, and as a 
result, the staff learns to feel less stressed, creating a culture of optimism.

8.	 Offer respect. They earn the teachers’ respect by being respectful. They realize 
that respect comes not from the position they hold but from how they treat others 
and how they are perceived.

9.	 Actively promote and help teachers grow and achieve new heights. They actively 
encourage teachers to seek new opportunities to improve their teaching and to set 
higher goals for themselves that might even result in them moving to other posi-
tions that may be outside the building.

10.	 Are loving. Ultimately, great principals are those who are seen by the teachers as 
fair and honest, constantly encouraging them to strive for even greater excellence, 
those who love and care for them.
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4	 Chapter 1

The best principals are those who build positive and meaningful relationships with 
teachers, parents, and students and do so in an others-oriented manner. Sometimes 
this even means knowing when the “fit” of the teacher is not the best for the school 
or even for the profession. Principals who embrace the thought that their role is to 
empower and encourage others and who are accountable for their actions are the ones 
who build the most loyal and forgiving staff and who partner with them in creating 
an exemplary school.

_________________________________________________

Chapter 1 Questions to Ponder

1.	 If I randomly select five teachers and staff and ask them what characteristics 
I exemplify as a leader, how would they respond? Do they think I try to work out 
win-win solutions to issues that arise? Do they feel empowered to creatively seek 
solutions to problems and become risk takers in doing so? Do they feel assured that 
even when the going gets tough, I’ll be there?

2.	 When was the last time I expressed an interest in what was happening in the lives 
of the faculty and staff apart from school?

3.	 When was the last time I was vulnerable and actually laughed at myself?
4.	 Do I routinely promote and encourage the teachers in my care to seek new oppor-

tunities to improve? 
5.	 In reflecting upon my day today, have I been fair and honest in my interactions 

with others?
6.	 What can I do to more visibly show that I have the heart of a leader?
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Chapter 2

Establishing an Open, Caring, and 
Positive School Climate and Culture

The heart of the leader exhibited through positive and meaningful relationships gener-
ally results in and is the result of an open, caring, and positive school climate and cul-
ture. Even in this generally positive environment, one must face the realities that each 
day principals are faced with a multitude of opportunities and challenges, and while 
each is different, some situations are recurrent. With those, it is important for school 
leaders to know how they will generally respond. In other words, having a general 
plan of action for everyday occurrences goes a long way in creating and maintaining 
a quality school.

If every situation is handled as though it is a new and unexpected event, chances are 
a principal will soon be overwhelmed by the mundane and not be prepared to handle 
the really significant situations that do happen. Instead, beginning with a general plan 
for the everyday challenges and then adapting and adjusting that plan as required to 
reach a principled solution, gives a supervisor a leg up and provides him or her the 
opportunity for taking immediate decisive action. Being able to move quickly with 
confidence gives the faculty and staff a sense of security knowing their leader is in 
charge and able to handle whatever situation arises. This confidence sets a positive 
tone while creating a sense of safety and security that carries through to every aspect 
of the environment. It also prevents everyday situations from snowballing into major 
incidents that can easily destabilize a school.

To provide insights into ongoing general trials that often plague an organization 
on a regular basis, we offer in this chapter some useful understandings around 15 of 
these issues as well as some guidelines into how they can be handled. While not an 
exhaustive list by any means, it is intended to provide a broad range of issues a school 
leader may confront and to provide him or her with sufficient information to develop a 
repertoire of responses that can serve as an initial base for responding. These strategies 
can be adjusted and adapted to meet the needs of specific situations and to provide a 
basis for further planning. We address the following general challenges that if handled 
correctly can be used to facilitate an open and caring culture:
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6	 Chapter 2

Building Credibility
Combating Excuses
Combating Rumors
Corrective Action for Results
Dealing with Crises
How to Contend with Job Pressure
How to Determine Faculty and Staff Needs
How to Handle Complaints
How to Learn from Mistakes
How to Listen Effectively
How to Run a Good Meeting
Motivating for Success
Planning Effectively
Promoting Change
Receiving Staff Cooperation

Building Credibility

There is probably no one aspect of leadership that matters more than being credible. 
Unfortunately credibility is not something you can speak into existence. Instead, it is 
something that is built over time. People want to be able to trust their principal, but 
in order for that to occur, you have to be worthy of belief and confidence. Credibility 
is built by being consistent and faithful to the charge you have as a leader and having 
the integrity to stand strong in the face of criticism or challenge.

Useful Understandings:

1.	 Credibility is important if you expect people to take risks and to make the commit-
ment to go the extra mile in order to better the organization.

2.	 Credibility is built by actions, not words, and can quickly be destroyed when these 
are not consistently aligned.

3.	 Credibility begins with a willingness to admit your mistakes.

Guidelines:

1.	 Be sure when you say you are going to do something that you can in fact make it 
happen, and if it is questionable, be willing to admit that you are going to try to do 
something but you don’t know for sure that you can make it happen.

2.	 Be willing to stand up for the faculty and staff and protect them in the face of 
attacks or criticism.

3.	 Be willing to discuss any issue as long as it doesn’t break confidentiality.
4.	 Demonstrate that you are putting the needs of others first.
5.	 Don’t over promise.
6.	 Consider questions and interruptions as opportunities for open dialogue.
7.	 Be candid when asked a question, even if you are uncomfortable.
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	 Establishing an Open, Caring, and Positive School Climate and Culture� 7

8.	 Communicate, communicate, communicate. People begin to lose trust when 
rumors are never dealt with or when there are major changes occurring they don’t 
know about.

Combating Excuses

Excuses are generally explanations of our actions designed to minimize their negative 
implications and to help maintain a positive image of ourselves. We tend to make 
excuses when we fear condemnation or recrimination for something we have done or 
failed to do. When excuses become a normal response, it is very detrimental to both 
the person and the organization.

Useful Understandings: 

1.	 People are less likely to defend themselves with excuses in an atmosphere that is 
supportive and noncondemning concerning failure and mistakes.

2.	 Leaders who never acknowledge their own mistakes or shortcomings tend to rein-
force excuse-making because they create an unforgiving atmosphere.

Guidelines:

1.	 Encourage confession of mistakes by example.
2.	 Remain nonjudgmental when hearing what sounds like an excuse because the per-

son may really have a valid reason for doing or not doing what you had desired.
3.	 Attempt to understand the root of the excuse-making rather than just the symptom 

if you want to make real changes in the person’s behavior.
4.	 Use praise and affirmation often. Employees who are secure in their positions and 

themselves are less likely to make excuses.
5.	 Make sure employee expectations are realistic if you want to avoid unnecessary 

excuses.
6.	 Before taking any action, try to understand why people tend to be making excuses.
7.	 Focus on fixing the problem and not on blaming. Over time, this serves to expo-

nentially reduce excuse-making.

Combating Rumors

Rumors are the bane of every organization. The more people feel left out of what 
is happening, the more they tend to engage in rumor mongering. Rumors cannot be 
eliminated, but they can be curtailed significantly depending on how they are handled.

Useful Understandings:

1.	 An organization that has fear, has poor communication, has limited skills, or lacks 
a clear vision lends itself to rumors.
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8	 Chapter 2

2.	 Rumors start when there is a need for communication and it is not forthcoming. In 
those situations, facts are combined with individual perception and sold as truth.

3.	 Information is power, and when employees have information that will advance their 
status, they easily fall prey to sharing information that often is only partially true.

4.	 Sometimes rumor-spreading or gossip-sharing are the vehicles used to get revenge, 
and in the social media era, this damaging information can go viral almost 
instantaneously.

Guidelines:

1.	 Curtail rumors by providing employees with as much information about any action 
or plan that is being considered as is humanly or legally possible.

2.	 Establish a culture in the organization of appropriate silence regarding confidential 
issues and reinforce it regularly, taking necessary steps when confidentiality has 
been broken.

3.	 Address the issue at hand and immediately share as much as possible when rumors 
begin.

4.	 Encourage people to ask questions without fear and make yourself open to answer-
ing any question that is legitimate.

5.	 Develop mechanisms so that people know how to get their questions answered.
6.	 Schedule meetings to address issues surrounding gossip.
7.	 Choose a person to serve as a mediator to deal with gossip or the rumor in question 

when they are of a personal nature.

Corrective Action for Results

The need for corrective action is something that occurs yet is often done haphazardly, 
resulting in an environment that eats away at the very fabric of the organization. When 
attention to discipline is avoided by the administrator, problems tend to mount, and 
then when discipline is used, it becomes far too punitive and does not result in positive 
change. Learning the best timing for when to correct is as important for a principal to 
know as understanding the purpose and nature of the discipline.

Useful Understandings:

1.	 Good leaders create a productive working environment in which the enforcement 
of rules and procedures is a natural process because everyone knows, understands, 
and accepts the expectations.

2.	 Disciplining someone through punitive measures alone does not enhance job 
performance or foster loyalty or commitment. Instead, it often breeds resentment 
further impairing job productivity.

3.	 Discipline can be most beneficial when one has the opportunity to collaboratively 
engage in problem-solving with the supervisor and when they mutually agree upon 
a plan to change the behavior.
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4.	 Supervisors need to intervene in developing issues rather than waiting until there 
is an incident that requires more formal efforts. This can only happen successfully 
when a good relationship has been established.

Guidelines:

1.	 Identify the underlying cause for actions that require supervisory intervention.
2.	 Make sure you deal with facts and not innuendoes or rumors.
3.	 Discuss the problem in a nonthreatening manner with the attitude of trying to 

understand the core issue.
4.	 Problem solve with the employee, looking for a way to address the issue and to 

ultimately change the behavior.
5.	 Make sure clear expectations have been discussed before closing the meeting.
6.	 Utilize facts when helping the employee understand organizational policies and 

procedures regarding the type of incident being discussed.
7.	 Actively listen in order to maximize the chance that you will be successful in 

overcoming resistance.
8.	 Be prepared to offer whatever it takes for the person to get back on the right 

track, which may include coaching, mentoring, or even special adaptations.
9.	 Help the individual understand the need to assume personal responsibility 

for his or her issues or behaviors and that there is a need for change but if 
he or she does not, then be ready to take more formal means of changing the 
behavior.

10.	 Understand the general course of disciplinary efforts for your organization:
a.	 Facilitate an oral discussion in an informal setting where the problem can be 

openly addressed.
b.	 Follow up with a written memo laying out the problem that needs to be 

addressed and the plan of action.
c.	 Place the individual on probation for failing to live up to the written memo.
d.	 Suspend the individual.
e.	 Terminate if necessary, but be sure to exhaust all corrective actions before 

formally terminating an individual.

Dealing with Crises

Crises occur in any organization, and even though you cannot plan for them, there 
are some commonsense strategies that you can use to not only avert them but also 
deal with them when they do occur. It seems that crises occur most often when 
there is a loss of something important or of value. It can be a tangible thing such as 
an unexpected conflict with a student, parent, or another employee, or it could be 
something that is perceived to threaten another’s status or position. Whatever the 
cause, a crisis is generally a situation where a person’s normal coping abilities or 
methods seem to not work and a new and different approach needs to be found in 
order to end it.
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10	 Chapter 2

Useful Understandings:

1.	 Crises are pivotal points that bring opportunities for positive change and growth.
2.	 If the staff does not realize the importance of ongoing two-way interaction, they 

may interpret this as uncertainty or indecisiveness and it may increase the likeli-
hood of confusion.

3.	 Make sure in a crisis that you have people with the technical skills to maintain a 
productive dialogue with each other and who have sufficient time for consultation.

4.	 If staff are unable to be productive during a crisis, then you as the leader must 
exercise your position power and move forward to solve it, but even in this mode, 
be sure to involve as many people as necessary and communicate with all involved.

5.	 During a crisis, often you have to make split-second decisions. Still with a posture 
of maintaining effective two-way communication, revisit those decisions with the 
staff post-crisis.

Guidelines:

1.	 Prioritize what needs to be done during a crisis so that you don’t go down a mean-
ingless rabbit trail.

2.	 Over communicate with faculty and staff so they know what is happening and reas-
sure them at every opportunity.

3.	 Keep focused on what needs to be done and avoid extraneous issues that can be 
dealt with later.

4.	 Stay in charge during a crisis in a manner that is supportive. People are looking for 
leadership they can trust, but they don’t want to be left out.

5.	 Be sure you are present during the time of crisis or if not, be sure that you have 
trained someone to take the lead in your absence. People need to know that some-
one of authority is on site, on the scene, and involved in discussions.

6.	 Be prepared to fall on your sword if necessary. No one is willing to follow a leader 
who begins to double talk or disperses false information in order to avoid blame. 
It is critical that you take responsibility.

7.	 When the crisis is over, make sure you draw people together to discuss what hap-
pened, what worked, and how it could have been handled better. This will make 
the faculty and staff more comfortable in future situations that may be ambiguous 
and possibly lead to crisis.

How to Contend with Job Pressure

At one time or another, all of us feel pressure that can either be motivating or debilitat-
ing. As a principal, it is critical that you pick up on the cues when someone is begin-
ning to feel too much stress, and before it becomes a real issue, step in and provide 
assistance in helping the individual begin to successfully navigate through it.

Useful Understandings: 

1.	 Stress is the price of attempting to adapt to the demands of the environment.

Selig et al._9781475817874.indb   10 16-03-2016   12:13:58



	 Establishing an Open, Caring, and Positive School Climate and Culture� 11

2.	 As a reaction to something in the environment, stress causes some type of effect. Its 
true source is our interpretation or perception of the situation: what it means to us.

3.	 Stress can be positive when it stimulates motivation and achievement, while allow-
ing the individual to perform at a peak level. It can also be harmful depending on 
how the individual perceives the situation.

4.	 Signs of stress most often noticed are typically either physical or psychological. 
You may notice increased absenteeism due to a myriad of medical issues such as 
headaches, digestive disorders, or insurmountable fatigue triggered by insomnia, 
which may or may not be caused by anger, depression, or anxiety. Within the 
workplace itself, you may notice such things as moodiness, apathy, and even pho-
bias that are totally uncharacteristic of the individual.

Guidelines:

1.	 Recognize when a person is stressed and attempt to determine the cause.
2.	 Evaluate your expectations of the individual and determine if they are realistic or 

if perhaps you are creating the stress.
3.	 Be supportive and look for ways to encourage the person.
4.	 Encourage the employee to determine what they think is the cause of their stress. 

It may be personal and not work related at all, but merely manifests itself at work.
5.	 Have the employee evaluate his or her personal expectations and determine if he 

or she is realistic.
6.	 Determine if there are practical steps you can take that would help alleviate the 

stress such as adjusting schedules or rearranging work priorities.
7.	 Collaboratively establish a concrete plan to help handle the source of the stress 

and make sure you follow up and maintain necessary contact with the individual.
8.	 Help the person take one day at a time and keep the issues in proper perspective so 

they don’t become magnified in his or her mind.
9.	 Encourage the individual to take personal time and find ways to have fun.

How to Determine Faculty and Staff Needs

Assessing faculty and staff needs from a proactive approach is an ongoing respon-
sibility of school leaders. Too often needs do not surface until situations become 
serious and morale is affected. Part of a supervisor’s role is to continually assess the 
needs of the faculty and staff and to provide the necessary leadership and direction 
to let people know that you are not only aware of their needs, but that you take them 
seriously.

Useful Understandings:

1.	 Assessing faculty and staff needs is a way of showing commitment and love, which 
serves to motivate and give them a sense of being appreciated.

2.	 Understanding the knowledge, skills, and abilities of the faculty and staff is 
essential in determining their needs.
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3.	 In order for real needs to surface, it is imperative that there is a sense the workplace 
is a safe and nonthreatening environment for self-disclosure.

4.	 Active listening is key. It is not enough just to allow people to speak out; they 
must feel they have been listened to. The more people feel they are listened to and 
have a participating role in running the organization, the more needs will surface 
and the more they will do so early as opposed to later when they can become more 
unwieldy. 

5.	 As we meet the unsatisfied needs of the faculty and staff, we must keep the goals 
of the organization in the forefront of our decisions.

Guidelines:

1.	 Set aside regular formal and informal times to focus on assessing needs.
2.	 Attempt, to the degree possible, to meet the emotional needs of faculty and staff as 

it is the bellwether of whether meeting other needs will be sufficient.
3.	 Advocate ongoing training as it builds skill, increases confidence, and shapes esprit 

de corps within the organization.
4.	 Maintain attitude and actions that send the clear message that your job is to give 

faculty and staff the proper support and training necessary to ensure they will be 
the best they can be in the jobs they hold.

5.	 Listen actively.
6.	 Establish a prevailing level of trust, commitment, and honesty so you and your 

employees can collaboratively identify needs and solve problems during key times 
such as performance appraisals.

How to Handle Complaints

Complaints are a reality in any organization or relationship. The tone and basis for 
them can be key to understanding whether they are toxic or if they are simply a way 
of asking for a little attention. We all prefer to not hear complaints, but handled appro-
priately they can become an excellent tool for gauging the health of the organization, 
much like the canaries were for determining if the gases in the mine were at a danger-
ous level.

Useful Understandings:

1.	 Complaining may be some people’s way of receiving the attention they feel they 
can only get in this manner.

2.	 Complaints can be handled formally or informally depending on their nature.
3.	 Complaints from an individual employee may be a reflection of a larger number of 

people but this person is the only one willing to voice discontent.
4.	 Complaints may contain valid suggestions while cloaked in defensive or even 

offensive language.
5.	 Complaints should be taken seriously and attended to even if you think they are 

meaningless.
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6.	 Providing an effective mechanism for dealing with concerns will minimize 
complaining that is detrimental and toxic to morale.

Guidelines:

1.	 Maintain an open communication pipeline that encourages faculty and staff to 
come to you with concerns.

2.	 Be punctual in dealing with employees’ concerns or complaints. Allowing too 
much time to pass before doing so creates cynicism on the part of faculty and staff, 
lowering morale.

3.	 Handle complaints in a private and individual manner not only to protect privacy 
but to keep matters under control.

4.	 Avoid being defensive. When listening to complaints, try to restate the concern so 
that you understand it as well as its driving motivation. Do not argue as that only 
sends the message that nothing will happen.

5.	 Make sure you know what the person wants to happen with the complaint and then 
act accordingly in relation to its validity, type, and seriousness. Sometimes people 
just want to be heard and don’t want to have any action taken.

6.	 Make sure that individuals involved in a complaint walk away feeling respected 
and affirmed even if the matter did not turn out as they had expected.

How to Learn from Mistakes

Mistakes are a fact of life. Everyone makes them, but unfortunately too often we don’t 
learn from our errors. Instead, we repeat them and in doing so we begin to lose the 
confidence of those around us. Today, it seems people make mistakes and, too often, 
rather than owning them with personal accountability, they attempt to blame someone 
else. On the other hand, a successful leader not only accepts responsibility for his or 
her mistakes but attempts to learn from them.

Useful Understandings:

1.	 Mistakes happen to everyone and should be seen as learning and/or teaching 
opportunities.

2.	 When people feel free to take risks, the chance of mistakes occurs proportionately, 
yet the environment that promotes risk taking ultimately leads to greater success.

3.	 Mistakes can be turned into a positive experience, if handled correctly.

Guidelines:

1.	 Admit your mistakes. Rather than losing credibility, people tend to respect  more 
a leader who not only admits that he or she made a mistake but openly accepts 
responsibility for it.

2.	 Realize that all mistakes are not equal. Some are serious and will call for analysis 
and corrective action; however, mistakes that cause no harm to the organization or 
the people are learning opportunities. 
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3.	 Analyze your mistakes. If they are a reoccurring problem, they need to be exam-
ined for their cause. Oftentimes mistakes are simply the results of carelessness or 
inattentiveness, but they can also be an indication of a more serious character issue.

4.	 If you make a mistake, be open and upfront about it, and, if necessary, apologize 
to whoever is affected by it. This builds trust and openness in the organization. 
Don’t continue to blame yourself or others for an error. Move on. Try to resolve 
the reason for a mistake and change what is being done to cause it. Once you have 
done what is necessary to deal with the fallout from a mistake, shut the door on 
it and don’t rehash it over and over. Not only is this unhealthy, but it also lessens 
your leadership effectiveness.

How to Listen Effectively

We all like to think we listen effectively, but in truth most of us do not. We are busy 
thinking about what we are going to say next or thinking of ways we can rebut what 
the other person just told us. Listening effectively is an absolute must for any school 
leader’s success. It takes patience and forbearance to allow someone to finish speak-
ing when you feel they have misunderstood or they are in the wrong, but allowing 
someone to finish their comments before responding does wonders for relationships.

Useful Understandings:

1.	 Most people only truly hear 5–15% of what is spoken. Without a complete 
exchange of information, there is no suitable basis for action.

2.	 A person is a good listener when he or she shuts out distractions, asks direct ques-
tions, rephrases, doesn’t fake understanding, grasps themes rather than memorizes 
the details, puts aside his or her own desire to talk, and gives minimal encouragers 
as others speak.

3.	 Active listening facilitates all aspects of a relationship and helps people know they 
are valued.

4.	 Bad listening habits include faking attention, criticizing the tone, listening selec-
tively, breaking eye contact, and interrupting.

Guidelines:

1.	 Listen actively.
2.	 Recognize listening as a skill and practice it. Develop positive listening responses 

such as eye contact, attentive body language, reflecting feeling, paraphrasing, and 
clarifying.

3.	 Use open-ended questions to encourage more in-depth responses.
4.	 Be aware of emotional responses that may get in the way of the facts or issues. 

Your goal is to focus and refocus on the facts.
5.	 Find common agreement before disagreeing.
6.	 Put aside your preconceived notions.
7.	 Avoid making value judgments.
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8.	 Learn the receiver’s preferred communication style and speak to him or her in a 
way that will be heard.

How to Run a Good Meeting

Nothing can drain more energy or deplete a happy mood quicker than being in an 
unproductive meeting. In today’s world, meetings, which can be either draining or 
incredibly productive, seem to be a major part of everyone’s schedule. Having a spe-
cific and reasonable agenda before you go into a meeting can almost guarantee it will 
be profitable to everyone involved.

Useful Understandings:

1.	 Make sure you begin and end meetings on time, because if you start late, you will 
find that even on-time people will also begin to arrive late.

2.	 If you are going to run overtime in a meeting, it is a good idea to suggest that if 
those involved could stay for just another 10 minutes, you can complete the busi-
ness at hand and avoid the need for another meeting. That lets people know there 
is an end in sight and most of them are willing to hang in there with you.

3.	 People tend to need a bit of a warm up in which they catch up with what is happen-
ing in the lives of those who are in attendance. It sets a kind of family atmosphere 
and allows people the time to prepare themselves for the meeting. Just make sure 
it doesn’t go too long.

4.	 In every meeting you will find people who have ideas or thoughts and unless you 
draw them out, you will never hear what they have to say. Make sure you identify 
those people and when appropriate solicit their thoughts.

Guidelines:

1.	 Provide the agenda in advance whenever possible as this allows those in attendance 
to prepare and to bring other materials they think might be valuable.

2.	 Keep the meeting as brief as possible. As chair, it is your responsibility to stay 
focused, keep the meeting moving along, and ensure that peripheral issues don’t 
take over the agenda.

3.	 Allow for breaks if you anticipate a long meeting. People often need to catch up 
on other issues in their offices or use the facilities. If you do this, you will have 
fewer people getting up to leave the room during the meeting. It also keeps the 
time together focused.

4.	 Share the credit for any successes your meeting group has. If there is someone 
who has accomplished something special, acknowledge them. This builds group 
cohesiveness.

5.	 Don’t make people feel small by putting them down or by making them look bad 
in front of others.

6.	 Inject humor into your meeting. This keeps the mood light and maintains a more 
cooperative atmosphere.
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7.	 Avoid addressing personal issues during a meeting. This is not the place to settle 
them, much less is it the place to ignite emotions by belittling or embarrassing 
someone.

Motivating for Success

Motivating people is a must in any organization. Much literature tells us what it 
takes to motivate someone, but even then, it is still somewhat of an intangible. What 
motivates one person doesn’t necessarily motivate another, because, as we know, 
personal circumstances directly affect one’s outlook. We also know that how a per-
son feels about his or her job has a direct effect on their motivation. The key for the 
school leader is to understand a person’s desires, strengths, and particular talents and 
to assess what needs to happen in order for a person to be motivated and to do what 
is necessary.

Useful Understandings:

1.	 Behavior is goal directed, success oriented, and responsive to rewards. If you are 
to be successful in motivating, you need to be attentive to an employee’s personal, 
self-motivated goals, and his or her motivations for attaining those goals.

2.	 Variables contributing to high motivation are morale, job satisfaction, supervi-
sion practices, group cohesion, recognition, responsibility, and advancement 
opportunities.

3.	 Establishing personal relationships with faculty and staff is essential to building 
motivation.

4.	 Focusing on an employee’s strengths tends to encourage a positive attitude and 
promotes a motivating environment.

Guidelines:

1.	 Provide a safe and secure environment that encourages risk taking without reprisal.
2.	 Place employees in positions that utilize their strengths. This builds confidence.
3.	 Maximize the potential for motivating by

a.	 Identifying employees’ strengths,
b.	 Encouraging creativity and new ideas,
c.	 Providing a supportive environment,
d.	 Affirming the employee’s efforts,
e.	 Providing supervision on an as-needed basis focusing on coming alongside 

rather than on evaluation,
f.	 Making sure expectations and procedures are well known in order to provide 

structure and to avoid ambiguity which can quickly become a demotivator, 
and 

g.	 Creating a means for productive input, decision making, and problem-
solving. Employees who are affirmed and accepted become committed and 
motivated.
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Planning Effectively

Planning ahead is critical in leading a school. Too often, planning is paid lip service, 
and once plans are developed, they are seldom looked at because the tyranny of the 
immediate seems to take all of the time. Ultimately without proper planning, the orga-
nization takes on a chaotic sense that begins to undermine staff morale and leaves a lot 
of uncertainty as to where the organization is going. Good planning goes a long way in 
preventing that. While planning is a process that provides direction to an organization, 
it is not immutable. Good plans are subject to changes and revisions simply because 
that is the nature of the educational process. There are, however, things that can be 
done to plan effectively.

Useful Understandings:

1.	 Good planning is focused and goal oriented.
2.	 While long-term goals are generally aspirations, short-term goals need to be 

specific and doable.
3.	 Good planning involves all of the people affected by the plan, thus encouraging 

buy in.
4.	 Good planning is flexible planning.
5.	 Planning must lead to measurable outcomes.
6.	 Remember, there is a high correlation between good planning and high productivity.

Guidelines:

1.	 Take into consideration the strengths and weaknesses of the faculty and staff.
2.	 Answer key questions while in the planning process (e.g., Do we have the proper 

expertise to achieve our goals? What training and support will be needed? Do we 
have the resources needed to complete the plan?)

3.	 Delegate appropriately and don’t over depend on one individual.
4.	 Make sure everyone has a role in carrying out the plan.
5.	 Follow through on whatever you plan.
6.	 Monitor progress regularly, and if a change is required, involve the group again to 

make the necessary adjustments.

Promoting Change

Change is something we all talk about, but not many of us embrace. Many people fear 
change since it often upsets what we have been doing and leaves us feeling somewhat 
insecure. Creating productive and sustainable organizational change requires buy in 
from those involved.

Useful Understandings:

1.	 Change only occurs when people feel there is a need to change.
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2.	 Change often makes people uncomfortable and unwilling to risk.
3.	 People need a role model when considering change; otherwise it becomes 

frightening.
4.	 There is a prevailing fear among people when making a change, that it will not be 

successful and they may be held responsible. 
5.	 For change to occur, people want to know that things will be better than before and 

that it is personally advantageous.

Guidelines:

1.	 Decide exactly what change you want to occur and be sure you can explain clearly 
why the change is necessary.

2.	 Talk about the success of other organizations that have made similar changes.
3.	 Be prepared to sell the vision of change.
4.	 Identify people in the organization who are excellent change agents and get them 

involved in serving as leaders overseeing and monitoring its success.
5.	 Celebrate the successes of change frequently and take time to encourage and sup-

port those who are having difficulty.
6.	 Be prepared to make modifications if certain aspects of the change need some 

tweaking. Don’t buy into your change to the degree that there is no room for 
improvement.

7.	 Encourage assessment of the change and its process with the idea of how we can 
improve what we are doing, not who is to blame for any failures that occur.

Receiving Staff Cooperation

Getting staff to cooperate with administrators is another key to supervisory success. 
Position allows leaders to order something done but without a willingness on the part 
of employees to actively participate, cooperation is minimal.

Useful Understandings:

1.	 Small cohesive groups make for a greater sense of community than large imper-
sonal groups.

2.	 A feeling of membership is a must if cooperation is to be achieved.
3.	 Characteristics of a cooperative group are cohesion, honesty, acceptance, respon-

sibility, and trust.
4.	 Competitiveness is reduced when staff members feel secure and understand the 

value of their function.
5.	 Research has shown that a high percentage of employees are suspicious of other 

people’s motives and do not trust easily, so building trust goes a long way toward 
getting cooperation.
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Guidelines:

1.	 Ensure that goals and objectives are clear in order that a common starting point can 
be obtained. The clearer the expectations and understanding become, the greater 
the cooperation.

2.	 Ensure that lines of communication are open in such a way that faculty and staff 
feel they and their ideas are being respected.

3.	 Be open and interested in exchanges between yourself and employees. The more 
vulnerable you make yourself, the greater the trust.

4.	 Recognize and appreciate the group norm of the organization, as your goal is to 
create a cohesive group. Whenever possible get people to work in small groups 
where they can build familiarity, openness, and trust. As a small group, they 
become more proactive and are more free to speak up.

5.	 Encourage collaboration not only to equip faculty and staff, but also to give them 
roles of significance in the organizational operation.

6.	 Involve faculty and staff whenever possible. The more ownership they sense, the 
more likely they are to cooperate in a positive and significant way no matter how 
difficult the task.

While it is important to establish a positive climate and culture, it is also important to 
understand that none of us comes to school every day functioning at the highest level 
of emotional maturity. There are some days that because of personal, health, or emo-
tional reasons, we operate at a pretty low stage of motivation. For some, the general 
disposition might very well be self-absorbed or approval oriented which inhibits and 
often interferes with the ability to contribute in the most positive way. At other times, 
and hopefully most times, we are more relationship or, better yet, others oriented. The 
next chapter focuses on the four stages of motivational development, which all of us 
pass through on the way to developing a strong sense of self-efficacy.

____________________________________

Chapter 2 Questions to Ponder

1.	 Do I move quickly and confidently providing the faculty and staff a sense that I can 
handle whatever situation arises, while maintaining the heart of a leader?

2.	 What do I do to exemplify credibility within the building?
3.	 What do I do to facilitate an environment that is supportive and nonthreatening?
4.	 When was the last time I acknowledged a personal failure or mistake?
5.	 If I randomly selected five teachers and staff, would they say I lead by fear and 

intimidation or by encouragement and empowerment?
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Chapter 3

Four Stages of Motivational Development

While displaying the heart of a leader, exemplary principals are keenly aware that 
most quality teachers don’t just suddenly materialize; they pass through various stages 
of motivation as they grow and mature throughout their professional careers. The goal 
of the effective leader is to recognize these various stages in an effort to assist teachers 
move to the next higher level as they continue to strive for professional competence 
and exemplary performance.

As you explore these four stages, it is critical to remember that individual behavior 
is highly contextual. It is also critical to remember to never put anyone in a box. Just 
because they may act at stage one in one area doesn’t necessarily mean he or she may 
act that way in all situations. It also doesn’t mean they can’t change at the drop of a 
hat. Instead, these stages merely give us a starting point from which to begin in our 
goal of improving teacher performance.

Four Stages of Motivation

Adapted from Hersey and Blanchard (1982) and Selig and Arroyo (1989), the Four 
Stages of Motivation (see Textbox 3.1) provides a framework and an umbrella for 
examining teacher competence and self-efficacy.

At each level, a person makes a decision based on certain needs and his or her 
desires, sense of worth, confidence, and circumstances that arise. Generally we oper-
ate at one of the four stages, but sometimes we reach a new stage or even sometime 
slip to a lower level based on what is happening in our lives. The way we perceive the 

Stage 1: Self-Absorbed
Stage 2: Approval Oriented
Stage 3: Relationship Oriented
Stage 4: Others Oriented

Textbox 3.1  Four Stages of Motivation
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world has a lot to do with what stage of motivation we reach. It is hoped that over time 
all of us would be striving to reach stage four but in reality, that is not always the case.

As a principal you will have teachers at a variety of levels. One of your jobs is to 
work with these teachers to help them grow in their stage of motivation, because, as 
they grow, the better teacher they will become, the greater role they will play in build-
ing a productive and pace-setting school.

It is also necessary to look at yourself as a principal and ask yourself regularly, “Am 
I acting at the highest stage of motivation possible?” The lower your stage of devel-
opment, the lower the teacher’s general stage of development will tend to be since, 
in large part, you play a major role in determining the general level of motivation of 
your school.

The more you understand the stages of motivation, the better you will be at deter-
mining how best to interact and communicate with individual teachers. It is your role 
to encourage and counsel in a manner that will contribute to teachers’ growth.

Stage One: Self-Absorbed

Teachers at this stage, more often than not, are self-absorbed and need direct supervi-
sion and specific instruction in order to perform successfully. Often due to a lack of 
professional competency or its often accompanying self-efficacy issues, individuals 
functioning at this level are motivated by a need to survive. They tend to feel a lack of 
confidence in their ability to perform successfully so they need opportunities to master 
the basic routine tasks of the profession. Because this is a low-level stage of develop-
ment, principals may experience passive-aggressive behavior or even outright hostil-
ity as they work with these individuals, particularly if it is an issue of self-efficacy.

Stage Two: Approval Oriented

Driven by a need for approval, teachers at this stage tend to require less direct super-
vision as they demonstrate a better grasp of essential teaching skills. While often 
displaying a lack of confidence because they may be overwhelmed by the multitude 
of decisions required of them as a teacher, they are more able to assume responsibil-
ity for defined projects within the school. With encouragement, they increasingly 
demonstrate more willingness to attempt new teaching approaches or complex learn-
ing projects and they are much more willing to engage with other teachers in shared 
projects and activities.

Stage Three: Relationship Oriented

Focusing on relationships, teaching skill is demonstrably better due to an increased 
confidence level in the ability to stimulate students through knowledge and ideas. 
Teachers at this stage also are in the process of building close working relationships 
with their colleagues. They relish sharing ideas and often engage less proficient 
teachers by quickly offering assistance and encouragement. They have a clear idea 
of the processes involved in teaching and are excellent in promoting teacher-parent 
relationships.

Selig et al._9781475817874.indb   22 16-03-2016   12:13:59



	 Four Stages of Motivational Development� 23

Stage Four: Others Oriented

Teachers at this stage operate fairly independently. They not only perform admirably 
in the classroom, but also provide direction to the larger organization. They are truly 
teacher leaders and are able to adapt to almost any situation. They are confident, per-
severant, and extremely competent.

Motivating Forces, Motivation 
Indicators, and Identifying Behavioral 

Characteristics of the Four Stages

Maintaining an awareness of the motivating forces, motivation indicators, and the 
identifying behavioral characteristics of those at the various stages of motivation (see 
Table 3.1) enable principals to use the appropriate supervisory style to meet the needs 
of the individual and to assist him or her in moving to the next stage of growth. By 
addressing those needs, then you, as a principal, can help teachers gain confidence to 
continue in their development; however, if a teacher’s needs at a certain stage are not 
met, there is little chance he or she will develop the tools necessary for further growth.

Oftentimes difficulties in teacher performance are simply a matter of professional 
competence, and in those cases, they can be easily remedied with quality supervision 
and training. However, more often than not, a teacher’s stage of professional com-
petence relates to the person’s level of self-efficacy and reflects a particular stage of 
motivation.

Let’s look at a practical example. As a principal, you may want teachers to demon-
strate more flexibility in lesson planning. Your first strategy is to work with them to 
develop confidence in the skills they already possess and encourage them to take more 
risks in planning and implementation. Teachers at Stage 3 or 4 will more than likely 
not only accomplish this goal but also thrive as they take the necessary steps to do so. 
On the other hand, it is likely that teachers at Stage 1 or 2 will have difficulty because 
they lack confidence in their competence and, therefore, risk taking may result in 
them, losing what little security they do possess. If you provide a significant amount 
of structure, most teachers will begin to attempt some risk taking, even if they do so 
cautiously. The more protected and safe they feel as they do something new, the more 
likely they will be to take the next steps as their confidence increases.

Although teachers typically demonstrate the characteristics of one or possibly two 
general stages, that level may fluctuate depending on the stressors that are active in 
their lives at the time. In other words, teachers may demonstrate different stages of 
growth depending not only on their competence levels but also on a host of environ-
mental factors, the difficulty of the task, or even more noticeably, their stress level. 
Some of those stressors may be external to the school and some may be occurring 
within the school itself. As a principal, if one is to lead from both the head and the 
heart, it is imperative to be cognizant that these influences often determine the teach-
er’s current stage. With that in mind, you then need to focus on the critical quality 
issues and provide the kind of supervisory intervention necessary to encourage profes-
sional growth as noted in Table 3.2.
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Now that you are more familiar with the four Stages of Motivation, we encourage 
you to self-reflect before you begin to assess the behavior or attitudes of others. Once 
you have determined the Stage of Motivation, you can move to the next phase, look-
ing at Behavior Style.

____________________________________

Chapter 3 Questions to Ponder

1.	 In self-reflection, at what stage do I see my professional behavior and attitude? 
Which characteristics exemplify this?

2.	 Am I acting at the highest stage of motivation possible and if not, what can 
I change to do so?

3.	 What circumstances cause me to slip from one stage of motivation to another?
4.	 How am I sensitive to both the internal and the external stressors in the lives of 

others?
5.	 Do I feel confident in my ability to appropriately assess others without any type of 

judgmental attitude?
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Chapter 4

Four Behavior Styles

Over the years, researchers have identified and divided more than 1,600 personality 
patterns into four basic behavior styles: self-assertive, socially interactive, analytic, 
and accommodating. While all four styles are generally blended within any one 
individual, usually one or two exert the most influence on how that person behaves 
(Gregorc, 1979; Marston, 1979).

A behavior style is simply a set of observable behaviors, a way to categorize how a 
person will typically (re)act. Knowing these characteristics can be useful in predicting 
how that person will tend to communicate, learn, and respond in certain social situa-
tions. However, even if you can narrow a teacher’s behavior down to one or two most 
influential styles, principals need to guard against the tendency to put someone in a 
box. No one is locked into one or two specific styles as they will not always respond in 
the same way. They often tend to manifest different characteristics depending on the 
setting. For example, some adults behave quite differently at work and at home just as 
some students are seemingly different people with their friends and with their parents. 
Successful relationships depend on how well the principal is able to communicate 
with teachers manifesting each behavior style.

We have identified two dimensions of behavior that help to clarify the nuances of 
different personality tendencies: directiveness and responsiveness. Generally, people 
who want to control their environment are more directive, while those who adapt read-
ily to their environment are more responsive. These dimensions are independent of 
each other and remain more or less constant throughout one’s life. When the four basic 
behavior styles are placed in quadrants relative to these dimensions (see Figure 4.1), it 
becomes relatively easy to predict how people will behave in most situations.

In general, the population is equally divided into the four quadrants, and no gender 
or racial group dominates any one. Each quadrant has both positive and negative char-
acteristics and no one style or dimension is better than another. There are, however, 
situations where one style is more effective than another. As people become more 
self-confident, they learn to adapt their behavior style to the situation and to use the 
style that is most effective.
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32	 Chapter 4

Characteristics of the four behavior styles are detailed in Table 4.1, which provides 
further insight into the dimensions of directiveness and responsiveness. We have 
categorized the behavior style by emotional needs, general characteristics, strengths, 
weaknesses, communication style, and preferred learning styles. Again, these are ten-
dencies that can change depending upon the setting and circumstances of a particular 
situation.

Once you have identified a teacher’s stage of motivation and the prevalent behavior 
style, a personality profile will begin to emerge (see Table 4.2). With this informa-
tion, you will be equipped to identify the most effective methods of communication, 
to select appropriate motivational strategies, to avoid creating stress and additional 
behavioral problems, and to utilize the most effective supervisory style.

As you begin assessing the profile of others, it remains critical that you again self-
reflect to determine where you fall in this spectrum. Once you do, you will be much 
more effective as you guide and encourage teachers in their growth.

____________________________________

Chapter 4 Questions to Ponder

1.	 In self-reflection, which behavior style most accurately reflects my professional 
behavior?

2.	 How do I adapt my behavior style to meet the needs of others as necessary?
3.	 Do I tend to be more directive or more responsive?
4.	 What can I do to get out of my comfort zone to most effectively meet the needs 

of others?
5.	 As I assess others, do I put them in a box and if so, what can I do to change that?

Figure 4.1  Directiveness versus Responsiveness
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Stage 4 - Others Oriented
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Chapter 5

Quality Teaching Indicators

Before focusing on specific individual challenges and their subsequent intervention 
strategies, we begin by looking at the goal of quality teaching indicators. Quality 
teachers manifest many skills and attributes that make them outstanding. While it is 
possible to enumerate a multitude of talents and skills that reflect quality teaching, 
such a list quickly becomes unwieldy and loses focus in developing the wholeness 
needed to contribute to the overall development of teacher success. We have found that 
quality teaching indicators cluster into four major skills: Workmanship, Self-Control, 
Relationship, and Caring (see Textbox 5.1).

Workmanship Skills: Embody the characteristics essential to being a skillful, art-
ful, and committed teacher.

Self-Control Skills: Demonstrate the emotional maturity of an individual, often 
seen in a teacher’s ability to self-assess and be self-disciplined.

Relationship Skills: Exhibit effective communication abilities that allow one to 
encourage and motivate others such as listening intently, giving appropriate 
feedback, and engaging in productive problem-solving.

Caring Skills: Exemplify a deep appreciation of another’s situation characteristi-
cally resulting in action taken that truly helps another feel loved and appreciated.

The primary pillars of teacher success, these four skill clusters are clear indicators 
of whether an individual is truly an exceptional teacher or if and in what areas he or 
she may need additional assistance. By focusing on these four areas, it is possible to 
develop training and intervention strategies that contribute to both school and indi-
vidual success, but first, one must ascertain how you align these Skill Clusters with 
the Behavior Styles.
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Aligning the Skill Clusters with the Behavior Styles

Our research has led us to believe that certain behavior styles naturally align with 
certain skill clusters. For example, a teacher with a Self-Assertive behavior style will 
tend to have a closer affinity for Workmanship rather than Caring skills. The reason 
for this is primarily in the behavioral characteristics for the Self-Assertive style which 
tend toward an active/competitive involvement in tasks. While this affinity can take 
on a negative aspect if the teacher is operating at a lower stage of motivation, it is the 
area in which one would most likely see initial growth when the teacher becomes more 
mature and demonstrates more positive characteristics.

Like the affinity of the Self-Assertive teacher for Workmanship skills, other behav-
ior styles also have preferences. People with a Socially Interactive style tend to have 
an affinity for Relationship traits. The reason for this is again found in their behavior 
style. In their desire to make friends with others, socially interactive people are, as a 
rule extroverted, warm, outgoing, and highly sociable.

Analytic people have an affinity for Self-Control traits. Desiring order, these 
individuals often attempt to control themselves and their environment in an effort to 
maintain continuity and adhere to the rules. They try very hard to avoid conflict and 
tend to be very diplomatic in their responses to others, and more often than not, this 
is done displaying the minimum of emotion.

Having a high affinity for Caring traits, people with the Accommodating style are 
highly interested in feelings and are careful to avoid hurting others. Highly responsive 
and very patient, they are good listeners and have the ability to feel someone else’s 
pain.

Since all people have secondary behavior styles, it is often true that they will have 
some affinity for clusters other than the one directly related to their primary style.

While the Individualized Intervention Strategy System focuses on specific problem 
issues, supervisors who see the specific presenting problem as part of a larger issue, 
such as Self-Control or Caring, are able to develop additional strategies or interven-
tions that deal with not only the presenting problem but with the larger issue as well. 
This then maximizes leadership effectiveness.

Expanding the descriptions of the skills underlying each of the four pillars as they 
relate to teachers helps principals better meet the needs of those they lead.

Workmanship Skills

Qualities that demonstrate competence and the motivation to insure that things are 
done in an effective and efficient manner, workmanship skills are essential to one’s 
success in any profession. A teacher with good workmanship skills

1.	 Understands and keeps abreast of the academic discipline and is able to use this 
understanding to create new learning experiences;

2.	 Understands how students develop and provides learning opportunities supporting 
that growth;

3.	 Utilizes a variety of instructional strategies to benefit student learning;
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4.	 Creates a positive and motivating classroom environment;
5.	 Seeks to contribute to the effectiveness of the school in an active manner;
6.	 Possesses planning and organizational skills;
7.	 Is an active problem solver; and
8.	 Is flexible and adaptable in managing priorities.

As a principal probes to determine the level of competence a teacher possesses, he or 
she is also trying to gauge the underlying attributes that will empower the teacher to 
become one of quality and one who can become a teacher leader in the school. Here 
are some workmanship qualities to look for and questions to ask as you begin to assess 
your faculty:

1.	 Foresight: Do they seek opportunities to help others and participate in a helpful 
manner?

2.	 Self-starter: Do they take initiative for starting and finishing tasks?
3.	 Organized: Do they plan and organize themselves and their classes in a systematic 

manner?
4.	 Dependable: Can they be counted on to uphold commitments and expectations?
5.	 Responsible: Will they accept responsibility for their students, materials, behav-

iors, and assignments related to their roles?
6.	 Perseverant: Will they follow through regardless of the task or relationship 

difficulties?

Self-Control Skills

Self-control skills are often somewhat difficult to ascertain because many times it is 
only in stressful situations that one can see the level of self-control a person actually 
possesses. A teacher with good self-control skills

1.	 Manages his or her impulsivity and distressed emotions even in tense situations;
2.	 Can be counted on to act in a truthful and ethical manner;
3.	 Has an open mind and is not quick to judge;
4.	 Is quick to take responsibility for personal actions;
5.	 Demonstrates strong convictions and loyalty to the organization and people within;
6.	 Accepts opposition without personalizing it; and 
7.	 Adapts and is flexible to benefit others.

Here are some self-control attributes to look for and questions to ask as you begin to 
assess your faculty:

1.	 Restrained: Do they accept disagreement and conflict in a controlled manner, not 
personalizing it?

2.	 Open: Do they maintain an open mind, not judging the beliefs and actions of oth-
ers without good cause?

3.	 Principled: Do they live by a set of principles, beliefs, and values?
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4.	 Committed: Do they have strong convictions and remain steadfast to those even 
in the face of adversity?

5.	 Rule abiding: Do they have a strong sense of right and wrong, never breaking 
rules without good reason?

6.	 Compliant: Do they willingly accept rules and regulations?
7.	 Easygoing: Do they remain even tempered, not being easily offended or excited 

in the face of opposition?
8.	 Accountable: Do they accept responsibility for actions even if it means the disap-

proval of others?
9.	 Truthful: Are they honest to the point of even avoiding exaggeration?

10.	 Flexible: Are they willing to adapt and change if it benefits others?

Relationship Skills

Relationship skills are probably the primary key to one’s success. If a person has good 
people skills and only moderate workmanship skills, he or she is far more likely to 
keep his or her job than if the reverse was true under trying circumstances. In fact, if 
someone cannot get along with others, chances are he or she will often create a toxic 
working environment, becoming the bane of the principal and staff, rather than a qual-
ity teacher. A teacher with good relationship skills

1.	 Communicates thoughts and feelings effectively;
2.	 Wins people over;
3.	 Handles difficult people in a positive manner;
4.	 Listens actively;
5.	 Engages in open debate on issues without turning them into a win/lose situation;
6.	 Makes friends and builds social networks;
7.	 Enjoys working with people and building relationships with them;
8.	 Motivates others and helps create opportunities for change and growth; and
9.	 Makes the work environment a pleasant and inviting place.

Here are some relationship attributes to look for and questions to ask as you begin to 
assess your faculty:

1.	 Forthright: Do they state the truth while not taking advantage of a situation for 
personal gain?

2.	 Sensitive: Do they respect others while treating them with dignity?
3.	 Considerate: Do they focus on the needs of others?
4.	 Inclusive: Can they relate to all groups and actively include them in activities?
5.	 Loyal: Do they stand up for others, not abandoning them even when it may have a 

negative personal impact?
6.	 Discreet: Do they avoid talking about others behind their backs or sharing informa-

tion that may impact them negatively?
7.	 Honest: Can they be depended on to be honest, not expanding upon the truth for 

effect or personal gain?
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8.	 Agreeable: Do they make a concerted effort to get along with others even in dif-
ficult situations?

9.	 Humble: Do they give deference to others, not thinking too highly of themselves?

Caring Skills

Caring skills are those often intangible skills that make people feel like they belong 
and are an invitation to others to become a vital part of the school or other type of 
organization. They are the glue that holds the school together: faculty, staff, and stu-
dents. In a society that is loaded with many unsettling social issues such as the loss 
of jobs, family violence, and divorce, the value of caring cannot be underestimated. 
A teacher with good caring skills

1.	 Understands others by sensing their needs and showing an active interest and con-
cern for them;

2.	 Reaches out to others to meet their needs in a positive and uplifting manner;
3.	 Becomes an advocate for others who may not be able to advocate for themselves;
4.	 Demonstrates tolerance for others’ views and actions that are different or even 

unsettling;
5.	 Demonstrates sensitivity toward others’ weaknesses preserving their dignity;
6.	 Demonstrates mercy for others; and
7.	 Invests in helping others develop to their fullest potential.

Here are some caring attributes to look for and questions to ask as you begin to assess 
your faculty:

1.	 Sympathetic: Are they sensitive to the needs of others while caring for them?
2.	 Forgiving: Do they forgive others’ offenses, while not becoming resentful?
3.	 Respectful: Do they show respect for authority and for others they encounter?
4.	 Nonjudgmental: Do they demonstrate grace and sensitivity by not judging others 

quickly or negatively?
5.	 Optimistic: Do they look on the bright side of things and maintain a positive view 

even in the face of negative occurrences?
6.	 Kind: Are they sensitive to others, displaying gentleness in dealing with difficult 

situations involving them?
7.	 Sincere: Do they say things they believe to be true?
8.	 Tolerant: Are they accepting of others’ opinions and behaviors?
9.	 Available: Are they accessible to others showing little concern for their own needs 

and desires?
10.	 Trusting: Do they accept others at face value, not prematurely judging them?

Representing the foundational principles or quality teaching indicators that determine 
teacher success, these four skill clusters serve as a guide to better understand teacher 
needs and motivations. In this understanding, one is able to identify possible strengths 
and needs of individuals on the teaching team to determine the best strategies to facili-
tate positive teacher growth.
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Promoting Growth in the Skill Clusters

The goal of any principal is to promote growth within his or her building in order to 
create a quality school, and while the heart of the leader is critical in setting the envi-
ronmental tone, that is only the beginning. It is important for the principal to become 
very familiar with the principles associated with each of the four skill clusters. By con-
necting these principles to each of the four pillars of teacher quality, we believe we can 
maximize their effectiveness and can focus the use of the principles in a manner that 
relates them to specific outcomes. These principles are intended to create an ethos in 
the school and to build a climate of success and partnership that transcends the issues 
and challenges related to the day-to-day operation of a school.

Encouraging Workmanship Skills by 
Motivation Stage and Behavior Style

One would think that all teachers would possess good workmanship skills, but in actu-
ality, there are many who could become better teachers if they were to seek improve-
ment in this area. This may be true for some principals as well.

Workmanship skills are generally evident in a purposeful, clearly planned, and well-
ordered environment. This requires a sense of vision, attention to detail, and an ongo-
ing management system. Principals who desire to encourage workmanship must first 
be sure they are practicing those same traits themselves. Much like children, teachers 
and staff will model what they see, not what they are told. As a principal, you encour-
age and facilitate good workmanship skills when you

1.	 Establish clear goals and objectives for the school each year and revisit those 
regularly to monitor growth.

2.	 Facilitate teacher planning and organization through regular classroom visitations 
to offer encouragement and gauge progress.

3.	 Communicate clear standards and expectations as to how the school will operate 
and ensure that those standards are managed in an equitable manner.

4.	 Provide prompt feedback to teachers regarding issues and questions.
5.	 Make sure teachers know their efforts in the classroom and school are useful and 

meaningful and not just busy work.
6.	 Help teachers accurately self-assess in an open and nonjudgmental way so they 

willingly do so without fear of retribution or condemnation.
7.	 Empower teachers to assume responsibility and decision making in the life of the 

school.
8.	 Encourage risk taking by not only encouraging it, but also by making it safe to 

embark upon it.
9.	 Respond with “what happened” rather than “what did you do” when mistakes 

happen, which builds esprit de corps and motivate people to commit themselves 
to the organization even more.

10.	 Celebrate with teachers and staff when they have success, remembering you are 
merely the facilitator of their success, not the owner.
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11.	 Maintain a positive and encouraging manner even in the darkest of times.
12.	 Treat every teacher as a valued contributor not only to the school but to you 

personally.
13.	 Assume the responsibility when things don’t turn out as they should, not throwing 

teachers and staff under the bus.
14.	 Instill a spirit of cooperation by encouraging and promoting working together.
15.	 Reinforce the concept of team, downplaying the “I” while encouraging faculty 

and staff to join together in accomplishing the objectives that have been mutually 
agreed upon.

16.	 Remember to use the term “we” rather than “my,” communicating a team effort of 
shared responsibility rather than a sense of personal ownership, which mitigates 
against a sense of community and belongingness.

After a school leader implements this posture in his or her everyday skills and 
practice, in terms of workmanship skills, it is helpful to recognize the various actions 
associated with each of the stages of motivation and their accompanying behavior 
style (see Table 5.1).

Encouraging Self-Control Skills by 
Motivation Stage and Behavior Style

Self-control is a quality admired by everyone yet too often lost in fast-moving, stress-
ful situations. A good maxim to remember is that emotions never grow up; they are 
simply manifested in a different way. In today’s litigious world, self-control is a par-
ticularly prized virtue. As a principal, you encourage and facilitate good self-control 
skills when you

1.	 Show appreciation for respectful behavior at all times, but particularly those that 
are stressful.

2.	 Help teachers understand and implement effective conflict management tech-
niques, not assuming they know them.

3.	 Engage in problem-solving exercises with teachers and staff around issues that 
directly affect them so they feel free to share and seek out counselors when dif-
ficult scenarios arise.

4.	 Help teachers develop a long-range perspective rather than always expecting a 
quick resolution.

5.	 Maintain a calm authority in crisis situations, while ensuring the safety and secu-
rity of all.

6.	 Learn everything possible about complainers and their grievances in order to 
understand the issues and the basic attitudes behind the criticism with the goal of 
developing a common ground for moving forward.

7.	 Avoid power struggles when decisions are under fire. Explain decisions and, 
when appropriate, the rationale behind them, but don’t justify or apologize. This 
shows deference and respect while signaling an openness and willingness to hear 
concerns.
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8.	 Encourage responsibility for one’s actions and focus on the behavior and not the 
excuse, leaving people with their self-respect rather than denigration.

9.	 Criticize the task and not the person. Be as positive as possible with your admoni-
tions and advice.

10.	 Respond in a measured way rather than react to criticism by taking time to gain 
composure and accepting responsibility for your own actions. If in error, apolo-
gize for your actions.

11.	 Make sure all the facts are gathered before correction is given. Be consistent, 
dispassionate, and immediate whenever possible, always ending on a positive and 
upbeat note and respecting the individual.

12.	 Create a sense of success when teachers and staff demonstrate self-control, which 
not only encourages the proper handling of difficult situations but also sets the 
standard.

After a school leader implements this posture in their everyday skills and practice, in 
terms of self-control skills, it is helpful to recognize the various actions associated with 
each of the stages of motivation and their accompanying behavior style (see Table 5.2).

Encouraging Relationship Skills by 
Motivation Stage and Behavior Style

There is an old adage: when you die, they won’t read your resume at the funeral, they 
will talk about your relationships. As a principal, this adage should be foremost in 
your mind if you desire to build a close-knit school. A school that functions based 
on relationships is one that is most enduring and meaningful for all concerned. As a 
principal, you encourage and facilitate good relationship skills when you

1.	 Communicate effectively by remembering how you communicate is more impor-
tant than how someone responds. Be sure you do so in a loving, positive manner, 
ensuring your message is heard and received accurately. This will clarify ambigui-
ties and will solve many problems associated with miscommunication.

2.	 Prefer people to performance. Make sure teachers and staff know that they are 
more important than the tasks.

3.	 Don’t jump to conclusions. Make sure you gather all the facts and the conditions 
surrounding an incident.

4.	 Own your mistakes by accepting responsibility for them.
5.	 Learn to question appropriately. Don’t ask questions that are loaded, filled with 

stress, or lead you to get your preferred answer. Ask those that validate, encour-
age, and plead for a thoughtful response.

6.	 Create an atmosphere of respect and caring while engaging teachers and staff in a 
manner that fosters bonding, camaraderie, and harmony.

7.	 Provide opportunities for faculty and staff to get together to work on projects, to 
socialize, and to work on team building. This affirms each of the staff members 
while creating a collective bond.

8.	 Build trusting relationships by being open, honest, and encouraging.
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9.	 Share with the faculty and staff as much about decisions or the future plans as 
is possible. The more you are willing and able to share information and to seek 
input, the more open, honest, and trusting the staff will become.

10.	 Don’t let misunderstandings fester. Deal with them immediately in a positive, 
forthright, and honest manner.

11.	 Find ways to celebrate teacher accomplishments by encouraging them to present 
at workshops and conferences or to speak or demonstrate their skills at commu-
nity events. This projects a sense of pride and confidence in them.

12.	 Encourage shared governance of the school by involving teachers in as many 
planning and decision-making activities as is reasonable and appropriate.

13.	 Involve faculty in the hiring of new teachers. This builds a sense of esprit de corps 
and creates an attitude of excellence. Teachers want the best for their school and 
this affirms them as they select the best for their school.

14.	 Encourage mentoring relationships among the teachers and staff. Create the atti-
tude that we are all in this together and whatever we can do to help one another, 
we will do.

15.	 Don’t allow teachers to become isolated. Instead, involve them immediately in 
the fabric of the school. Especially with new teachers, come alongside them and 
ensure that they are handling the learning curve and be sure to provide them help 
quickly if you sense they are struggling.

16.	 Allow your love for the staff and students to show by your caring, your buoyant 
attitude, and your ability to laugh and keep things in perspective.

After a school leader implements this posture in their everyday skills and practice, in 
terms of relationship skills, it is helpful to recognize the various actions associated 
with each of the stages of motivation and their accompanying behavior style (see 
Table 5.3).

Encouraging Caring Skills by Motivation 
Stage and Behavior Style 

The statement “People don’t care about how much you know until they know how 
much you care” is no more valid than in a school. A principal who lives this creates 
a milieu within the school that is loving, trusting, open, and effective. As a principal, 
you encourage and facilitate good caring skills when you

1.	 Acknowledge considerate attitudes when you see them demonstrated, setting in 
place an attitude that permeates the entire school and quickly becomes the norm.

2.	 Demonstrate a heartfelt interest and concern for teachers and staff validating and 
exemplifying a genuine commitment to them beyond just the professional level.

3.	 Practice an open-door policy by making yourself available to listen, advise, and 
counsel when necessary.

4.	 Provide little acts of kindness and grace when dealing with personal matters that 
require flexibility and special consideration. You will reap a great harvest in both 
good will and commitment if you go that extra mile.
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5.	 Forgive when things don’t go as planned and feelings get hurt. It is a powerful tool 
and one that says “I love you” regardless.

6.	 Treat poor performance as an opportunity to learn and grow and not a “gotcha” 
moment. In these cases, provide whatever assistance is necessary to give a teacher 
the opportunity to be successful.

7.	 Approach a termination situation in a manner that is respectful, making leaving as 
painless as possible. Provide assistance in moving on and don’t react to the push 
back that might occur during times like this. You must clearly be the adult. Try to 
make it a beneficial experience even if in the short term; it may not seem that way. 
Always leave the person with dignity and self-respect.

8.	 Practice active listening. Let people say what they desire without interruptions 
and without providing them with a solution when all they want is to be heard.

9.	 Share your goals, thoughts, feelings, and expectations with the staff and invite 
them to do the same with you and with each other. Too often we don’t openly 
address the things that are closest to our hearts but instead focus primarily on the 
tasks before us. By laying out a picture of what we would like to be, a new and 
committed spirit envelops the school and people come together to create a shared 
vision.

10.	 Actively encourage tolerance and understanding of differences among faculty, 
staff, and students.

11.	 Demonstrate respect for others’ feelings, and name the emotions you and the staff 
members may be experiencing providing validation for the person, their feelings, 
and the reason behind their feelings.

12.	 Use notes to express sympathy, congratulations, or encouragement. Words are 
helpful, but a written note demonstrates a depth of caring far beyond.

13.	 Practice empathy, not sympathy, when comforting staff in a tense situation. Sym-
pathy puts you in the same place and feeling the same issues as the individual you 
are comforting, often blurring your rational thoughts concerning the issue. Empa-
thy, on the other hand, allows you to reach out to comfort another without getting 
so caught up in the emotional feelings to the point that you lose your objectivity 
and ability to maintain your problem-solving abilities.

14.	 Always listen for the emotions behind a person’s words. This allows you to deal 
with the feeling as well as the issue. By identifying the emotions, you can deesca-
late issues that could not be handled by a rational response. You need to respond 
to many issues both on an emotional level and in an objective manner.

After a school leader implements this posture in their everyday skills and practice, 
in terms of caring skills, it is helpful to recognize the various actions associated with 
each of the stages of motivation and their accompanying behavior style (see Table 5.4).

Once you are familiar with the quality teaching indicators and their four skill clus-
ters, it’s time to focus on some more specific problematic teacher issues.

____________________________________
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Chapter 5 Questions to Ponder

1.	 Which quality teaching indicators do I value most? Why?
2.	 Do I feel more comfortable with the characteristics and attributes associated with 

one skill cluster over another? Does this align with my own behavior style?
3.	 What can I do to ensure that I most appropriately meet the needs of all the teachers 

and staff in the building for which I am responsible?
4.	 What specifically do I do to encourage workmanship? Self-Control? Relationship? 

Caring?
5.	 How can I personally grow in these areas so I can best meet the needs of the teach-

ers in my care?

Selig et al._9781475817874.indb   49 16-03-2016   12:14:01



50	 Chapter 5
Ta

bl
e 

5.
1 

W
or

km
an

sh
ip

 S
ki

lls
 b

y 
M

ot
iv

at
io

n 
St

ag
e 

an
d 

B
eh

av
io

r 
St

yl
e B

eh
av

io
r 

St
yl

e

Se
lf-

A
ss

er
ti

ve
So

ci
al

ly
 I

nt
er

ac
ti

ve
A

na
ly

ti
c

A
cc

om
m

od
at

in
g

Self-Absorbed

•
	

Pu
sh

es
 a

he
ad

 w
ith

ou
t p

ro
pe

r 
un

de
rs

ta
nd

in
g

•
	

C
an

 b
e 

ov
er

ly
 c

on
fid

en
t

•
	

D
oe

sn
’t 

pa
y 

at
te

nt
io

n 
to

 d
et

ai
ls

•
	

Li
ke

s 
to

 w
or

k 
in

de
pe

nd
en

tly
•

	
Li

ke
s 

to
 c

om
pl

et
e 

ta
sk

s 
qu

ic
kl

y

•
	

Te
nd

s 
to

 b
e 

di
so

rg
an

iz
ed

•
	

A
vo

id
s 

de
ta

il 
w

or
k

•
	

N
ee

ds
 s

tr
uc

tu
re

 to
 g

et
 s

ta
rt

ed
•

	
A

sk
s 

a 
lo

t o
f q

ue
st

io
ns

•
	

Q
ui

ts
 e

as
ily

 if
 n

ot
 s

up
po

rt
ed

 
•

	
Is

 o
ve

rl
y 

pe
rf

ec
tio

ni
st

ic
•

	
Pe

rs
on

al
iz

es
 c

ri
tic

is
m

•
	

C
an

 b
e 

ne
ga

tiv
e 

ab
ou

t 
as

si
gn

m
en

ts

•
	

Is
 fe

ar
fu

l a
bo

ut
 ta

ki
ng

 o
n 

ch
al

le
ng

in
g 

ta
sk

s
•

	
Pr

oc
ra

st
in

at
es

•
	

M
ay

 m
ak

e 
ex

cu
se

s 
if 

th
in

gs
 d

on
’t 

go
 

w
el

l

Approval Oriented

•
	

D
et

er
m

in
ed

 to
 a

cc
om

pl
is

h 
a 

ta
sk

, b
ut

 
ne

ed
s 

to
 k

no
w

 e
xa

ct
ly

 w
ha

t i
t i

s
•

	
W

ill
 p

ro
cr

as
tin

at
e 

if 
th

e 
ch

al
le

ng
e 

is
 to

o 
gr

ea
t

•
	

C
an

 g
et

 n
eg

at
iv

e 
if 

he
 o

r 
sh

e 
fa

ils
 to

 
ac

co
m

pl
is

h 
ta

sk
 s

uc
ce

ss
fu

lly
•

	
Is

 le
ar

ni
ng

 to
 p

ro
bl

em
 s

ol
ve

 w
ith

 o
th

er
s

•
	

W
ill

 s
hi

ft 
bl

am
e 

if 
no

t s
uc

ce
ss

fu
l

•
	

Te
nd

s 
to

 b
e 

ad
ap

ta
bl

e 
an

d 
w

or
ks

 w
el

l w
ith

 o
th

er
s

•
	

Li
ke

s 
to

 p
ar

tic
ip

at
e 

in
 

di
sc

us
si

on
s

•
	

H
as

 im
pr

ov
in

g 
or

ga
ni

za
tio

na
l 

sk
ill

s
•

	
W

ill
 m

ak
e 

ex
cu

se
s 

fo
r 

fa
ilu

re
•

	
Li

ke
s 

ex
ci

tin
g 

pr
oj

ec
ts

•
	

Is
 c

om
pl

ia
nt

•
	

Is
 p

ur
po

se
fu

l w
he

n 
at

te
m

pt
in

g 
ta

sk
s

•
	

D
em

on
st

ra
te

s 
go

od
 in

si
gh

t
•

	
Fo

llo
w

s 
th

ro
ug

h
•

	
Is

 d
ili

ge
nt

•
	

M
ay

 a
sk

 m
an

y 
qu

es
tio

ns

•
	

C
an

 b
e 

pr
od

uc
tiv

e 
if 

ex
pe

ct
at

io
ns

 a
re

 
m

od
er

at
e

•
	

Is
 v

er
y 

re
sp

ec
tfu

l o
f a

ut
ho

ri
ty

•
	

N
ee

ds
 s

up
po

rt
iv

e 
ap

pr
oa

ch
 to

 p
er

se
ve

re
•

	
Is

 v
er

y 
ad

ap
ta

bl
e

•
	

Te
nd

s 
to

 h
av

e 
go

od
 in

si
gh

ts
•

	
Te

nd
s 

to
 b

e 
pu

nc
tu

al
•

	
W

or
ks

 b
es

t i
n 

or
de

rl
y 

si
tu

at
io

ns
•

	
W

ill
 e

ng
ag

e 
in

 ta
sk

s 
if 

as
su

re
d 

th
at

 
pr

ai
se

 a
nd

 r
ew

ar
d 

ar
e 

fo
rt

hc
om

in
g

•
	

Li
ke

s 
to

 h
an

dl
e 

on
e 

ta
sk

 a
t a

 ti
m

e

Relationship Oriented

•
	

C
an

 b
e 

de
pe

nd
ed

 o
n 

to
 c

om
pl

et
e 

ta
sk

•
	

M
ay

 b
ec

om
e 

ov
er

ly
 d

ir
ec

tiv
e 

if 
th

in
gs

 d
on

’t 
ha

pp
en

 a
s 

ex
pe

ct
ed

•
	

Pr
ef

er
s 

sh
or

t-
te

rm
 ta

sk
s

•
	

H
as

 im
pr

ov
in

g 
or

ga
ni

za
tio

na
l s

ki
lls

•
	

Is
 d

ec
is

iv
e,

 b
ut

 a
da

pt
ab

le
 a

s 
w

el
l 

•
	

Li
ke

s 
to

 w
or

k 
w

ith
 o

th
er

s
•

	
Is

 v
er

y 
co

op
er

at
iv

e
•

	
C

an
 w

or
k 

in
de

pe
nd

en
tly

•
	

Is
 c

on
sc

io
us

 o
f d

et
ai

ls
 a

nd
 

re
al

iz
es

 th
e 

ne
ed

 to
 r

ec
he

ck
 

w
or

k
•

	
H

as
 c

re
at

iv
e 

w
ay

 o
f l

oo
ki

ng
 a

t 
as

si
gn

m
en

ts
•

	
Is

 a
bl

e 
to

 d
ea

l w
ith

 c
ri

tiq
ue

s

•
	

Is
 v

er
y 

ef
fic

ie
nt

•
	

Se
em

s 
se

cu
re

 in
 g

ro
up

 s
et

tin
gs

•
	

Is
 d

ep
en

da
bl

e
•

	
D

em
on

st
ra

te
s 

a 
se

ns
e 

of
 in

te
gr

ity
•

	
Ev

al
ua

te
s 

ta
sk

s 
an

d 
is

su
es

 
re

al
is

tic
al

ly

•
	

W
or

ks
 w

el
l i

n 
gr

ou
ps

•
	

Fe
el

s 
pe

rs
on

al
ly

 r
es

po
ns

ib
le

 fo
r 

co
m

pl
et

io
n 

of
 ta

sk
s

•
	

W
or

ks
 e

ffi
ci

en
tly

•
	

D
em

on
st

ra
te

s 
a 

hi
gh

 s
en

se
 o

f 
re

so
ur

ce
fu

ln
es

s
•

	
Is

 w
el

l o
rg

an
iz

ed

Others Oriented

•
	

V
er

y 
th

or
ou

gh
•

	
H

as
 h

ig
h 

se
ns

e 
of

 e
th

ic
s

•
	

W
ill

 b
e 

tr
ut

hf
ul

 in
 a

ss
es

sm
en

t o
f q

ua
lit

y
•

	
A

cc
ep

ts
 r

es
po

ns
ib

ili
ty

•
	

Is
 c

om
m

itt
ed

 to
 c

om
pl

et
in

g 
a 

ta
sk

 
re

ga
rd

le
ss

 o
f c

ha
lle

ng
e

•
	

W
ill

 a
cc

ep
t c

on
st

ru
ct

iv
e 

cr
iti

ci
sm

•
	

Pa
tie

nt
 w

ith
 u

nc
le

ar
 

as
si

gn
m

en
ts

•
	

W
ill

in
gl

y 
se

ek
s 

he
lp

 
•

	
C

om
pl

et
es

 a
ss

ig
nm

en
ts

 o
n 

tim
e

•
	

Pe
rs

ev
er

es
 w

ith
 d

iff
ic

ul
t t

as
ks

•
	

Ke
ep

s 
at

m
os

ph
er

e 
lig

ht
 b

ut
 

pr
od

uc
tiv

e

•
	

Ta
ke

s 
in

iti
at

iv
e

•
	

M
ai

nt
ai

ns
 c

al
m

 e
xt

er
io

r 
ev

en
 

w
ith

 d
iff

ic
ul

t t
as

ks
•

	
Is

 h
um

bl
e 

ab
ou

t 
ac

co
m

pl
is

hm
en

ts
•

	
Is

 v
er

y 
re

so
ur

ce
fu

l
•

	
Pe

rs
ev

er
es

 r
eg

ar
dl

es
s 

of
 d

iff
ic

ul
ty

•
	

Is
 v

er
y 

di
lig

en
t

•
	

Po
ss

es
se

s 
go

od
 p

la
nn

in
g 

sk
ill

s
•

	
Is

 v
er

y 
su

pp
or

tiv
e 

an
d 

en
co

ur
ag

in
g 

of
 

ot
he

rs
•

	
Is

 v
er

y 
de

pe
nd

ab
le

Selig et al._9781475817874.indb   50 16-03-2016   12:14:01



	 Quality Teaching Indicators� 51

Ta
bl

e 
5.

2 
Se

lf-
C

on
tr

ol
 S

ki
lls

 b
y 

M
ot

iv
at

io
n 

St
ag

e 
an

d 
B

eh
av

io
r 

St
yl

e

B
eh

av
io

r 
St

yl
e

Se
lf-

A
ss

er
ti

ve
So

ci
al

ly
 I

nt
er

ac
ti

ve
A

na
ly

ti
c

A
cc

om
m

od
at

in
g

Self-Absorbed

•
	

R
es

is
ts

 d
em

an
ds

 c
on

tr
ar

y 
to

 p
re

fe
re

nc
es

•
	

B
ec

om
es

 a
ng

ry
 if

 c
ro

ss
ed

•
	

H
as

 d
iff

ic
ul

ty
 a

cc
ep

tin
g 

co
rr

ec
tio

n
•

	
Se

es
 fl

ex
ib

ili
ty

 a
s 

a 
w

ea
kn

es
s

•
	

W
ei

gh
s 

ev
er

yt
hi

ng
 a

ga
in

st
 s

el
f-

in
te

re
st

•
	

H
as

 d
iff

ic
ul

ty
 a

cc
ep

tin
g 

ot
he

rs
’ 

op
in

io
ns

•
	

B
ec

om
es

 c
om

pe
tit

iv
e 

w
he

n 
ch

al
le

ng
ed

•
	

Te
nd

s 
to

 ta
lk

 to
o 

m
uc

h
•

	
C

an
 b

e 
ov

er
ly

 e
nt

hu
si

as
tic

•
	

W
ou

ld
 r

at
he

r 
pl

ay
 th

an
 w

or
k

•
	

G
et

s 
bo

re
d 

ea
si

ly
•

	
H

as
 tr

ou
bl

e 
ac

ce
pt

in
g 

re
sp

on
si

bi
lit

y 
fo

r 
ac

tio
ns

•
	

Is
 e

as
ily

 d
is

tr
ac

te
d

•
	

Is
 o

ve
rl

y 
se

ns
iti

ve
 to

 c
ri

tic
is

m
 

an
d 

w
ill

 w
ith

dr
aw

 q
ui

ck
ly

•
	

H
as

 a
 te

nd
en

cy
 to

 a
sk

 to
o 

m
an

y 
de

ta
ile

d 
qu

es
tio

ns
•

	
C

an
 b

e 
ve

ry
 ju

dg
m

en
ta

l o
f 

ot
he

rs
’ b

eh
av

io
r

•
	

G
et

s 
fr

us
tr

at
ed

 e
as

ily
 if

 th
er

e 
is

 
a 

la
ck

 o
f u

nd
er

st
an

di
ng

•
	

W
ith

dr
aw

s 
fr

om
 p

re
ss

ur
e 

si
tu

at
io

ns
•

	
In

te
rn

al
iz

es
 a

ng
er

•
	

C
on

fo
rm

s 
to

o 
ea

si
ly

 to
 

av
oi

d 
co

nf
ro

nt
at

io
n

Approval Oriented

•
	

Is
 b

ec
om

in
g 

so
m

ew
ha

t a
da

pt
ab

le
, 

th
er

eb
y 

in
cr

ea
si

ng
 s

el
f-

co
nt

ro
l

•
	

H
as

 d
iff

ic
ul

ty
 h

an
dl

in
g 

an
d 

be
in

g 
fle

xi
bl

e 
w

ith
 p

eo
pl

e 
w

ho
 h

av
e 

ot
he

r 
be

ha
vi

or
 s

ty
le

s
•

	
W

ill
 b

e 
re

sp
ec

tfu
l i

f s
en

se
 m

ut
ua

l 
re

sp
ec

t 

•
	

C
an

 b
e 

ke
pt

 o
n 

ta
sk

 th
ro

ug
h 

cl
os

e 
su

pe
rv

is
io

n
•

	
Te

nd
s 

to
 c

ha
rm

 h
is

 o
r 

he
r 

w
ay

 o
ut

 o
f 

tr
ou

bl
e 

•
	

A
tte

m
pt

s 
to

 m
in

im
iz

e 
of

fe
ns

es
 a

nd
 

w
ea

kn
es

se
s 

by
 d

ow
np

la
yi

ng
 th

em
•

	
W

ill
 s

tic
k 

to
 th

in
gs

 if
 c

on
si

de
re

d 
si

gn
ifi

ca
nt

•
	

Pe
rc

ei
ve

s 
sm

al
l e

rr
or

s 
as

 
co

m
pl

et
e 

fa
ilu

re
s 

an
d 

re
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s
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 b
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R
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at
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 c
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 d
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r
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Chapter 6

Specific Problematic Teacher Issues

Most people would tend to agree that it is always preferable to focus on positive ways 
to improve teacher performance, such as strategies to increase motivation and instruc-
tional effectiveness, but not always popular to suggest that teachers have challenges 
and problematic issues that also may need to be addressed. From our collective experi-
ence of over a century, we have found that while teachers in general are highly dedi-
cated, skilled professionals, they still experience the demands and problems of adult 
life. Faculty and staff come to school each day with various personal and/or family 
issues that can easily spill over into the school setting possibly affecting performance. 
In addition, professional issues that often accompany life as an educator, such as 
disagreements with the principal, rifts with colleagues, concerns regarding classroom 
management, and troubles dealing with difficult parents, may also present challenges. 
Taken individually or collectively, these trials can create problematic teacher issues, 
behaviors, or attitudes (see Table 6.1). While these problems are not a reflection of 
an individual’s personal and professional worth, they are however opportunities for 
improvement and growth of all concerned.

Once a problematic issue is identified and defined, one has a reason to begin the 
process of the Individualized Intervention Strategy System.

____________________________________

Chapter 6 Questions to Ponder

1.	 Am I able to locate the particular problem I am having in this list?
2.	 If my problem falls outside these parameters, is there a similar one to which it 

could relate?
3.	 Am I comfortable beginning this process of the Individualized Intervention Strat-

egy System?
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Chapter 7

The Foundation of the Individualized 
Intervention Strategy System

Effective supervision is a relationship activity that requires the attention of a caring 
individual who can both identify and address the need for improvement and structure 
quality intervention and growth strategies in ways that are sensitive to the needs of 
both teachers and staff. With that in mind, we intensively studied methods and tech-
niques presented in the research literature on behavioral and motivational change.

Selection of the Strategies

The range of strategies selected to be included in the “administrative toolbox” emanate 
from various arenas. For example, clarifying and listening to the person who is having 
a problem (Sullivan & Glance, 2005) are techniques derived from the counseling field 
and as previously addressed, active listening skills are essential for the administrator 
to communicate care and concern for the teacher.

In addition, nonverbal techniques such as the use of gestures, looks, posturing, and 
proxemics (Sullivan & Glance, 2005) often help deter problems. Even if not com-
pletely prevented, the magnitude of the reaction is often decreased if the teacher is 
cued in a nonthreatening way and without verbal feedback that could be easily misin-
terpreted. Nonverbal communication is often the first sign to someone that what he or 
she says or does may be inappropriate.

Other approaches such as the basic review of rules, policies, and expectations 
(Selig, Arroyo, Lloyd-Zannini, & Jordan, 2006) or the use of humor (McEwan, 2005) 
are practical in nature and may be viewed as strategies that can stem the tide of dif-
ficulties with minimal time expenditure. Such practical approaches are natural to 
certain principals’ temperaments and behavior styles but can be successfully used by 
all school leaders if correctly delivered.

A variety of teacher supervision techniques have been adapted from the field of 
educational psychology. For example, Calfee (2006) made an interesting observation 
when he wrote, “much might be learned from the social cognitive analysis work of 
teacher leaders, school principals, and superintendents” (p. 36). Strategies such as 
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assigning a mentor, encouraging confidence (i.e., self-efficacy), goal setting, model-
ing, problem-solving, and providing feedback may be subsumed under the heading of 
social cognitive approaches.

Additionally, the work of Donald Schon (1996) on reflective practices is repre-
sented in several strategies, one of which is reflective journaling, also highlighted in 
Glickman, Gordon, and Ross-Gordon (2012). Reflections by the teacher concerning 
the effects of his or her actions, with the addition of feedback and support by the 
administrator, can be a highly successful strategy for improvement and professional 
growth (Collet, 2012).

Several of the strategies were taken from collaborative approaches particularly 
espoused by Glickman et al. (2012), Harris, (2009), and Sullivan and Glance (2005). 
Collaboration that includes the teacher with the problem, the principal, and other 
supervisors, and/or other teachers has been used successfully in turning problems into 
opportunities for growth.

We also borrowed from direct supervision approaches in the areas of problem 
ownership and committing to a plan of action by the teacher. For example, asking the 
teacher to accurately define the problem, orally or in written form, and then designing 
a plan with the supervisor’s approval has been successful not only with students but 
also with school personnel (Cooper, 2003; Ribas, 2005).

Intervention Strategies

Regardless of their origin, effective administrators must not only be prepared to suc-
cessfully deal with problems as they occur but embrace how these challenges can be 
turned into opportunities to facilitate teacher growth. Unfortunately, many principals 
first view a situation as a problem and never see it as an opportunity; oftentimes this 
occurs because they are not equipped with an array of strategies or tools to deal with 
an issue. As the old saying goes, “If the only tool you have is a hammer, then every 
problem looks like a nail.” That said, we have provided 43 intervention strategies 
(see Table 7.1) or tools to add to your “administrative toolbox.”

Strategy Classification

In order to classify the array of 43 intervention strategies, we adapted Carl Glickman’s 
Supervisory Behavior Continuum (as cited in Glickman et al., 2012), in which they 
presented 10 categories of supervisory behaviors ranging from listening on one side 
of the continuum to standardizing and reinforcing on the other side. In our system, we 
present a four category continuum (Encouraging, Coaching, Structuring, and Direct-
ing; see Table 7.2). We have found that limiting the categories to four rather than the 
more expansive 10 is substantially more efficient to use “on your feet.” Also, the four 
categories further correspond with our Stages of Motivation. For example, teachers 
who operate from higher stages of motivation are likely to require less intrusive strat-
egies that require a minimum of time and energy expenditure on both the part of the 
teacher and the principal. These strategies are found in the Encouraging and Coaching 
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categories. On the other hand, teachers who operate from lower stages of motivation 
will likely require more intrusive strategies listed under Structuring and Directing. In 
other words, as we move from left to right along the continuum, we are assuming less 
internal teacher control and thus more supervisor time and influence in a given situa-
tion. In reverse, from right to left, the teacher will increase in internal control and regu-
lation and our supervisory role becomes less intrusive and thus less time-consuming.

Our goal was simply to develop a system for determining under what circumstances 
various approaches would tend to have a higher rate of effectiveness; however, based 
upon one’s particular leadership style, as a principal you may find that some strategies 
are more or less intrusive than we have suggested. Using this type of system, leaders 
have combined strategies in unique ways and have even developed some of their own. 
Because of our experience with the creativeness of leaders and teachers, we encour-
age you to adapt, modify, and even create new strategies in an effort to find the most 
effective ways to promote a quality school.

One thing to remember as you begin to implement this system is that one of its 
catapulting beliefs is that emotions never grow up even though they may play out in 
quite different ways as people age and mature. Because each person is unique, each 
strategy must be implemented in light of a person’s stage of motivation and behavior 
style. With that assumption, our goal is to provide tools that will give principals mul-
tiple options in handling problematic behaviors as they arise in their schools.

The next chapter is by far the nuts and bolts of the system. With these tools, you 
as the school leader have all of the pieces to pull the concepts together to meet the 
needs of the individuals in your school and to enable them to be the very best they can 
possibly be. Aligning these components will give you many more effective ways to 
deal with problematic behavior, thus creating and maintaining an environment where 
everyone does more than just survive; they thrive.

____________________________________

Chapter 7 Questions to Ponder

1.	 In looking at the 43 intervention strategies, are there certain ones to which I imme-
diately gravitate because of my own comfort level?

2.	 Are there some that I might like to entertain if I’m given more guidance?
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Table 7.1  Intervention Strategies Described

Strategy Description

Affirmative 
Statements

Verbally acknowledge and emphasize the teacher’s strengths and 
achievements. 

Appeal to Values After providing opportunity for self-reflection, discuss concerns 
and compare them to the positive values the teacher holds as 
demonstrated in the past.

Ask Closed 
Questions

Ask questions that can normally be answered using a specific piece of 
information or a simple “yes” or “no.” 

Ask Convergent 
Questions

Ask questions that allow for only very specific acceptable answers.

Ask Open-ended 
Questions

Ask questions that provide for more than one simple answer, requiring 
the teacher to think more deeply about the behavior or the attitude.

Ask Self-evaluative 
Questions

Ask questions that cause the teacher to self-reflect on the behavior.

Ask “What” 
Questions

Ask “what” questions until the teacher acknowledges the action and 
volunteers a solution.

Assign a Mentor Assign the teacher a mentor who demonstrates the desired behavior.

Assisted Goal 
Setting

Help the teacher set achievable goals to improve behavior in a step-by-
step manner.

Brainstorm Assist the teacher in thinking through alternative approaches to improve 
the behavior.

Check for 
Understanding

To avoid the inappropriate behavior, have the teacher paraphrase the 
instructions, ensuring understanding of your expectations.

Collaborate Have the teacher work together with others and self-assess how 
successful their solutions have been at solving the problem.

Confront Directly address the inappropriate behavior being very specific about 
what is expected and what is not appropriate.

Directed Change Provide specific directives with the goal of changing the behavior and 
thus the results.

Encourage 
Confidence

Provide positive statements about the teacher’s ability to achieve 
success using examples from previous experiences.

Guided Empathy Help the teacher appreciate another’s situation and to gain a better 
understanding of how he or she might feel in the same circumstance.

Guided Problem-
Solving

Provide opportunities to solve the problem by suggesting possible 
solutions and allowing the teacher to create alternatives.

Humor Use humor to lighten a stressful situation.

Increase Physical 
Presence

Spend more time at the location where the problem behavior appears to 
be occurring most often.

Individual 
Accountability

Identify the area of concern and allow the teacher to personally address 
it.

Manage Anger Require the teacher to participate in anger management strategies.

Modeling Demonstrate through example the behavior that is expected of the 
teacher.

Monitor Closely Assess the teacher’s progress as it relates to the given expectations.
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Strategy Description

Negotiate Work to reach a compromise with the teacher through open discussion.

Nonverbal 
Communication

Use eye contact, body movement, or hand signals to gain the teacher’s 
attention.

Orchestrate 
Positive Peer 
Reinforcement

Enlist fellow teachers to provide encouragement and affirmation for the 
teacher having difficulty.

Outside Assistance Coordinate help from an outside source with the specific skills needed 
to address the issue.

Persuade Use reasoning to help the teacher understand the need for change.

Prioritize Concerns Provide a list of concerns in specific areas that need to be addressed by 
the teacher.

Provide Alternatives Provide viable, appropriate options to the current inappropriate 
behaviors of the teacher.

Provide Conflict 
Resolution

Help the teacher resolve disputes through discussion and understanding 
and by jointly developing a resolution.

Provide Feedback Give a timely assessment regarding what the teacher is doing correctly 
and what needs to be improved.

Provide Leadership 
Opportunities 

Provide the teacher with opportunities to take on leadership roles 
related to the area of concern.

Provide a Timeline 
for Improvement

Provide the teacher with a specific set of objectives for improvement 
that must be met along with clearly identified dates for attaining those 
objectives.

Redirect Stop the teacher’s inappropriate behavior and refocus the attention to 
the task at hand.

Reflect Verbal 
Responses

Verbally reflect the essence of the teacher’s argument in order to clarify 
his or her true feelings regarding the situation.

Reflective 
Journaling

Provide a journal for the teacher to reflect on the behavior and 
determine a more positive course of action in the future.

Reframing Help the teacher understand the impact of his or her words or actions 
and the need to consider alternatives.

Review Policies and 
Procedures

Through verbal or written means, remind the teacher of specific written 
policies regarding the undesirable behavior.

Self-Disclosure Allow the teacher an opportunity to personally identify the issue and 
determine alternatives to resolve the problem.

Suggest Activities Provide a list of activities the teacher could use as an alternative in the 
future.

Timely Identification 
of Inappropriate 
Behavior

Address the concerning behavior as soon as is reasonably possible in 
order to stop it from reoccurring.

Written Plan Develop a clear, concise plan for the teacher that contains specific 
goals and a timeline for achieving those goals.
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Table 7.2  Strategies by Levels of Intrusiveness

Levels of Intrusiveness

Less  More

Encouraging Coaching Structuring Directing

Affirmative Statements Appeal to Values Ask Open-ended Questions Ask Closed Questions

Assign a Mentor Assisted Goal Setting Ask Self-evaluative Questions Ask Convergent Questions 

Check for Understanding Brainstorm Individual Accountability Ask “What” Questions

Encourage Confidence Collaborate Negotiate Confront

Humor Guided Empathy Orchestrate Positive Peer 
Reinforcement

Directed Change

Increase Physical 
Presence

Guided Problem-
Solving

Persuade Manage Anger

Modeling Monitor Closely Prioritize Concerns Outside Assistance

Nonverbal 
Communication

Provide Leadership 
Opportunities

Provide Alternatives Provide Conflict 
Resolution 

Provide Feedback Reflect Verbal 
Responses

Provide a Timeline 
for Improvement

Redirect

Review Policies and 
Procedures

Reframing Reflective Journaling Written Plan

Self-Disclosure Suggest Activities

Timely Identification 
of Inappropriate 
Behavior
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How to Use the Individualized 
Intervention Strategy System

Used in a step-by-step manner (see Table 8.1), the goal of the Individualized Interven-
tion Strategy System (IISS) is to facilitate you, the school leader, in identifying the 
problem or challenge, determining the stage of motivation and behavior style of the 
teacher, and selecting the appropriate intervention strategy that might have the highest 
probability of working.  However, we have found that experienced educators learn the 
prescribed system initially but then later creatively pick and choose strategies based 
upon the unique challenges of every situation.

To facilitate your use of the IISS, we suggest you first identify the challenge or 
problematic issue.  Second, make a copy of the three pertinent worksheets: the Prob-
lem-Solving Worksheet (Figure 8.1), which will serve as your guiding recording docu-
ment; the Stage of Motivation Checklist (Figure 8.2); and the Behavior Style Checklist 
(Figure 8.3). Third, complete both of the checklists to determine the individual’s 
Stage of Motivation and Behavior Style and record these results on the Problem-
Solving Worksheet.  While a teacher’s issue may seem quite obvious, to choose an 
intervention that most effectively meets the needs, you will first refer to the teacher’s 
behavior style.  Once determined, go to the appropriate Teacher Improvement Plan 
that corresponds with the teacher’s behavior style: Self-Assertive (Table 8.2), Socially 
Interactive (Table 8.3), Analytic (Table 8.4), or Accommodating (Table 8.5).  On the 
appropriate table, find the problematic issue from the alphabetical list in the left-hand 
column.  Once found, then refer back to the teacher’s stage of motivation: Others 
Oriented, Relationship Oriented, Approval Oriented, or Self-Absorbed.  You will then 
go across the table where you will find four types of strategies based upon the needed 
level of intrusiveness: Encouraging (E), Coaching (C), Supporting (S), or Directing 
(D).  Those at Stage 4 typically respond best by using the least intrusive or Encourag-
ing strategies, while those at Stage 1 respond better to those that are more intrusive or 
Directing.  Once you have chosen the appropriate strategy type and have logged it on 
your Problem-Solving Worksheet, go to the Individualized Intervention Strategies in 
chapter 9 where the problematic issues are listed alphabetically and are accompanied 
by step-by-step strategies to assist you in changing the behavior.  Feel free to choose 
the strategy that works best and implement the steps recommended for that particular 
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strategy.  Once you have implemented a specific strategy, complete the results section 
on the Problem-Solving Worksheet where you reflect upon what happened and deter-
mine what you’d like to do next.

The terms “practical” and “extremely effective” have been used to describe the 
conceptual framework and problem-solving system when applied in previous manuals 
for addressing classroom management (Selig & Arroyo, 1996), character development 
(Selig, Arroyo, & Tonkin, 2009), and the building of resilient students (Selig, Arroyo, 
Lloyd-Zannini, & Jordan, 2006).  The bottom line is using this system to address mul-
tiple short-term problems, while fostering growth and development with the faculty 
and staff assigned to the school.

Table 8.1  Ten Steps to Enhance Teacher Performance

1.	 Identify the challenge or problematic issue.

2.	 Make a copy of the Problem-Solving Worksheet, the Stage of Motivation Checklist, and the 
Behavior Style Checklist.

3.	 Complete the Stage of Motivation and the Behavior Style Checklists and record the results 
on the Problem-Solving Worksheet.

4.	 Based upon the teacher’s Behavior Style (Self-Assertive, Socially Interactive, Analytic, or 
Accommodating), refer to the appropriate page of the Teacher Improvement Plan.

5.	 On the appropriate table, find the problematic issue in the alphabetical list.

6.	 Referring back to the teacher’s Stage of Motivation (Others Oriented, Relationship 
Oriented, Approval Oriented, or Self-Absorbed), go across the table where you will find 
four types of strategies (Encouraging, Coaching, Structuring, and Directing) based upon the 
level of intrusiveness needed.

7.	 Identify the appropriate strategy type and record this on your Problem-Solving Worksheet.

8.	 Go to the Individualized Intervention Strategies in chapter 9 where each alphabetically 
listed problem has step-by-step Encouraging, Coaching, Structuring, and Directing 
strategies to assist you in changing the behavior.

9.	 Complete the Results section of the Problem-Solving Worksheet where you will reflect 
upon what happened and what you would like to do next.

10.	 Remember, the goal is to enhance teacher performance from problematic to good and 
from good to great!
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Figure 8.1 
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Figure 8.2 
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Figure 8.3 
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Table 8.2  Teacher Improvement Plan

SELF-ASSERTIVE
Level of Intrusiveness

Less  More

Problematic Issue

Stage 4
Others 

Oriented

Stage 3
Relationship 

Oriented

Stage 2
Approval 
Oriented

Stage 1
Self-Absorbed

Absenteeism/Tardiness E C S S
Accountability C S D D
Arrogance C S D D
Assessment E C S S
Blame Shifting C S S D
Classroom Culture E C S D
Classroom Management E C S D
Cliquishness E C S D
Collegiality E C S D
Compassion E C C S
Content Knowledge E C C S
Critical Thinking Skills E E C S
Curriculum E E C S
Disingenuousness C S D D
Disloyalty C S D D
Emotional Inappropriateness E C S D
Exaggeration E C S S
Feedback E C S D
Goal Setting E C S S
Gossip E C S D
Impulsivity E C S D
Indifference E C S D
Inflexibility C S D D
Initiative E C S D
Insensitivity E C S D
Insincerity E C S S
Instructional Strategies E C C S
Judgmental E C S D
Listening E C S S
Negativity C S S D
Noncompliance C S D D
Parent Interaction C S D D
Planning Skills E C S S
Resentfulness C S D D
Self-centeredness C S D D
Technology E E C S
Time Management E E C S
Writing Skills E E C S
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Table 8.3  Teacher Improvement Plan

SOCIALLY INTERACTIVE
Level of Intrusiveness

Less  More

Problematic Issue

Stage 4
Others 

Oriented

Stage 3
Relationship 

Oriented

Stage 2
Approval 
Oriented

Stage 1
Self-Absorbed

Absenteeism/Tardiness E C S S
Accountability E C C S
Arrogance E C S D
Assessment E C C S
Blame Shifting E C S D
Classroom Culture E C S S
Classroom Management E C S S
Cliquishness E C C S
Collegiality E C C S
Compassion E C C S
Content Knowledge E C C S
Critical Thinking Skills E C C S
Curriculum E C C S
Disingenuousness E C S D
Disloyalty E C S D
Emotional Inappropriateness E C C S
Exaggeration E C S D
Feedback E C C S
Goal Setting E C C S
Gossip E C S D
Impulsivity E C S S
Indifference E C S D
Inflexibility E C S S
Initiative E C C S
Insensitivity E C C S
Insincerity E C S D
Instructional Strategies E C C S
Judgmental E C C S
Listening E C C S
Negativity E C C S
Noncompliance E C S D
Parent Interaction E C S S
Planning Skills E C C S
Resentfulness E C C S
Self-centeredness E C C S
Technology E C C S
Time Management E C C S
Writing Skills E C C S
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Table 8.4  Teacher Improvement Plan

ANALYTIC
Level of Intrusiveness

Less  More

Problematic Issue

Stage 4
Others 

Oriented

Stage 3
Relationship 

Oriented

Stage 2
Approval 
Oriented

Stage 1
Self-Absorbed

Absenteeism/Tardiness E C C S
Accountability E E C C
Arrogance E E C S
Assessment E E C C
Blame Shifting E C C S
Classroom Culture E C S S
Classroom Management E C C S
Cliquishness E E C S
Collegiality E C C S
Compassion E E C C
Content Knowledge E E C C
Critical Thinking Skills E E C C
Curriculum E E C S
Disingenuousness E C S D
Disloyalty E C S D
Emotional Inappropriateness E C S D
Exaggeration E C S S
Feedback E C S S
Goal Setting E C C S
Gossip E C S D
Impulsivity E C S S
Indifference E C S D
Inflexibility E C S S
Initiative E C S S
Insensitivity E C C S
Insincerity E C S D
Instructional Strategies E C C S
Judgmental E C S D
Listening E C C S
Negativity E S S D
Noncompliance E C S D
Parent Interaction E C S D
Planning Skills E C S S
Resentfulness E C S S
Self-centeredness E C S S
Technology E E S S
Time Management E C C S
Writing Skills E S S S
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Table 8.5  Teacher Improvement Plan

ACCOMMODATING
Level of Intrusiveness

Less  More

Problematic Issue

Stage 4
Others 

Oriented

Stage 3
Relationship 

Oriented

Stage 2
Approval 
Oriented

Stage 1
Self-Absorbed

Absenteeism/Tardiness E C C S
Accountability E C S S
Arrogance E E C S
Assessment E E C C
Blame Shifting E C C S
Classroom Culture E C S S
Classroom Management E C C S
Cliquishness E E C C
Collegiality E E C C
Compassion E E E C
Content Knowledge E E C S
Critical Thinking Skills E C C S
Curriculum E C C S
Disingenuousness E C S D
Disloyalty E C S D
Emotional Inappropriateness E E E S
Exaggeration E C C S
Feedback E E C S
Goal Setting E E C C
Gossip E C C S
Impulsivity E E C S
Indifference E C S S
Inflexibility E E C C
Initiative E C C S
Insensitivity E E C C
Insincerity E E C C
Instructional Strategies E E C C
Judgmental E C C S
Listening E E E C
Negativity E C C S
Noncompliance E C S D
Parent Interaction E C C S
Planning Skills E C C S
Resentfulness E C C S
Self-centeredness E C C S
Technology E C C S
Time Management E E C S
Writing Skills E E C S
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Chapter 9

Individualized Intervention Strategies

Containing over 300 individualized intervention strategies, this chapter is by far the 
lengthiest in the book. Listed alphabetically, within each of the 38 problematic issues, 
you will find step-by-step strategies based upon the four Stages of Motivation.

Beginning with the teacher’s determined stage of motivation is simply a starting 
point for you to begin your intervention. You will find that some strategies work better 
for some individuals, but feel free to change strategies as the need requires. We encour-
age you to look at other strategies that might work even though we don’t usually show 
them at the particular stage you are dealing with. The purpose is to provide you with a 
multitude of strategies that have proven effective over the years and the key is for you 
to be flexible enough to use the one that works regardless of whether we recommend 
it or not.
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Absenteeism/Tardiness

Encouraging

Intervention Strategies

¾¾ Increase Physical Presence
Spend more time at the location where the problem behavior appears to occur most often.
1.	 Arrange to be present in situations where the teacher’s absence or tardiness typically occurs.
2.	 At critical times, position yourself near the locations where the teacher is assigned but may not 

be fulfilling duties.
3.	 Frequently visit the classroom of the teacher who may not be where and when he or she should 

be.
4.	 In the strategies above, verbal communication is usually not needed; your physical proximity and 

presence is often enough to change the behavior.

¾¾ Nonverbal Communication
Use eye contact, body movement, or hand signals to gain the teacher’s attention.
1.	 Physically acknowledge tardiness via a look at the clock, a facial expression, or some other 

appropriate body language.
2.	 Create a sense of community, respect, and care through nonverbal communication exhibiting 

your pleasure at seeing the teacher neither absent nor tardy.
3.	 Physically acknowledge attendance/promptness via a smile, a nod of approval, or a thumbs-up.

Absenteeism/Tardiness

Coaching

Intervention Strategies

¾¾ Assisted Goal Setting
Help the teacher set achievable goals to improve behavior in a step-by-step manner.
1.	 Reinforce the need for teachers to be both present and prompt for work.
2.	 Collaboratively brainstorm specific and realistic goals in which the teacher can slowly begin to 

implement better and more timely attendance strategies.
3.	 Establish benchmarks to monitor progress.
4.	 Providing feedback; periodically follow up with the teacher to ensure compliance and establish 

new goals if necessary.

¾¾ Monitor Closely
Assess the teacher’s progress as it relates to the given expectations.
1.	 Determine the teacher’s current perception of the situation.
2.	 Remind the teacher of the attendance/promptness expectations ensuring the teacher understands 

their importance.
3.	 Ask the teacher to consider the situation from a different vantage point and if he or she is unable 

to do this, share an example.
4.	 Encourage the teacher to verbalize some possible options as to how better attendance or more 

prompt behavior can best be accomplished.
5.	 Monitor the teacher closely to see if attendance/promptness improves.
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Absenteeism/Tardiness

Structuring

Intervention Strategies

¾¾ Ask Open-ended Questions
Ask questions that provide for more than one simple answer, requiring the teacher to think more 
deeply about the behavior.
1.	 When trying to determine the reason behind the frequent absences or tardiness, ask questions 

such as “Is there anything going on with you that’s causing you to be absent/late so often?”
2.	 Ask “What effect do you think your absence or tardiness has on _______?”
3.	 Ask the teacher what he or she could do in the future to improve attendance or timeliness.
4.	 Establish a verbal agreement with the teacher to be present and on time.
5.	 Monitor progress to determine if attendance/promptness improves or if greater intervention is 

necessary.

¾¾ Provide a Timeline for Improvement
Provide the teacher with a specific set of objectives for improvement that must be met along with 
clearly identified dates for attaining those objectives.
1.	 Review the requirements for attendance/promptness at work with the teacher.
2.	 Agree upon a timeline for improvement.
3.	 Implement monitoring procedures such as having the teacher sign in at the office for the next 

month until attendance/tardiness improves.
4.	 Follow up to ensure compliance, providing positive feedback as improvement is noted. 

Absenteeism/Tardiness

Directing

Intervention Strategies

¾¾ Confront
Directly address the inappropriate behavior being very specific about what is expected and what is 
not appropriate.
1.	 State specifically what the continuous attendance/promptness issues are.
2.	 Review steps needed to improve attendance/promptness.
3.	 While providing the teacher an opportunity to respond, reiterate the problem and how it must be 

corrected immediately.
4.	 Closely monitor the teacher’s progress toward the stated expectations and take alternative actions 

as necessary.

¾¾ Directed Change
Provide specific directives with the goal of changing the behavior and thus the results.
1.	 Identify the specific issues with attendance/tardiness, providing specific dates and times of the 

infractions.
2.	 Discuss with the teacher reasons why he or she needs to be present and on time (e.g., student 

safety, improved learning, contractual obligations).
3.	 Provide a specific plan for improvement such as providing doctor’s notes for absences or signing 

in at the office each day.
4.	 Identify specific consequences for not following the plan such as docking personal leave or pay.
5.	 Follow up to ensure compliance.
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Accountability

Encouraging

Intervention Strategies

¾¾ Encourage Confidence
Provide positive statements about the teacher’s ability to achieve success using examples from previ-
ous experiences.
1.	 Through faculty meetings or other faculty communications, remind teachers of the need to be 

accountable.
2.	 Make time to visit the teacher who seems to be falling short on accountability and express your 

confidence in his or her ability to comply with the expectations.
3.	 When expectations are being met, be quick to affirm and applaud the teacher’s efforts.

¾¾ Review Policies and Procedures
Through verbal or written means, remind the teacher of specific written policies regarding the 
undesirable behavior.
1.	 Periodically remind everyone of personal accountability principles teachers are expected to 

follow.
2.	 In faculty and staff communications, highlight a variety of exemplary personal accountability 

examples.
3.	 Make an effort to personally encourage teachers who may have been struggling with account-

ability when they have done a good job.

Accountability

Coaching

Intervention Strategies

¾¾ Guided Problem-Solving
Provide opportunities to solve the problem by suggesting possible solutions and allowing the teacher 
to create alternatives.
1.	 Identify specific areas in which accountability issues need to be addressed by the teacher.
2.	 Prioritize the areas of accountability that need attention.
3.	 Collaboratively generate strategies that will assist the teacher in addressing these areas of need.
4.	 Provide encouragement to the teacher when you see evidence of increased accountability.

¾¾ Provide Leadership Opportunities
Provide the teacher with opportunities to take on leadership roles related to the area of concern.
1.	 In areas of strength, assign the teacher to leadership positions on committees.
2.	 Coach the teacher in his or her leadership capacity and collaboratively strategize about leading 

effective team meetings.
3.	 Meet periodically to encourage the teacher’s accountability as a leader, particularly focusing on 

statements or actions that demonstrate responsibility.
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Accountability

Structuring

Intervention Strategies

¾¾ Ask Self-Evaluative Questions
Ask questions that cause the teacher to self-reflect on the behavior.
1.	 When you see the teacher not meeting his or her responsibilities, inquire as to what is happening, 

while trying to determine the root cause of the lack of accountability.
2.	 Ask the teacher to self-evaluate and articulate the reasons why he or she is failing to meet expec-

tations in the particular problematic area.
3.	 Compare the teacher’s self-evaluation with your perceptions and together determine a plan for 

improvement.

¾¾ Prioritize Concerns
Provide a list of concerns in specific areas that need to be addressed by the teacher.
1.	 Meet with the teacher to identify and analyze the areas that fall short in terms of student 

achievement.
2.	 Determine what areas of student success need to be addressed first.
3.	 Collaboratively generate strategies that will assist the teacher in accepting responsibility for 

student success.
4.	 Check back frequently on the progress and make adjustments as needed.

Accountability

Directing

Intervention Strategies

¾¾ Ask Convergent Questions
Ask questions that allow for very specific acceptable answers.
1.	 Ask the teacher to explain his or her understanding of the policy regarding the expectation for 

teachers to be accountable for (area of concern).
2.	 Ask the teacher to compare his or her understanding with the written expectations that have 

been provided.
3.	 Ask if the teacher understands the policy as written and what he or she sees is needed to bring 

compliance.
4.	 If necessary, provide specific directives as to what he or she must do to be in alignment with the 

policies or procedures.
¾¾ Confront

Directly address the inappropriate behavior being very specific about what is expected and what is 
not appropriate.
1.	 Ask the teacher to explain his or her reason for the lack of accountability.
2.	 Ask the teacher if there are ways to improve his or her accountability. If the teacher identifies 

new strategies, provide the support needed to implement them and if none are identified, provide 
alternatives you would like to see used.

3.	 Have the teacher articulate what he or she will do the next time.
4.	 Monitor the teacher regularly to ensure implementation.
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Arrogance

Encouraging

Intervention Strategies

¾¾ Nonverbal Communication
Use eye contact, body movement, or hand signals to gain the teacher’s attention.
1.	 Physically acknowledge arrogance via a facial expression such as a raised eyebrow or some other 

appropriate body language. If the problem persists, verbally confer with the teacher.
2.	 Make an effort to frequently be in areas where the teacher is interacting with others and then 

purposely acknowledge in a more humble manner by smiling, nodding, or gesturing a signal of 
satisfaction, like a thumbs-up.

3.	 Keep a written record of the positive interactions you can share with the teacher on a regular 
basis.

¾¾ Provide Feedback
Give a timely assessment regarding what the teacher is doing correctly and what needs to be 
improved.
1.	 Verbally give a specific description of how the teacher manifested an arrogant attitude in a par-

ticular situation and how it affected others.
2.	 Ask the teacher if there are alternative ways to interact that would not be perceived as arrogant.
3.	 Provide specific alternatives as necessary.
4.	 Monitor the teacher’s interactions and be ready to praise improvement.

Arrogance

Coaching

Intervention Strategies

¾¾ Appeal to Values
Providing opportunity for self-reflection, discuss concerns and compare them to the positive values 
the teacher holds as demonstrated in the past.
1.	 Gently remind the teacher of what he or she holds dear in terms of value.
2.	 Inquire if the teacher thinks arrogance is appropriate.
3.	 Have the teacher think about his or her attitude and identify a more appropriate response.
4.	 Praise positive responses, and if there is a lapse in appropriate behavior, compare the reaction to 

the teacher’s more typical positive behavior.

¾¾ Timely Identification of Inappropriate Behavior
Address the concerning behavior as soon as is reasonably possible in order to stop it from 
reoccurring.
1.	 Facilitate trust through regular, timely, and open interaction.
2.	 When the teacher displays arrogant behavior, privately bring it to his or her attention as soon as 

possible.
3.	 Remind the teacher of possible alternative responses that have been previously discussed.
4.	 Be quick to acknowledge and affirm appropriate responses until arrogance is significantly 

reduced.
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Arrogance

Structuring

Intervention Strategies

¾¾ Persuade
Use reasoning to help the teacher understand the need for change.
1.	 Affirm your esteem for the teacher as part of the school and point out positive contributions.
2.	 State your specific concerns about the teacher’s arrogant behavior or attitude.
3.	 Offer possible alternatives to the current behavior or attitude that would result in better relationships.
4.	 Continue the discussion until you have persuaded the teacher that a less arrogant attitude is more 

acceptable.
5.	 Follow up with the teacher to ensure the attitude is improving.

¾¾ Reflective Journaling
Provide a journal for the teacher to reflect on the behavior and determine a more positive course of 
action in the future.
1.	 Discuss with the teacher the perceived arrogance.
2.	 Ask the teacher to log his or her interactions with others and note where arrogance might have 

surfaced.
3.	 In those incidents where the teacher believes the response may have been anything other than 

humble, have him or her reflect on ways the situation could have been handled better.
4.	 Have the teacher leave a margin on the right-hand side of the journal page for you to respond 

to the journal entry.
5.	 If the reflection is rather shallow, elicit additional thoughts and feelings in a nondirective manner 

until the desired level of understanding of the arrogance is reached. This could be done in writing 
through the journal or in person.

6.	 Conclude interactions with encouragement and affirmation.

Arrogance

Directing

Intervention Strategies

¾¾ Ask “What” Questions
Ask “what” questions until the teacher acknowledges the action and volunteers a solution.
1.	 When trying to determine the reason behind the arrogant attitude/behavior, ask questions such as 

“What makes you think your way is the right way?”
2.	 Ask “What do you think (name of person) could contribute to the conversation?”
3.	 Follow up by asking other questions such as “What could you have done differently?”
4.	 Establish a verbal agreement with the teacher that he or she will begin taking ownership of the 

attitude/behavior and attempt to make changes.
5.	 Monitor the teacher’s attitude/behavior to determine if it improves or if greater intervention is necessary.

¾¾ Provide Conflict Resolution
Help the teacher resolve disputes through discussion and understanding and by jointly developing 
a resolution.
1.	 Identify the conflict caused by the teacher’s perceived arrogance.
2.	 Describe the impact the arrogance has on others.
3.	 Ask the teacher to describe his or her understanding of the issue.
4.	 Suggest ways the arrogant attitude can be diminished or eliminated.
5.	 Stay with the process until there has been acknowledgment of the arrogance and the conflict 

diminishes.
6.	 Arrange to revisit the situation in a timely fashion to monitor progress.
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Assessment

Encouraging

Intervention Strategies

¾¾ Check for Understanding
To avoid the inappropriate behavior, have the teacher paraphrase the instructions ensuring under-
standing of your expectations.
1.	 In your discussions regarding assessing students, frequently ask the teacher questions to discern 

his or her level of knowledge regarding varied assessments.
2.	 In areas that seem unclear to the teacher, explain how to effectively use a variety of assessments 

to gauge student learning.
3.	 Have the teacher explain to you his or her understanding of what was explained.
4.	 After the teacher has tried varied assessments, have him or her share with you what was learned 

from the experience and how it might be improved the next time.

¾¾ Review Policies and Procedures
Through verbal or written means, remind the teacher of specific written policies regarding the 
undesirable behavior.
1.	 At strategic faculty meetings, highlight the assessment policies and procedures of both the school 

and the district.
2.	 Through various faculty and staff communications, highlight a variety of different assessment 

strategies that teachers are encouraged to use.
3.	 Encourage the teacher to begin with the end (i.e., assessment) in mind and to use backward 

design when planning lessons.

Assessment

Coaching

Intervention Strategies

¾¾ Assisted Goal Setting
Help the teacher set achievable goals to improve behavior in a step-by-step manner.
1.	 Reinforce the need to develop assessment goals to improve student learning.
2.	 Collaboratively brainstorm specific and realistic goals the teacher can slowly begin to implement 

into his or her classes.
3.	 Establish benchmarks to monitor progress.
4.	 Provide feedback by periodically following up with the teacher to ensure compliance and estab-

lish new goals as necessary.

¾¾ Monitor Closely
Assess the teacher’s progress as it relates to the given expectations.
1.	 Determine the teacher’s current perception of his or her student assessment practices.
2.	 Ask the teacher if he or she is using a variety of strategies and when the last time he or she used 

________________? (Name one you know has been missing).
3.	 Encourage the teacher to verbalize some possible options as to what strategy to try next.
4.	 Monitor the teacher closely to see if frequent praise of new strategy implementation elicits the 

desired change.
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Assessment

Structuring

Intervention Strategies

¾¾ Prioritize Concerns
Provide a list of concerns in specific areas that need to be addressed by the teacher.
1.	 Meet with the teacher to identify and analyze the students’ assessment needs.
2.	 Identify specific areas in which student assessment needs to be taught by the teacher.
3.	 Determine what areas of student assessment need to be addressed first.
4.	 Collaboratively generate strategies that will assist the teacher in teaching for assessment.
5.	 Check back frequently on the progress and make adjustments as needed.

¾¾ Provide a Timeline for Improvement
Provide the teacher with a specific set of objectives for improvement that must be met along with 
clearly identified dates for attaining those objectives.
1.	 Identify specific areas in which the teacher is not addressing assessment effectively.
2.	 Discuss how the teacher can teach with assessment in mind.
3.	 Together with the teacher, choose some appropriate assessment strategies and determine when 

and how they are to be used.
4.	 Agree upon a timeline for improvement and follow up on a scheduled basis to ensure 

implementation.

Assessment

Directing

Intervention Strategies

¾¾ Outside Assistance
Coordinate help from an outside source with the specific skills needed to help address the issue.
1.	 Keep an accurate record of the specific problems you have observed related to student assess-

ment and identify outside resources to best assist the teacher.
2.	 Meet with the teacher to discuss your assessment concerns and let him or her know of your 

intention to provide assistance.
3.	 Bring in outside assistance, discuss your concerns and projected goals, collectively determine the 

best strategy to approach the situation, and permit that person to work with the teacher.
4.	 Have the outside resource keep in touch with you to be sure that all are on the same page.
5.	 Follow up with the teacher to ensure that he or she is implementing the proper assessment 

procedures.

¾¾ Written Plan
Develop a clear, concise plan for the teacher that contains specific goals and a timeline for achiev-
ing those goals.
1.	 Discuss with the teacher the most appropriate methods for assessing student learning.
2.	 Establish a systematic plan for improving the teacher’s assessment methods.
3.	 Sign a written agreement with the teacher that contains a specific timeline for implementation.
4.	 Monitor and revise the plan as necessary.
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Blame Shifting

Encouraging

Intervention Strategies

¾¾ Check for Understanding
To avoid the inappropriate behavior, have the teacher paraphrase the instructions ensuring under-
standing of your expectations.
1.	 Ask the teacher questions to ascertain if blaming did occur and if that was the intention.
2.	 Call attention to the need for the teacher to solve the problem, not to place blame.
3.	 Ask the teacher to determine a more appropriate way to react to the situation accepting respon-

sibility for the attitude and/or behavior.

¾¾ Humor
Use humor to lighten a stressful situation.
1.	 Establish rapport and relationship with the teacher through appropriate humor, being careful to 

never be cutting or sarcastic.
2.	 Find ways to poke fun at yourself to demonstrate similar errors you personally have made in the 

past and how it was not productive.
3.	 Send a clear message that, although you are using humor to lighten the mood, you are confident 

the teacher can accept responsibility for his or her own behavior and/or attitude.

Blame Shifting

Coaching

Intervention Strategies

¾¾ Reflect Verbal Responses
Verbally reflect the essence of the teacher’s argument in order to clarify his or her true feelings 
regarding the situation.
1.	 In order to get the teacher to clarify any underlying meaning, ask him or her, “If I hear you cor-

rectly, you are saying _____________.”
2.	 Listen carefully to the teacher’s response and attempt to understand the underlying meaning.
3.	 Repeat the message back to the teacher and continue to seek clarity until he or she owns and 

acknowledges the blame shifting.
4.	 Ask the teacher what steps can be taken to ensure that blame shifting does not continue to occur.

¾¾ Reframing
Help the teacher understand the impact of his or her words or actions and the need to consider 
alternatives.
1.	 Help the teacher understand that blaming others does not solve problems, but instead often exac-

erbates them while being destructive.
2.	 Help the teacher understand the impact of what was said and how reframing can accomplish the 

same goal in a more productive way.
3.	 Work with the teacher to help him or her learn to reframe statements, removing judgment or 

condemnation. For example, help the teacher reframe an insensitive statement and rephrase it, 
eliminating harshness and instead producing kindness.
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Blame Shifting

Structuring

Intervention Strategies

¾¾ Ask Open-ended Questions
Ask questions that provide for more than one simple answer, requiring the teacher to think more 
deeply about the behavior.
1.	 Ask questions such as “What happened? How did you react and what was the response of the 

other person? Why do you believe it was the other person’s fault?” or “Was there any part of the 
situation that could have been your responsibility?”

2.	 Listen carefully and do not formulate the next question until you have paid attention to the 
response for the first.

3.	 Encourage specific and relevant responses with appropriate follow-up questions such as “What 
could you have done differently?” and “How will you respond differently next time?”

¾¾ Provide Alternatives
Provide viable, appropriate options to the current inappropriate behaviors of the teacher.
1.	 Collaboratively brainstorm realistic and specific alternative reactions to situations as they arise.
2.	 Help the teacher determine which alternative reaction to blame shifting might be more 

appropriate.
3.	 Encourage the teacher to begin accepting personal responsibility and pondering different alterna-

tive reactions.
4.	 Have the teacher regularly touch base with you to discuss specific situations, how he or she 

reacted to them, and the results that followed.

Blame Shifting

Directing

Intervention Strategies

¾¾ Ask “What” Questions
Ask “what” questions until the teacher acknowledges the action and volunteers a solution.
1.	 When trying to determine the reason behind the frequent blame shifting, ask questions such as 

“What makes you think it was someone else’s fault?”
2.	 Ask “What did you say or do?” until the teacher stops making excuses for the behavior and/or 

attitude and tells you what he or she did.
3.	 Follow up by asking other questions such as “What could you have done differently?”
4.	 Establish a verbal agreement with the teacher that he or she will begin taking ownership of the 

behavior.
5.	 Monitor the teacher’s attitude/behavior to determine if it improves or if greater intervention is 

necessary.

¾¾ Provide Conflict Resolution
Help the teacher resolve disputes through discussion and understanding and by jointly developing 
a resolution.
1.	 Encourage open dialogue in an attempt to have the teacher accept responsibility for his or her 

own behavior or attitude.
2.	 Ask the teacher to explain his or her response to the behavior of others.
3.	 Ask the teacher if there was a better way he or she could have handled the situation. If the teacher 

identifies new strategies, provide the support needed to implement them and if none are identi-
fied, provide alternatives you would like to see used.

4.	 Have the teacher articulate what he or she will do the next time to accept responsibility.
5.	 Monitor the teacher’s interaction with others affirming the response if appropriate or continuing 

to provide alternative actions if necessary.
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Classroom Culture

Encouraging

Intervention Strategies

¾¾ Affirmative Statements
Verbally acknowledge and emphasize the teacher’s strengths and achievements.
1.	 In faculty meetings and other faculty communications, continually praise and encourage positive 

classroom culture that captivates and engages students.
2.	 Remind the teacher of past accomplishments and successes that have resulted in a positive class-

room environment and encourage him or her to continue to implement these.
3.	 Praise the teacher when you notice specific things that contribute to a positive classroom 

environment.

¾¾ Assign a Mentor
Assign the teacher a mentor who demonstrates the desired behavior.
1.	 Pair the teacher with a role model who excels in creating a positive classroom culture.
2.	 Have the mentor and teacher collaboratively set goals for improving classroom climate.
3.	 Check back frequently to monitor progress and make adjustments as needed.

Classroom Culture

Coaching

Intervention Strategies

¾¾ Collaborate
Have the teacher work together with others and self-assess how successful their solutions have been 
at solving the problem.
1.	 With the help of the teacher, clearly identify the perceived negative classroom culture.
2.	 Suggest that the teacher having difficulty partner with a colleague within the building who dis-

plays exemplary classroom culture.
3.	 Ask the teacher to work with that partner to generate a list of resources that could assist him or 

her develop a more positive classroom culture.
4.	 Categorize the list into resources with which the teacher may feel comfortable and those he or 

she is not.
5.	 Have the teacher select two to three resources to assist with improving the classroom 

environment.
6.	 After the teacher has made use of the selected resources, plan a classroom visit to check on their 

effectiveness and provide encouragement where necessary.

¾¾ Reflect Verbal Responses
Verbally reflect the essence of a teacher’s argument in order to clarify his or her true feelings regard-
ing the situation.
1.	 In order to get the teacher to clarify underlying meaning, ask him or her, “If I hear you correctly, 

you are saying ____________.”
2.	 Listen carefully to the teacher’s response and attempt to understand the underlying meaning.
3.	 Repeat the message back to the teacher and continue to seek clarity until ownership of the nega-

tive culture is acknowledged.
4.	 Ask the teacher what steps can be taken to ensure a more positive classroom culture.
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Classroom Culture

Structuring

Intervention Strategies

¾¾ Ask Open-ended Questions
Ask questions that provide for more than one simple answer, requiring the teacher to think more 
deeply about the behavior.
1.	 When trying to determine why the teacher has a negative classroom culture, ask questions such 

as “What do you think is causing your classroom to have a negative culture?”
2.	 Follow up by asking “how” questions such as “How do you think the negative classroom culture 

affects student learning?”
3.	 Ask another “what” question such as “What do you plan to do to improve your classroom 

culture?”
4.	 Establish a verbal agreement with the teacher to improve the classroom culture.
5.	 Monitor the teacher’s classroom to determine if the culture improves or if greater intervention 

is necessary.

¾¾ Provide a Timeline for Improvement
Provide the teacher with a specific set of objectives for improvement that must be met along with 
clearly identified dates for attaining those objectives.
1.	 Define the characteristics of a positive classroom culture and compare those to the culture that 

has been observed.
2.	 Collaboratively develop specific and realistic objectives the teacher can use to change the nega-

tive classroom environment.
3.	 Agree upon a timeframe in which these objectives will be implemented.
4.	 Provide feedback and periodically follow up with the teacher to ensure a more positive culture 

and establish new objectives if necessary.

Classroom Culture

Directing

Intervention Strategies

¾¾ Outside Assistance
Coordinate help from an outside source with the specific skills needed to address the issue.
1.	 Keep an accurate record of the specific problems you have observed related to negative class-

room culture and identify outside resources to best assist the teacher.
2.	 Meet with the teacher to discuss your concerns about the classroom culture and let him or her 

know of your intention to provide assistance.
3.	 Bring in the outside assistance, discuss your concerns and projected goals, collectively determine 

the best strategy to approach the situation, and permit him or her to work with the teacher.
4.	 Have the outside resource keep in touch with you to be sure that all are on the same page.
5.	 Follow up with the teacher to ensure that he or she is implementing the proper procedures to 

improve the classroom culture.

¾¾ Written Plan
Develop a clear, concise plan for the teacher that contains specific goals and a timeline for achiev-
ing those goals.
1.	 Discuss with the teacher the most appropriate methods for maintaining a positive classroom 

culture.
2.	 Establish a systematic plan for improving the teacher’s classroom culture.
3.	 Sign a written agreement with the teacher that contains a specific timeline for implementation.
4.	 Monitor and revise the plan as necessary.
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Classroom Management

Encouraging

Intervention Strategies

¾¾ Modeling
Demonstrate through example the behavior that is expected of the teacher.
1.	 Frequently acknowledge and praise good classroom management practices you have seen that 

teachers should emulate.
2.	 Consider modeling a lesson to demonstrate classroom management strategies that the teacher is 

not currently using.
3.	 Be quick to praise the teacher when appropriate classroom management skills are demonstrated.
4.	 Be consistent in your praise as the teacher demonstrates effective classroom management 

strategies.

¾¾ Review Policies and Procedures
Through verbal or written means, remind the teacher of specific written policies regarding the 
undesirable behavior.
1.	 At strategic faculty meetings, highlight classroom management policies and procedures of both 

the school and the district.
2.	 Encourage the teacher to think beyond the immediate to see the long-term benefits of effective 

classroom management.
3.	 Make an effort to personally encourage teachers who may have been struggling with classroom 

management when they have done a good job.

Classroom Management 

Coaching

Intervention Strategies

¾¾ Brainstorm
Assist the teacher in thinking through alternative approaches to improve the behavior.
1.	 Collaboratively brainstorm realistic and specific alternatives to various discipline issues that 

might arise.
2.	 Help the teacher determine when to use alternative classroom management procedures.
3.	 Encourage the teacher to try different alternatives.
4.	 Have the teacher regularly touch base with you to discuss specific discipline situations, how they 

were handled, and the results that followed.

¾¾ Collaborate
Have the teacher work together with others and self-assess how successful their solutions have been 
at solving the problem.
1.	 Divide the teachers into teams and have them collaboratively develop effective classroom man-

agement strategies and present them to one another at a faculty meeting or on an in-service day.
2.	 Suggest that the teacher having difficulty partner with a colleague within the building who dis-

plays exemplary classroom management skills.
3.	 Provide opportunities for the teacher to observe others who have demonstrated excellence in 

classroom management at other schools and tie this into recertification points if possible for both 
the observer and the observed.

4.	 Bring in outside consultants to provide in-services on effective classroom management strategies 
as needed.
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Classroom Management 

Structuring

Intervention Strategies

¾¾ Individual Accountability
Identify the area of concern and allow the teacher to personally address it.
1.	 Speak to the teacher privately to avoid drawing undue attention to his or her perceived lack of 

classroom management skills, informing the teacher as to what you have observed.
2.	 Ask the teacher what areas of classroom management need the greatest support.
3.	 If necessary, provide possible classroom management suggestions for the teacher until an appro-

priate response is produced.
4.	 Affirm the teacher’s effort to try new alternatives and express your confidence as improvement 

is noted.

¾¾ Provide a Timeline for Improvement
Provide the teacher with a specific set of objectives for improvement that must be met along with 
clearly identified dates for attaining those objectives.
1.	 Collaboratively brainstorm specific and realistic objectives in which the teacher can change his 

or her classroom management skills.
2.	 Agree upon a time frame in which these objectives and goals can be implemented.
3.	 Provide feedback and periodically follow up with the teacher to ensure improvement and estab-

lish new goals if necessary.

Classroom Management 

Directing

Intervention Strategies

¾¾ Confront
Directly address the inappropriate behavior being very specific about what is expected and what is 
not appropriate.
1.	 State specifically what the continuous classroom management issue is.
2.	 Review steps needed to improve classroom management.
3.	 While providing the teacher an opportunity to respond, reiterate the problem and how it must be 

corrected immediately for the safety of all students.
4.	 Closely monitor the teacher’s progress toward the stated expectations and take alternative actions 

as necessary.

¾¾ Outside Assistance
Coordinate help from an outside source with the specific skills needed to address the issue.
1.	 Keep an accurate record of the specific classroom management problem you have observed and 

identify which outside resource would best assist the teacher.
2.	 Meet with the teacher to discuss your classroom management concerns and let him or her know 

of your intention to provide assistance.
3.	 Develop options for the outside assistance. It may include seminars on classroom management or 

bringing in consultants or coaches. Discuss your concerns and projected goals with the teacher 
and collectively determine the best option to approach the situation.

4.	 Have the outside resource keep in touch with you to be sure that all are on the same page.
5.	 Follow up with the teacher to ensure that he or she is working to improve the classroom 

management skills as expected.
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Cliquishness

Encouraging

Intervention Strategies

¾¾ Check for Understanding
To avoid the inappropriate behavior, have the teacher paraphrase the instructions ensuring under-
standing of your expectations.
1.	 Provide an opportunity for self-reflection regarding the perceived cliquishness.
2.	 Inquire if the teacher thinks a climate of cliquishness is appropriate for the setting.
3.	 Have the teacher describe what he or she believes a more inclusive environment would look like.
4.	 Develop a plan with the teacher to modify or change the perceived cliquishness.

¾¾ Provide Feedback
Give a timely assessment regarding what the teacher is doing correctly and what needs to be 
improved.
1.	 Speak privately to the teacher to avoid drawing undue attention to his or her cliquish tendencies.
2.	 Ask the teacher what could be done differently and provide appropriate suggestions where 

necessary.
3.	 If needed, coach the teacher until an appropriate response is produced.
4.	 Verbally acknowledge and praise positive changes toward more collaborative behavior.
5.	 Be consistent in your praise until the teacher internalizes the desired qualities.
6.	 Praise the teacher’s effort to be more inclusive of others and express your confidence as improve-

ment is noted.

Cliquishness

Coaching

Intervention Strategies

¾¾ Guided Problem-Solving
Provide opportunities to solve the problem by suggesting possible solutions and allowing the teacher 
to create alternatives.
1.	 Identify the specific cliquishness observed.
2.	 Collaborate with the teacher to define the problem in specific terms and evaluate alternative 

strategies.
3.	 Guide the teacher to see why it is critical to model healthy interpersonal relationships.
4.	 Ask the teacher to brainstorm possible strategies that will enable him or her to have a more 

inclusive mind-set with regard to interpersonal interactions.
5.	 Provide encouragement and affirmation when you see evidence of more inclusive behavior.

¾¾ Monitor Closely
Assess the teacher’s progress as it relates to the given expectations.
1.	 Determine the teacher’s current perception of the situation.
2.	 Ask the teacher to consider the situation from a different vantage point and if he or she is unable 

to do this, share an example.
3.	 Encourage the teacher to verbalize some possible options on how he or she could be less cliquish.
4.	 Monitor the teacher closely to see if frequent praise of more appropriate interpersonal behavior 

elicits the desired change.
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Cliquishness

Structuring

Intervention Strategies

¾¾ Ask Self-evaluative Questions
Ask questions that cause the teacher to self-reflect on the behavior.
1.	 Ask self-evaluative questions that would help the teacher identify the perceived cliquishness in 

his or her current pattern of relationship.
2.	 Look for opportunities to ask the teacher how he or she might feel if the incident or issue hap-

pened to them.
3.	 Assist the teacher in determining some ways to diminish the cliquishness so others will feel more 

part of the group.
4.	 Encourage the teacher to implement one or more of the solutions to resolve the perceived 

cliquishness.
5.	 Provide positive reinforcement when a positive response is elicited and gentle guidance of other 

alternatives if a negative response is received.

¾¾ Provide Alternatives
Provide viable, appropriate options to the current inappropriate behaviors of the teacher.
1.	 Collaboratively brainstorm realistic and specific alternatives to potential cliquish situations 

before they arise.
2.	 Help the teacher determine which alternative might be more appropriate.
3.	 Provide the teacher a timeline for trying the different alternatives.
4.	 Have the teacher regularly touch base with you to discuss specific situations, how they were 

handled, and the results that followed.
5.	 If the initial results are not successful in reducing the cliquishness, repeat the process with the 

teacher.

Cliquishness

Directing

Intervention Strategies

¾¾ Ask Closed Questions
Ask questions that can normally be answered using a specific piece of information or a simple “yes” 
or “no.”
1.	 Ask the teacher to respond to a direct question related to the problem such as “Are you including 

(teacher name) in your collaborative planning group?”
2.	 Ask the teacher if the perceived cliquish behavior is in the best interest of others or the school 

and explain why it cannot be tolerated.
3.	 Express your expectations of who needs to be included in the teacher’s collaborative planning 

groups.
4.	 Follow up to ensure the teacher is being more inclusive.

¾¾ Redirect
Stop the teacher’s inappropriate behavior and refocus the attention to the task at hand.
1.	 Determine the cause of the cliquishness and explain to the teacher why it is inappropriate.
2.	 Call the teacher’s attention to what he or she is doing that isolates others.
3.	 Refocus the teacher’s attention to positive behavior that contributes to appropriate interpersonal 

relationships.
4.	 Clearly identify for the teacher what is expected.
5.	 Monitor the teacher and praise as needed, elaborating on the positive elements of the new 

attitude/behavior.
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Collegiality 

Encouraging

Intervention Strategies

¾¾ Check for Understanding
To avoid the inappropriate behavior, have the teacher paraphrase the instructions ensuring under-
standing of your expectations.
1.	 Ask questions to ascertain if the teacher really means to be noncollegial.
2.	 Call attention to the need for all teachers to band together in an effort to advance student learning.
3.	 Ask the teacher to determine how he or she can interact in a more collegial manner.
4.	 Collegially work with the teacher to determine how he or she can work in a more interconnected 

manner.
5.	 Follow up to ensure changes have occurred.

¾¾ Modeling
Demonstrate through example the behavior that is expected of the teacher.
1.	 Model appropriate collegiality.
2.	 Verbally acknowledge and praise collegiality in others so the teacher can be reminded of what 

is expected.
3.	 Be quick to praise the teacher when he or she demonstrates appropriate collegiality.
4.	 Be consistent in your praise until the teacher internalizes the desired qualities.
5.	 Look for opportunities to reinforce that “we are in this together.”

Collegiality 

Coaching

Intervention Strategies

¾¾ Guided Empathy
Help the teacher appreciate another’s situation and to gain a better understanding of how he or she 
might feel in the same circumstance.
1.	 Position yourself near the teacher and as appropriate, engage in conversation that focuses on how 

others might feel, particularly if someone is new or might be feeling left out.
2.	 Ask the teacher to “befriend” that individual and see if he or she can offer any assistance.
3.	 Be quick to praise the teacher when appropriate responses to others are demonstrated.
4.	 Be consistent in your praise until the teacher internalizes the desired qualities.

¾¾ Provide Leadership Opportunities
Provide the teacher with opportunities to take on leadership roles related to the area of concern.
1.	 Give the teacher leadership responsibilities such as acting as a mentor to a new teacher.
2.	 Coach the teacher in his or her leadership capacity and strategize with him or her about leading 

effective team meetings that include others.
3.	 Meet periodically to encourage the teacher’s leadership skills and to particularly praise collegial-

ity and teamwork.
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Collegiality 

Structuring

Intervention Strategies

¾¾ Orchestrate Positive Peer Reinforcement
Enlist fellow teachers to provide encouragement and affirmation for the teacher having difficulty.
1.	 Discuss with the teacher the issue of collegiality and how it is affecting others.
2.	 Indicate that you’ll be enlisting peers to encourage and affirm the teacher when he or she dem-

onstrates collegial behavior.
3.	 Select peers to encourage and work with the teacher.
4.	 Follow up frequently with peers and the teacher to ensure that more cooperative behavior is 

occurring.

¾¾ Suggest Activities
Provide a list of activities the teacher could use as an alternative in the future.
1.	 Suggest that the teacher partner with a colleague who displays exemplary collegiality.
2.	 Divide the teachers into teams and have them collaboratively work together on various projects 

and present them to one another at a faculty meeting or on an in-service day. Have the teacher 
who lacks collegiality be the leader of the team.

3.	 Provide opportunities for the teacher to visit other schools to observe selected teachers with 
demonstrated excellence in working together with others and tie this into recertification points if 
possible for both the observed and the observer.

4.	 Bring in outside consultants to provide team-building activities to promote collegiality.

Collegiality 

Directing

Intervention Strategies

¾¾ Directed Change
Provide specific directive with the goal of changing the behavior and thus the results.
1.	 Identify the specific area(s) in which the teacher demonstrates a lack of collegiality.
2.	 Discuss with the teacher why he or she needs to work positively with the team.
3.	 Direct the teacher to work with the team on all future projects that require teamwork.
4.	 Follow up to ensure the teacher is working positively with the team.
5.	 Ask the teacher if he or she believes his or her actions are collegial.
6.	 Follow up to ensure the same behavior does not reoccur.

¾¾ Provide Conflict Resolution
Help the teacher resolve disputes through discussion and understanding and by jointly developing 
a resolution.
1.	 Encourage open dialogue in an attempt to reach an optimal solution.
2.	 Ask the teacher to explain to you his or her noncollegial responses to others.
3.	 Ask the teacher if there was a better way he or she could have handled the situation. If the teacher 

identifies new strategies, provide the support needed to implement them and if none are identi-
fied, provide alternatives you would like to see used.

4.	 Have the teacher articulate what he or she will do the next time to more cooperatively interact 
with others.

5.	 Monitor the teacher’s interactions with others affirming the collegial responses or continuing to 
provide guidance if necessary.
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Compassion

Encouraging

Intervention Strategies

¾¾ Check for Understanding
To avoid the inappropriate behavior, have the teacher paraphrase the instructions ensuring under-
standing of your expectations. 
1.	 Discuss with the teacher your perception of his or her lack of compassion in a specific situation.
2.	 Ask the teacher if he or she is aware of the impression others may have perceived based upon 

the actions or the conversation.
3.	 Discuss with the teacher alternative ways of responding that will be perceived as more 

empathetic.
4.	 Follow up frequently to ensure the teacher is attempting to implement the strategies discussed.
5.	 Continue to encourage the teacher to make the necessary changes.

¾¾ Nonverbal Communication
Use eye contact, body movement, or hand signals to gain the teacher’s attention.
1.	 Physically acknowledge lack of compassion via a facial expression such as a raised eyebrow or 

some other appropriate body language. If the problem persists, verbally confer with the teacher.
2.	 Make an effort to frequently be in areas where the teacher is interacting with others and then 

purposely acknowledge compassionate statements that demonstrate empathy by smiling, nod-
ding, or gesturing a signal of satisfaction, like a thumbs-up.

3.	 Keep a written record of the positive interactions you can share with the teacher on a regular 
basis.

Compassion

Coaching

Intervention Strategies

¾¾ Collaborate
Have the teacher work together with others and self-assess how successful their solutions have been 
at resolving the problem.
1.	 Discuss with the teacher the perceived lack of compassion.
2.	 Provide opportunities for others to serve as mentors to collaborate with the teacher in helping 

him or her develop alternative responses that would make empathy more apparent.
3.	 Continue to meet with the group helping the teacher to celebrate successes and provide modifica-

tions as necessary.

¾¾ Reframing
Help the teacher understand the impact of his or her words or actions and the need to consider 
alternatives.
1.	 Help the teacher understand the perception of his or her lack of compassion.
2.	 Help the teacher reframe responses so the sense of empathy is apparent.
3.	 Role-play various scenarios with the teacher coaching him or her in the display of more appro-

priate responses.
4.	 Follow up frequently to see if improvements are occurring and provide assistance as needed.
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Compassion

Structuring

Intervention Strategies

¾¾ Ask Open-ended Questions
Ask questions that provide for more than one simple answer, requiring the teacher to think more 
deeply about the behavior.
1.	 When trying to determine the reason behind the lack of compassion, ask questions such as “What 

were you thinking when you responded in what seemed to be an unempathetic way to ______?”
2.	 Ask “What affect do you think your response had on _______?”
3.	 Ask the teacher what he or she could have done differently.
4.	 Establish a verbal agreement with the teacher that he or she will begin taking ownership of 

responses that appear to lack empathy.
5.	 Monitor the teacher’s attitude/behavior to determine if it improves or if greater intervention is 

necessary.

¾¾ Reflective Journaling
Provide a journal for the teacher to reflect on the behavior and determine a more positive course of 
action in the future.
1.	 Discuss with the teacher the perceived lack of compassion.
2.	 Ask the teacher to log his or her interactions and note where compassion was called for.
3.	 In those incidents where the teacher believes the response may have lacked compassion, have 

him or her reflect on ways the situation could have been handled better to demonstrate empathy.
4.	 Have the teacher leave a margin on the right-hand side of the journal page for you to respond 

to the journal entry.
5.	 If the reflection is rather shallow, elicit additional thoughts and feelings in a nondirective manner 

until the desired level of compassion is reached.
6.	 Conclude interactions with encouragement and affirmation.

Compassion

Directing

Intervention Strategies

¾¾ Ask Convergent Questions
Ask questions that allow for only very specific acceptable answers.
1.	 Without allowing for excuses, ask the teacher to explain why a perceived lack of compassion is 

an issue.
2.	 Continue asking “why” questions until you arrive at what seems to be the root cause.
3.	 Ask the teacher to clearly identify steps he or she will take to increase compassionate behavior.
4.	 Monitor the implementation steps.

¾¾ Provide Conflict Resolution
Help the teacher resolve disputes through discussion and understanding and by jointly developing 
a resolution.
1.	 In an attempt to uncover underlying feelings, ask the teacher to explain the response.
2.	 Bring the teacher and the offended party together to discuss the perceived lack of compassion.
3.	 Ask the offended party to express his or her feelings and ask the teacher to explain the initial 

response and the feelings behind what was said.
4.	 Ask both parties if there was something both could have changed to make the conversation more 

productive.
5.	 Have both parties articulate what they will do the next time to ensure that messages are under-

stood and if there appears to be a lack of compassion, it is addressed.
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Content Knowledge

Encouraging

Intervention Strategies

¾¾ Check for Understanding
To avoid the inappropriate behavior, have the teacher paraphrase the instructions ensuring under-
standing of your expectations.
1.	 Ask the teacher if he or she believes they have the appropriate content knowledge.
2.	 Clarify the areas where the teacher has indicated his or level of knowledge of the content area 

is somewhat deficient.
3.	 Provide support in the form of teacher assistance or training to overcome the deficiency.
4.	 Check back with the teacher a week or so after the teacher has instituted the changes to determine 

if the intervention has been successful or if more support is needed.

¾¾ Encourage Confidence
Provide positive statements about the teacher’s ability to achieve success using examples from previ-
ous experiences.
1.	 Share with the teacher that you understand he or she is having difficulty teaching a specific ele-

ment of the curriculum.
2.	 Affirm that you are there to support the teacher.
3.	 Ask what you might do to provide assistance.
4.	 If the teacher is not clear on what needs to be done, collaboratively brainstorm to determine what 

might be helpful.
5.	 Follow up quickly to ensure that whatever is needed has been provided and the teacher feels 

comfortable handling the lesson.

Content Knowledge

Coaching

Intervention Strategies

¾¾ Collaborate
Have the teacher work together with others and self-assess how successful their solutions have been 
at solving the problem.
1.	 With the help of the teacher, clearly identify the content area that needs the greatest support.
2.	 As a team, generate a list of resources that could assist the teacher in the area of need.
3.	 Categorize the list into resources in which the teacher feels comfortable and those he or she is not.
4.	 Have the teacher select two to three resources that will assist in the area of need.
5.	 After the teacher has made use of the resources, plan a classroom visit to check on their 

effectiveness.

¾¾ Timely Identification of Inappropriate Behavior
Address the concerning behavior as soon as is reasonably possible in order to stop it from 
reoccurring.
1.	 Develop a paradigm of improvement rather than perfection.
2.	 Schedule regular classroom visits for all teachers to help identify content area difficulty early.
3.	 Review curriculum and pacing guides prior to classroom visits and then look for content in the 

lessons.
4.	 Conduct 5–10 minute unannounced visits into the classroom and monitor the lesson content in 

an effort to identify concerns.
5.	 Maintaining a supportive approach, correct minor concerns when you see them during these 

visits.
6.	 When noted, be quick to acknowledge and affirm increased content knowledge.
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Content Knowledge

Structuring

Intervention Strategies

¾¾ Individual Accountability
Identify the area of concern and allow the teacher to personally address it.
1.	 Speak to the teacher privately to avoid drawing undue attention to his or her lack of content 

knowledge.
2.	 Ask the teacher in what content areas he or she needs the greatest support.
3.	 If necessary, provide possible suggestions for the teacher until an appropriate response is 

produced.
4.	 Praise the teacher’s effort to increase his or her skill set and express your confidence in him or 

her as improvement is noted.

¾¾ Suggest Activities
Provide a list of activities the teacher could use as an alternative in the future.
1.	 Suggest that the teacher partner with a colleague who displays exemplary content knowledge, 

such as the department chair.
2.	 Divide the teachers into teams and have them collaboratively develop new methods for teaching 

difficult content and present them to one another at a faculty meeting or on an in-service day.
3.	 Provide opportunities for the teacher to observe others with demonstrated excellence in content 

knowledge at other schools and tie this into recertification points if possible.
4.	 Bring in outside consultants to provide in-services on effective methods to present difficult 

classroom content.

Content Knowledge

Directing

Intervention Strategies

¾¾ Ask “What” Questions
Ask “what” questions until the teacher acknowledges the action and volunteers a solution.
1.	 Ask questions such as “In what areas of the content do you believe you need support?” or “In 

what specific areas do you see you need the most help?”
2.	 Follow up with additional questions such as “What level of support or training do you believe 

is needed?”
3.	 As assistance is provided, enthusiastically inquire of the teacher, “What are you learning and 

what are your plans to implement this in your classroom? What do you think will be the result?”
4.	 Monitor the teacher’s implementation of what he or she has learned and determine if improve-

ment is noted or if greater intervention is necessary.

¾¾ Directed Change
Provide specific directives with the goal of changing the behavior and thus the results.
1.	 Identify the specific area(s) the teacher demonstrates a lack of content knowledge.
2.	 Discuss with the teacher why he or she needs to have a thorough understanding of the content.
3.	 Provide resources to support the area(s) of concern, such as in-service training and workshops. 
4.	 Follow up to ensure the teacher is using the provided resources.
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Critical Thinking Skills 

Encouraging

Intervention Strategies

¾¾ Assign a Mentor
Assign the teacher a mentor who demonstrates the desired behavior.
1.	 Pair the teacher with a role model who excels in demonstrating effective critical thinking skills.
2.	 Have the mentor and teacher collaboratively set goals for improving specific critical thinking 

skills.
3.	 Check back frequently to monitor progress and make adjustments as needed.

¾¾ Modeling
Demonstrate through example the behavior that is expected of the teacher.
1.	 Frequently acknowledge and praise good critical thinking skills you have seen that teachers 

should emulate.
2.	 Consider modeling a lesson to demonstrate specific critical thinking skills such as recognizing 

assumptions, evaluating arguments, and drawing conclusions.
3.	 Be quick to praise the teacher when he or she demonstrates a deeper level of critical thinking.
4.	 Be consistent in your praise as the teacher internalizes the desired critical thinking skills.

Critical Thinking Skills 

Coaching

Intervention Strategies

¾¾ Brainstorm
Assist the teacher in thinking through alternative approaches to improve the behavior.
1.	 Collaborate with the teacher to brainstorm realistic and specific alternatives that will enable him 

or her to think more critically when developing solutions to problems.
2.	 Help the teacher determine the appropriate critical thinking skill needed.
3.	 Encourage the teacher to try different strategies that model effective critical thinking.
4.	 Have the teacher regularly touch base with you to discuss specific implementation of effective 

critical thinking skills, how they were demonstrated, and the results that followed.

¾¾ Guided Problem-Solving
Provide opportunities to solve the problem by suggesting possible solutions and allowing the teacher 
to create alternatives.
1.	 Identify the specific area in which the teacher has difficulty demonstrating effective critical 

thinking skills.
2.	 Collaboratively identify the critical thinking skill deficits in specific terms and evaluate alterna-

tive strategies.
3.	 Guide the teacher to think of ways to implement deeper levels of critical thinking.
4.	 Provide encouragement to the teacher when you see evidence of increased levels of critical 

thinking.
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Critical Thinking Skills 

Structuring

Intervention Strategies

¾¾ Prioritize Concerns
Provide a list of concerns in specific areas that need to be addressed by the teacher.
1.	 Meet with the teacher to identify and analyze the lack of critical thinking skills.
2.	 Identify specific areas in which critical thinking issues need to be addressed.
3.	 Prioritize the areas that need attention.
4.	 Collaboratively generate strategies that will assist the teacher in addressing these areas of need.
5.	 Check back frequently on the progress and make adjustments as needed.

¾¾ Reflective Journaling
Provide a journal for the teacher to reflect on the behavior and determine a more positive course of 
action in the future.
1.	 Discuss with the teacher the need for deeper critical thinking skills.
2.	 Ask the teacher to evaluate and keep a journal of how he or she used critical thinking skills 

throughout the day.
3.	 Encourage the teacher to determine whether he or she demonstrated appropriate critical thinking 

and, if not, what needs to be changed.
4.	 Explore alternative solutions.
5.	 Have the teacher journal what occurred, consider why it happened, explore possible meanings, 

and evaluate what could have been done differently.

Critical Thinking Skills 

Directing

Intervention Strategies

¾¾ Ask “What” Questions
Ask “what” questions until the teacher acknowledges the action and volunteers a solution.
1.	 Ask questions such as “What makes you think that?” or “What made you come to that 

conclusion?” 
2.	 Listen carefully and do not formulate the next question until you have paid attention to the 

answer to the first.
3.	 Encourage specific and relevant responses with appropriate follow-up questions such as “What 

could you have done differently?” 
4.	 Follow up with additional questions until you believe proper critical thinking by the teacher has 

been demonstrated.

¾¾ Redirect
Stop the teacher’s inappropriate behavior and refocus the attention to the task at hand.
1.	 Call the teacher’s attention to the lack of critical thinking in a specific situation.
2.	 Refocus the teacher’s attention to a positive behavior that contributes to an appropriate solution 

to the problem where critical thinking skills were applied.
3.	 Clearly identify for the teacher what is expected.
4.	 Monitor the teacher’s responses and praise as needed, elaborating on the positive elements of 

effective critical thinking.
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Curriculum 

Encouraging

Intervention Strategies

¾¾ Assign a Mentor
Assign the teacher a mentor who demonstrates the desired behavior.
1.	 Pair the teacher with a role model teaching the same subject and/or on the same grade level who 

excels in curriculum delivery.
2.	 With the mentor exhibiting respect and confidence in the teacher’s abilities, have the pair sched-

ule collaborative meetings to discuss curriculum goals and plans.
3.	 Check back frequently on the progress and make adjustments as needed.

¾¾ Review Policies and Procedures
Through verbal or written means, remind the teacher of specific written policies regarding the 
undesirable behavior.
1.	 Periodically remind everyone of the curriculum policies and procedures teachers are expected 

to follow.
2.	 Encourage the teacher to think beyond the immediate to see the long-term benefits of following 

the curriculum.
3.	 Make an effort to personally encourage teachers who may have been struggling with the cur-

riculum when they have done a good job.

Curriculum 

Coaching

Intervention Strategies

¾¾ Assisted Goal Setting
Help the teacher set achievable goals to improve behavior in a step-by-step manner.
1.	 Reinforce the need to adhere to the curriculum and identify where the noticeable behavior falls 

short.
2.	 Collaboratively brainstorm specific and realistic strategies in which the teacher can change his 

or her behavior.
3.	 Establish a time frame in which these strategies and goals can be implemented.
4.	 Provide feedback by periodically following up with the teacher to ensure compliance and estab-

lish new goals if necessary.

¾¾ Guided Problem-Solving
Provide opportunities to solve the problem by suggesting possible solutions and allowing the teacher 
to create alternatives.
1.	 Identify the specific problematic curriculum issue.
2.	 Collaborate with the teacher to define the problem in specific terms and evaluate alternative 

strategies.
3.	 Be clear on what the limits of the curriculum problem are so the discussion doesn’t get bogged 

down by other issues.
4.	 Guide the teacher to see why it is critical to follow the prescribed curriculum.
5.	 Ask the teacher to brainstorm possible strategies that will enable him or her to follow the 

curriculum.
6.	 Provide encouragement to the teacher when you see evidence of successful strategy 

implementation.
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Curriculum 

Structuring

Intervention Strategies

¾¾ Ask Self-evaluative Questions
Ask questions that cause the teacher to self-reflect on the behavior.
1.	 Ask the teacher to provide a self-assessment of his or her efforts in following the curriculum.
2.	 Compare the teacher’s self-evaluation with the expected standards for teaching the curriculum.
3.	 Point out the areas of compliance and noncompliance in order to bring appropriate alignment.
4.	 Monitor the progress on a regular basis and make necessary adjustments.

¾¾ Provide a Timeline for Improvement
Provide the teacher with a specific set of objectives for improvement that must be met along with 
clearly identifiable dates for attaining those objectives.
1.	 Highlight areas in which the teacher is appropriately and successfully implementing the 

curriculum.
2.	 Ask the teacher to assess whether the strategies he or she is using have been successful.
3.	 Guide the teacher to see how he or she can transfer those successful strategies over into the 

problematic curriculum area.
4.	 Agree upon specific target dates for transferring and implementing those strategies in the prob-

lem area.
5.	 After the teacher implements the strategies, periodically follow up to ensure compliance and 

establish new goals if necessary.

Curriculum 

Directing

Intervention Strategies

¾¾ Directed Change
Provide specific directives with the goal of changing behavior and thus the results.
1.	 Identify the specific area in which the curriculum is being ignored.
2.	 Discuss with the teacher why the curriculum must be followed. (e.g., improves teaching and 

learning; required by school and/or district).
3.	 Discuss how the teacher can most effectively follow the curriculum.
4.	 Monitor and remind the teacher as necessary until he or she begins to practice the proper 

guidelines.

¾¾ Outside Assistance
Coordinate help from an outside source with the specific skills needed to help address the issue.
1.	 Keep an accurate record of the specific curriculum problem you have observed and identify 

which outside resource would best assist the teacher.
2.	 Meet with the teacher to discuss your curriculum concerns and let him or her know of your inten-

tion to provide outside assistance.
3.	 Meet with the outside resource to discuss your curriculum concerns and projected goals for the 

teacher and collectively determine the best strategy to approach the situation.
4.	 Permit the outside resource to work with the teacher.
5.	 Have the outside resource keep in touch with you to be sure that all are on the same page.
6.	 Follow up with the teacher to ensure that he or she is implementing the proper curriculum and 

offer further assistance if necessary.
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Disingenuousness 

Encouraging

Intervention Strategies

¾¾ Increase Physical Presence
Spend more time at the location where the problem behavior appears to occur most often.
1.	 Arrange to be present in situations where the teacher’s perceived disingenuousness is most 

noticeable.
2.	 When you see the disingenuous attitude or behavior manifested, in a gentle way question the 

validity of the statement (e.g., “Are you sure about that?”).
3.	 If the disingenuousness seems to be ongoing, address the issue with the teacher.
4.	 Continue to be present in the environment where the disingenuousness occurs most frequently.
5.	 When the teacher is straightforward with communication, provide affirmation.

¾¾ Provide Feedback
Give a timely assessment regarding what the teacher is doing correctly and what needs to be 
improved.
1.	 Verbally give a specific description of how the teacher appears to be disingenuous.
2.	 Ask the teacher if there are alternative ways to interact that would not be perceived as 

disingenuous.
3.	 Guide the teacher to see where changes in behavior need to occur and provide specific alterna-

tives as necessary.
4.	 Collaboratively agree upon possible solutions to resolve the situation.
5.	 Provide frequent encouragement and affirmation as progress is observed.

Disingenuousness 

Coaching

Intervention Strategies

¾¾ Brainstorm
Assist the teacher in thinking through alternative approaches to improve the behavior.
1.	 When the teacher engages in disingenuous behavior, help him or her brainstorm potential solu-

tions to the problem.
2.	 If the teacher is unable to identify solutions, brainstorm options and have him or her write them 

down as they are identified.
3.	 Have the teacher choose one out of two to three options and identify which he or she will use 

when confronted with a similar situation in the future.
4.	 Encourage follow-through and monitor the teacher’s success.

¾¾ Monitor Closely
Assess the teacher’s progress as it relates to the given expectations.
1.	 Determine the teacher’s current perception of the situation.
2.	 Ask the teacher to consider the situation from a different vantage point and if he or she is unable 

to do this, share an example.
3.	 Encourage the teacher to verbalize some possible options for responding in a more truthful man-

ner, particularly in stressful situations.
4.	 Monitor the teacher closely to see if frequent praise of more genuine behavior elicits the desired 

change.

Selig et al._9781475817874.indb   102 16-03-2016   12:14:06



	 Individualized Intervention Strategies� 103

Disingenuousness 

Structuring

Intervention Strategies

¾¾ Ask Open-ended Questions
Ask questions that provide for more than one simple answer, requiring the teacher to think more 
deeply about the behavior.
1.	 Ask “what” questions until the teacher acknowledges his or her disingenuous behavior.
2.	 Ask a how question such as “How does your behavior benefit you or others?”
3.	 Ask “What would be a better way to be more truthful or sincere?”
4.	 Obtain a verbal agreement to stop the disingenuousness and be more forthright.
5.	 Monitor the teacher’s attitude/behavior to determine if it improves or if greater intervention is 

necessary.

¾¾ Individual Accountability
Identify the area of concern and allow the teacher to personally address it.
1.	 Determine the teacher’s motives behind the disingenuousness.
2.	 Ask yourself the following questions immediately after disingenuousness is discerned:

•	 Do I feel annoyed? If so, attention getting may be the goal.
•	 Do I feel intimidated? If so, power may be the goal.
•	 Do I feel wronged or hurt? If so, revenge may be the goal.
•	 Do I feel incapable of reaching the teacher? If so, helplessness may be the goal.

3.	 Respond appropriately:
•	 If attention getting, ignore the behavior.
•	 If power, do not allow open conflict.
•	 If revenge, determine the reason.
•	 If helplessness, provide opportunities for the teacher to succeed.

Disingenuousness 

Directing

Intervention Strategies

¾¾ Confront
Directly address the inappropriate behavior being very specific about what is expected and what is 
not appropriate.
1.	 Directly address the teacher’s perceived disingenuous behavior.
2.	 Ask the teacher to explain the reasons for the disingenuousness.
3.	 Ask the teacher if there was a better way to handle the situation.
4.	 Have the teacher articulate what he or she will do next time to be more truthful or sincere.
5.	 Affirm the teacher’s response if appropriate or provide alternatives if necessary.

¾¾ Directed Change
Provide specific directives with the goal of changing the behavior and thus the results.
1.	 Identify the specific area(s) the teacher needs to be more truthful.
2.	 Discuss why the teacher needs to be more transparent in his or her responses.
3.	 Assist the teacher in setting goals to be more genuine that meet your expectations.
4.	 Follow up to ensure the teacher is working to attain the goals.
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Disloyalty 

Encouraging

Intervention Strategies

¾¾ Affirmative Statements
Verbally acknowledge and emphasize the teacher’s strengths and achievements.
1.	 In faculty meetings and other faculty communications, let teachers know how much you appreci-

ate loyalty toward the school and others.
2.	 Praise the teacher when he or she demonstrates loyalty.
3.	 Emphasize that we are all in this together.
4.	 Find the positives and encourage the use of those strengths and abilities.

¾¾ Provide Feedback
Give a timely assessment regarding what the teacher is doing correctly and what needs to be 
improved.
1.	 Verbally give a specific description of how the teacher appears to be disloyal.
2.	 Ask the teacher if there are alternative ways to interact that would not be perceived as disloyal.
3.	 Guide the teacher to see where changes in behavior need to occur and provide specific alterna-

tives as necessary.
4.	 Collaboratively agree upon possible solutions to resolve the situation.
5.	 Provide frequent encouragement and affirmation as progress is observed.

Disloyalty 

Coaching

Intervention Strategies

¾¾ Provide Leadership Opportunities
Provide the teacher with opportunities to take on leadership roles related to the area of concern.
1.	 In areas of strength, assign the teacher to leadership positions on committees.
2.	 Coach the teacher in his or her leadership capacity and strategize with him or her about ways to 

keep meetings positive and aligned with the mission of the school.
3.	 Meet periodically to encourage the teacher’s leadership skills and to particularly focus on state-

ments or actions of loyalty.

¾¾ Reframing
Help the teacher understand the impact of his or her words or actions and the need to consider 
alternatives.
1.	 Help the teacher understand that disloyalty does not solve problems, but instead often exacer-

bates them while being destructive.
2.	 Help the teacher understand the impact of disloyal statements and how reframing can accomplish 

the same goal in a more productive way.
3.	 Work with the teacher to help him or her learn to reframe statements, removing judgment or 

condemnation. For example, help the teacher reframe a disloyal statement and rephrase it, elimi-
nating divisiveness and instead producing cooperation.
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Disloyalty 

Structuring

Intervention Strategies

¾¾ Negotiate
Work to reach a compromise with the teacher through open discussion. 
1.	 Discuss with the teacher the perceived lack of loyalty being demonstrated.
2.	 Listen to and address the teacher’s concerns that have resulted in disloyal statements.
3.	 Accept the teacher at face value and don’t try to negate his or her feelings.
4.	 While acknowledging feelings, help the teacher understand that his or her statements have been 

detrimental to others.
5.	 While respecting the teacher’s right to his or her feelings, negotiate a means by which the teacher 

can make concerns known in an appropriate manner modifying public behavior that gives the 
impression of disloyalty.

6.	 Follow up frequently to see if the negotiated agreement is being adhered to and determine if 
modifications are required.

¾¾ Prioritize Concerns
Provide a list of concerns in specific areas that need to be addressed by the teacher.
1.	 Meet with the teacher to identify and analyze the appearance of disloyalty.
2.	 Identify specific areas in which the disloyalty has occurred and the impact of those statements 

or actions.
3.	 Collaboratively generate strategies that will assist the teacher in adopting a more loyal attitude.
4.	 Check back frequently on the progress and make adjustments as needed.

Disloyalty 

Directing

Intervention Strategies

¾¾ Manage Anger
Require the teacher to participate in anger management strategies.
1.	 Have the teacher identify if there is any underlying anger that may be resulting in his or her 

disloyal statements.
2.	 Make clear to the teacher that the disloyal statements cannot be tolerated and we need to find 

more appropriate responses to deal with the apparent strong feelings that generate the disloyal 
attitude.

3.	 Brainstorm alternative strategies to deal with anger in a more appropriate manner and to demon-
strate a greater degree of loyalty.

4.	 Help the teacher determine a safe place to “unload” when emotions intensify.

¾¾ Redirect
Stop the teacher’s inappropriate behavior and refocus the attention to the task at hand.
1.	 Determine the cause of the disloyalty.
2.	 Call the teacher’s attention to what he or she is doing that appears to be disloyal and how it is 

inappropriate.
3.	 Refocus the teacher’s attention to positive behaviors that contribute to a greater degree of loyalty.
4.	 Clearly identify for the teacher what is expected.
5.	 Monitor the teacher and praise as needed, elaborating on the positive elements of the loyal 

attitude.
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Emotional Inappropriateness 

Encouraging

Intervention Strategies

¾¾ Humor
Use humor to lighten a stressful situation.
1.	 Use humor when a teacher is continually overly emotional, overly serious, overly nervous, on the 

verge of misbehavior, or becoming frustrated.
2.	 Find ways to poke fun at yourself, allowing the teacher to understand your support although you 

do not approve of the behavior (e.g., “I can remember when someone told me ‘Don’t sweat the 
small stuff—it’s all small stuff.’ ”).

3.	 Send a clear message that, although you are using humor to lighten the mood, you are confident 
the teacher can react in a more measured and controlled manner.

¾¾ Provide Feedback
Give a timely assessment regarding what the teacher is doing correctly and what needs to be 
improved.
1.	 Verbally give a specific description of how the teacher manifested an inappropriate emotional 

response in a particular situation and how it affected others.
2.	 Ask the teacher if there are alternative ways to interact that would not be perceived as overly 

emotional.
3.	 Guide the teacher to see where changes in behavior need to occur and provide specific alterna-

tives as necessary.
4.	 Collaboratively agree upon possible solutions to resolve the situation.
5.	 Provide frequent encouragement and affirmation as progress is observed. 

Emotional Inappropriateness 

Coaching

Intervention Strategies

¾¾ Guided Problem-Solving
Provide opportunities to solve the problem by suggesting possible solutions and allowing the teacher 
to create alternatives.
1.	 Identify and focus on the specific perceived inappropriate response so the discussion doesn’t get 

bogged down by other issues.
2.	 Guide the teacher to see why it is critical to maintain self-control.
3.	 Ask the teacher to brainstorm possible strategies that will enable a more appropriate reaction in 

the future.
4.	 Provide encouragement when you see evidence of more appropriate emotional responses.

¾¾ Reflect Verbal Responses
Verbally reflect the essence of a teacher’s argument in order to clarify his or her true feelings regard-
ing the situation.
1.	 Ask the teacher, “What did you really mean when you said that?”
2.	 Listen carefully to the teacher’s response and attempt to understand the underlying meaning.
3.	 Repeat the message back to the teacher and continue to seek clarity until true feelings are 

acknowledged.
4.	 Ask the teacher what steps can be taken to accept responsibility and avoid an inappropriate or 

overly emotional response.
5.	 Continue to reflect the teacher’s responses until you can both agree on more appropriate ways 

for him or her to manage emotions.
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Emotional Inappropriateness 

Structuring

Intervention Strategies

¾¾ Ask Self-evaluative Questions
Ask questions that cause the teacher to self-reflect on the behavior.
1.	 When you see a teacher reacting with inappropriate or overly emotional responses, inquire as to 

what is happening.
2.	 While providing support and empathy, try to determine the root cause of the reaction.
3.	 Model the attitude and behavior you would like to see displayed.
4.	 Look for opportunities to ask the teacher how he or she might feel if a similar situation happened 

to them.
5.	 Provide positive reinforcement when a positive response is elicited and gentle guidance of other 

alternatives if a negative response is received.

¾¾ Reflective Journaling
Provide a journal for the teacher to reflect on the behavior and determine a more positive course of 
action in the future.
1.	 Discuss with the teacher the perceived inappropriate emotional responses.
2.	 Ask the teacher to keep a journal and evaluate how he or she responded to others throughout 

the day.
3.	 In those incidents where the teacher believes the response may have been inappropriate, have 

him or her reflect on ways the situation could have been handled better.
4.	 Have the teacher leave a margin on the right hand side of the journal page for you to respond to 

the journal entry.
5.	 If the reflection is rather shallow, elicit additional thoughts and feelings in a nondirective manner 

until the desired level of understanding of appropriate emotional responses is reached. This could 
be done in writing through the journal or in person.

6.	 Conclude interactions with encouragement and affirmation.

Emotional Inappropriateness 

Directing

Intervention Strategies

¾¾ Confront
Directly address the inappropriate behavior being very specific about what is expected and what is 
not appropriate.
1.	 Encourage an open dialogue in an attempt to reach an optimal solution.
2.	 Ask the teacher to explain his or her inappropriate or overly emotional response.
3.	 Ask if there was a better way the teacher could have handled the situation.
4.	 Have the teacher articulate what he or she will do the next time to improve the reaction.
5.	 Affirm the teacher’s response if appropriate or provide alternative actions if necessary.

¾¾ Manage Anger
Require the teacher to participate in anger management strategies.
1.	 Have the teacher identify what easily triggers his or her anger.
2.	 Brainstorm alternative strategies to deal with anger when it arises.
3.	 Help the teacher determine a safe place to “unload” when emotions intensify.
4.	 Refer the teacher to outside assistance if the problem persists.
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Exaggeration 

Encouraging

Intervention Strategies

¾¾ Humor
Use humor to lighten a stressful situation.
1.	 Establish rapport and relationship with the teacher through appropriate humor, being careful to 

never be cutting or sarcastic.
2.	 Find ways to poke fun at yourself to demonstrate when you have exaggerated your role in a situ-

ation and how it was not productive.
3.	 Send a clear message that, although you are using humor to lighten the mood, you are confident 

the teacher can be more grounded in reality, eliminating exaggeration.

¾¾ Increase Physical Presence
Spend more time at the location where the problem behavior appears to occur most often.
1.	 Arrange to be present in situations where the teacher’s perceived exaggeration is most noticeable.
2.	 When you see the exaggeration being manifested, in a gentle way question the validity of the 

statement (i.e., “Are you sure about that?”).
3.	 If the exaggeration seems to be ongoing, address the issue with the teacher.
4.	 Continue to be present in the environment where the exaggeration occurs most frequently.
5.	 When the teacher is straightforward with communication, provide affirmation.

Exaggeration 

Coaching

Intervention Strategies

¾¾ Reframing
Help the teacher understand the impact of his or her words or actions and the need to consider 
alternatives.
1.	 Help the teacher understand the perception of his or her pattern of exaggeration.
2.	 Help the teacher reframe responses so they reflect reality.
3.	 Role-play various scenarios with the teacher coaching him or her in the display of more appro-

priate responses.
4.	 Follow up frequently to see if improvements are occurring and provide assistance as needed.

¾¾ Self-Disclosure
Allow the teacher an opportunity to personally identify the issue and determine alternatives to 
resolve the problem.
1.	 Meet with the teacher to discuss what appears to be a pattern of exaggeration.
2.	 Attempt to get the teacher to disclose the underlying reason why he or she tends to exaggerate.
3.	 Highlight times when you have heard the teacher not exaggerate but instead just present the facts 

and how the respondent was very receptive.
4.	 Be quick to encourage and affirm reality-based comments.
5.	 Follow up by asking the teacher to reveal how he or she felt after producing more reality-based 

statements.
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Exaggeration 

Structuring

Intervention Strategies

¾¾ Prioritize Concerns
Provide a list of concerns in specific areas that need to be addressed by the teacher.
1.	 Meet with the teacher to identify and analyze the pattern of exaggeration.
2.	 Identify specific areas in which exaggeration has occurred and the impact it has had on others.
3.	 Prioritize the areas that need attention.
4.	 Collaboratively generate strategies that will assist the teacher in adopting a more realistic 

attitude.
5.	 Check back frequently on the progress and make adjustments as needed.

¾¾ Reflective Journaling
Provide a journal for the teacher to reflect on the behavior and determine a more positive course of 
action in the future.
1.	 Discuss with the teacher the perceived exaggeration.
2.	 Ask the teacher to keep a journal and evaluate how he or she responded to others throughout 

the day.
3.	 In those incidents where the teacher believes the response may have been exaggerated, have him 

or her reflect on ways the situation could have been handled better.
4.	 Have the teacher leave a margin on the right hand side of the journal page for you to respond to 

the journal entry.
5.	 If the reflection is rather shallow, elicit additional thoughts and feelings in a nondirective manner 

until the desired level of reality is reached. This could be done in writing through the journal or 
in person.

6.	 Conclude interactions with encouragement and affirmation.

Exaggeration 

Directing

Intervention Strategies

¾¾ Confront
Directly address the inappropriate behavior being very specific about what is expected and what is 
not appropriate.
1.	 Encourage an open exchange of information as it relates to the pattern of exaggeration in an 

attempt to curtail the problem.
2.	 Ask the teacher to explain his or her reasons for the exaggeration and if there was a better way 

to more accurately reflect what happened.
3.	 Have the teacher articulate what he or she will do the next time to diminish the behavior of 

exaggeration.
4.	 Affirm the teacher’s response if appropriate or provide alternative actions if necessary.

¾¾ Redirect
Stop the teacher’s inappropriate behavior and refocus the attention to the task at hand.
1.	 Call the teacher’s attention to the pattern of exaggeration and how it is inappropriate.
2.	 Refocus the teacher’s attention to more reality-based responses.
3.	 Clearly identify for the teacher what is expected.
4.	 Monitor the teacher and praise as needed, elaborating on the positive elements of reporting more 

realistic happenings.
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Feedback 

Encouraging

Intervention Strategies

¾¾ Affirmative Statements
Verbally acknowledge and emphasize the teacher’s strengths and achievements.
1.	 In faculty meetings and other faculty communications, continually praise and encourage appro-

priate parental feedback.
2.	 Praise the teacher when he or she attempts to use appropriate forms of feedback.
3.	 Remind the teacher of past accomplishments and successes that have resulted from positive 

feedback and encourage him or her to continue using these.

¾¾ Provide Feedback
Give a timely assessment regarding what the teacher is doing correctly and what needs to be 
improved.
1.	 Highlight areas in which the teacher has successfully used verbal/nonverbal feedback 

appropriately.
2.	 Ask the teacher to assess what he or she did to be successful before (i.e., why did they choose to 

use this method of feedback during a particular incident?).
3.	 Guide the teacher to see how he or she can transfer those methods of feedback to new situations.
4.	 After the teacher tries using the appropriate forms of feedback, periodically follow up with him 

or her to determine success levels and establish new goals if necessary.

Feedback 

Coaching

Intervention Strategies

¾¾ Guided Empathy
Help the teacher appreciate another’s situation and to gain a better understanding of how he or she 
might feel in the same circumstance.
1.	 Begin by focusing on the way the teacher currently provides feedback.
2.	 Ask the teacher to explain the effectiveness of having a variety of strategies to provide feedback 

to students.
3.	 If the teacher responds negatively, guide the discussion to one about what a lack of effective feed-

back causes. Ask him or her to provide an example and tell how he or she felt when no feedback 
was received (e.g., when an administrator did not provide feedback on a classroom observation). 

4.	 Help the teacher see how students make use of effective feedback and as such need a variety of 
effective feedback strategies.

5.	 Discuss possible varied strategies the teacher could use to be more effective in providing feed-
back to students.

6.	 Have the teacher incorporate the new strategies in the coming weeks and follow up by discuss-
ing the results.

¾¾ Guided Problem-Solving
Provide opportunities to solve the problem by suggesting possible solutions and allowing the teacher 
to create alternatives.
1.	 Identify the specific area in which the teacher has difficulty providing effective feedback.
2.	 Collaboratively identify the feedback deficits in specific terms and evaluate alternative strategies.
3.	 Guide the teacher to think of ways to implement alternative forms of feedback.
4.	 Provide encouragement to the teacher when you see evidence of increased or more appropriate 

feedback.
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Feedback 

Structuring

Intervention Strategies

¾¾ Prioritize Concerns
Provide a list of concerns in specific areas that need to be addressed by the teacher.
1.	 Meet with the teacher to identify and analyze his or her feedback strategies.
2.	 Identify specific areas in which effective and timely feedback to students by the teacher is 

needed.
3.	 Prioritize which areas of teacher feedback need to be addressed first.
4.	 Collaboratively generate strategies that will assist the teacher in providing timely and effective 

feedback
5.	 Check back frequently on the progress and make adjustments as needed.

¾¾ Reflective Journaling
Provide a journal for the teacher to reflect on the behavior and determine a more positive course of 
action in the future.
1.	 Discuss with the teacher the perceived lack of feedback.
2.	 Ask the teacher to log feedback interactions with students and note his or her feelings about the 

process and the result.
3.	 Have the teacher leave a margin on the right hand side of the journal page for you to respond to 

the journal entry.
4.	 If the reflection is rather shallow, elicit additional thoughts and feelings in a nondirective manner 

until the desired level of understanding is reached. This could be done in writing through the 
journal or in person.

5.	 Conclude the interaction with encouragement and affirmation.

Feedback 

Directing

Intervention Strategies

¾¾ Ask Closed Questions
Ask questions that can normally be answered using a specific piece of information or a simple “yes” 
or “no.”
1.	 Ask the teacher to respond to a direct question related to the manner in which he or she provides 

feedback.
2.	 Discuss the resultant feelings and behavior that emanate from appropriate and timely feedback.
3.	 Ask the teacher if the feedback he or she provides results in a desired response.
4.	 Follow up to ensure the teacher is using more appropriate feedback.

¾¾ Redirect
Stop the teacher’s inappropriate behavior and refocus the attention to the task at hand.
1.	 Determine the cause of the poor verbal/nonverbal feedback.
2.	 Call the teacher’s attention to what he or she is doing and that results in ineffective feedback.
3.	 Refocus the teacher’s attention to positive behavior that contributes to appropriate verbal/non-

verbal feedback.
4.	 Clearly identify for the teacher what is expected.
5.	 Monitor the teacher and praise as needed, elaborating on the positive elements of the verbal/

nonverbal feedback.
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Goal Setting

Encouraging

Intervention Strategies

¾¾ Affirmative Statements
Verbally acknowledge and emphasize the teacher’s strengths and achievements.
1.	 Praise the teacher when he or she attempts to write professional goals.
2.	 Emphasize the need for improvement in goal setting, not perfection.
3.	 Capitalizing on the strengths of the teacher, find the positives and encourage the use of those 

abilities.

¾¾ Encourage Confidence
Provide positive statements about the teacher’s ability to achieve success using examples from previ-
ous experiences.
1.	 Identify areas in which you have observed the teacher demonstrating confidence.
2.	 Follow up with a discussion of your concerns regarding his or her perceived lack of goal setting.
3.	 Relate the previously observed areas of strength to the current issue of the lack of goal setting, 

pointing out the confidence you have observed in other situations.
4.	 Work with the teacher to apply the skills he or she has used in other areas to the area of goal 

setting.

Goal Setting

Coaching

Intervention Strategies

¾¾ Assisted Goal Setting
Help the teacher set achievable goals to improve behavior in a step-by-step manner.
1.	 Reinforce the need to develop goals.
2.	 Collaboratively brainstorm specific and realistic goals that the teacher can slowly begin to 

implement.
3.	 Establish benchmarks to monitor progress.
4.	 Provide feedback by periodically following up with the teacher to ensure compliance and estab-

lish new goals if necessary.

¾¾ Timely Identification of Inappropriate Behavior
Address the concerning behavior as soon as is reasonably possible in order to stop it from 
reoccurring.
1.	 Schedule goal reviews for all teachers early in the year to help identify problem areas.
2.	 Instruct teachers to review their goals each quarter to self-assess progress.
3.	 Prior to going into the classroom for 5–10 minute unannounced visits, review the teacher’s goals 

to see if progress is evident.
4.	 Correct minor concerns when you see them during these visits, maintaining a supportive 

approach.
5.	 When noted, be quick to acknowledge and affirm appropriate professional goal setting.
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Goal Setting

Structuring

Intervention Strategies

¾¾ Ask Self-evaluative Questions
Ask questions that cause the teacher to self-reflect on the behavior.
1.	 Inquire if the teacher thinks his or her goal setting is sufficient.
2.	 When you see the teacher not developing appropriate professional goals, inquire as to what is 

happening, while trying to determine the root cause for the perceived lack of goal setting.
3.	 Ask the teacher to articulate the reasons why he or she is failing to set goals.
4.	 Compare the teacher’s self-evaluation with your perceptions and together determine a plan for 

improvement.

¾¾ Provide a Timeline for Improvement
Provide the teacher with a specific set of objectives for improvement that must be met along with 
clearly identified dates for attaining those objectives.
1.	 Review the requirements for goal setting with the teacher.
2.	 Agree upon a time frame in which these goals will be implemented.
3.	 Provide feedback by periodically following up with the teacher to ensure compliance and estab-

lish new goals if necessary.

Goal Setting

Directing

Intervention Strategies

¾¾ Directed Change
Provide specific directives with the goal of changing the behavior and thus the results.
1.	 Identify the specific area(s) in which the teacher needs to improve related to goal setting.
2.	 Discuss why the teacher needs to set and monitor goals (e.g., improves teaching and student 

learning; it’s required by school and/or district).
3.	 Assist the teacher in setting goals that meet your expectations.
4.	 Follow up to ensure the teacher is working to attain the goals.

¾¾ Written Plan
Develop a clear, concise plan for the teacher that contains specific goals and a timeline for achiev-
ing those goals.
1.	 Discuss with the teacher the need and requirements for setting instructional goals.
2.	 Establish a systematic plan for improving the teacher’s goal setting.
3.	 Sign a written agreement containing a specific timeline for implementation of the teacher’s goals.
4.	 Monitor the progress of the goal attainment and revise as needed.
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Gossip 

Encouraging

Intervention Strategies

¾¾ Increase Physical Presence
Spend more time at the location where the problem behavior appears to occur most often.
1.	 Arrange to be present in situations or locations where gossip typically occurs or where you 

anticipate its occurrence.
2.	 When you hear gossip, in a gentle way question the validity of the statement 

(e.g., “Are you sure about that?”).
3.	 If the gossip seems to be ongoing, address the issue with the teacher.
4.	 Continue to be present in the environment where the gossip occurs most frequently.
5.	 When the teacher is straightforward with communication, provide affirmation.
6.	 In the strategies above, verbal communication is usually not needed; your physical proximity and 

presence is often enough to change the behavior.

¾¾ Provide Feedback
Give a timely assessment regarding what the teacher is doing correctly and what needs to be 
improved.
1.	 Verbally give a specific description of how the teacher’s pattern of gossiping has affected others.
2.	 Ask the teacher if there is another alternative manner of interaction that would not be perceived 

as gossip.
3.	 Guide the teacher to see where changes in behavior need to occur and provide specific alterna-

tives as necessary.
4.	 Collaboratively agree upon possible solutions to resolve the situation.
5.	 Provide frequent encouragement and affirmation as progress is observed.

Gossip 

Coaching

Intervention Strategies

¾¾ Appeal to Values
Providing opportunity for self-reflection, discuss concerns and compare them to the positive values 
the teacher holds as demonstrated in the past.
1.	 Gently remind the teacher of what he or she holds dear in terms of value.
2.	 Inquire if the teacher thinks gossiping is appropriate.
3.	 Have the teacher think about situations where he or she has gossiped and identify more appropri-

ate responses.
4.	 Praise positive responses, and if there is a lapse in appropriate behavior, compare the reaction to 

the teacher’s more typical positive behavior.

¾¾ Reframing
Help the teacher understand the impact of his or her words or actions and the need to consider 
alternatives.
1.	 Help the teacher understand the perception of the ongoing gossiping.
2.	 Help the teacher reframe responses so that the conversation doesn’t drift into gossip.
3.	 Role-play various scenarios with the teacher coaching him or her in the display of more appro-

priate responses.
4.	 Follow up frequently to see if improvements are occurring and provide assistance as needed.
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Gossip

Structuring

Intervention Strategies

¾¾ Prioritize Concerns
Provide a list of concerns in specific areas that need to be addressed by the teacher.
1.	 Meet with the teacher to identify and analyze the incidents of perceived gossiping.
2.	 Identify specific areas or situations in which gossiping occurs.
3.	 Express clearly the need to not gossip and the affect it has on others and the organization.
4.	 Prioritize the areas that need attention.
5.	 Collaboratively generate strategies that will assist the teacher in avoiding gossip.
6.	 Check back frequently on the progress and make adjustments as needed.

¾¾ Provide a Timeline for Improvement
Provide the teacher with a specific set of objectives for improvement that must be met along with 
clearly identified dates for attaining those objectives.
1.	 Highlight statements that appear to be gossip.
2.	 Together with the teacher, develop alternative strategies to avoid gossiping.
3.	 Agree upon a timeline for improvement and follow up on a scheduled basis.

Gossip 

Directing

Intervention Strategies

¾¾ Confront
Directly address the inappropriate behavior being very specific about what is expected and what is 
not appropriate.
1.	 Directly address the teacher’s pattern of gossiping.
2.	 Ask the teacher to explain the reasons for the gossip.
3.	 Ask the teacher if there was a better way to handle the situation.
4.	 Have the teacher articulate what he or she will do next time to be able to avoid gossiping.
5.	 Affirm the teacher’s response if appropriate or provide alternatives if necessary.

¾¾ Redirect
Stop the teacher’s inappropriate behavior and refocus the attention to the task at hand.
1.	 Call the teacher’s attention to the perceived gossip and how it is inappropriate.
2.	 Refocus the teacher’s attention to positive behavior that avoids gossip.
3.	 Clearly identify for the teacher what is expected.
4.	 Monitor the teacher and praise as needed, elaborating on the positive elements of the new 

behavior.
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Impulsivity 

Encouraging

Intervention Strategies

¾¾ Increase Physical Presence
Spend more time at the location where the problem behavior appears to occur most often.
1.	 Arrange to be present in situations where the teacher’s impulsive behavior typically occurs or 

where you anticipate its occurrence.
2.	 Position yourself near the locations at critical times where the teacher is assigned but may not 

be fulfilling duties.
3.	 Frequently visit the classroom of the teacher who may be impulsive.
4.	 In the strategies above, verbal communication is usually not needed; your physical proximity and 

presence is often enough to change the behavior.

¾¾ Review Policies and Procedures
Through verbal or written means, remind the teacher of specific written policies regarding the 
undesirable behavior.
1.	 Periodically remind everyone of the principles of self-control teachers are expected to follow.
2.	 Encourage the teacher to think beyond the immediate to see the long-term benefits of maintain-

ing self-control.
3.	 Make an effort to personally encourage teachers who may have been struggling with impulsivity 

when they have done a good job.

Impulsivity 

Coaching

Intervention Strategies

¾¾ Appeal to Values
Providing opportunity for self-reflection, discuss concerns and compare them to the positive values 
the teacher holds as demonstrated in the past.
1.	 Gently remind the teacher of what he or she holds dear in terms of value.
2.	 Inquire if the teacher thinks impulsive responses are appropriate.
3.	 Have the teacher think about his or her impulsive behavior and identify more appropriate 

responses.
4.	 Praise positive responses, and if there is a lapse in appropriate behavior, compare the reaction to 

the teacher’s more typical restrained conduct.

¾¾ Timely Identification of Inappropriate Behavior
Address the concerning behavior as soon as is reasonably possible in order to stop it from 
reoccurring.
1.	 When you see the teacher display an impulsive behavior, privately bring it to his or her attention 

as soon as possible.
2.	 Remind the teacher of possible alternative behaviors that have been previously discussed.
3.	 Be quick to acknowledge and affirm nonimpulsive or appropriate measured responses.

Selig et al._9781475817874.indb   116 16-03-2016   12:14:06



	 Individualized Intervention Strategies� 117

Impulsivity 

Structuring

Intervention Strategies

¾¾ Individual Accountability
Identify the area of concern and allow the teacher to personally address it.
1.	 Speak to the teacher privately to avoid drawing undue attention to his or her impulsivity and to 

let him or her know what you observed.
2.	 Ask the teacher what would help him or her be less impulsive.
3.	 If necessary, provide possible suggestions for the teacher until an appropriate response is 

produced.
4.	 Affirm the teacher’s effort to think through situations and express your confidence as improve-

ment is noted.

¾¾ Provide Alternatives
Provide viable, appropriate options to the current inappropriate behaviors of the teacher.
1.	 Collaboratively brainstorm realistic and specific alternatives to potential impulsive decisions 

before they arise.
2.	 Help the teacher determine which alternative might be more appropriate and when.
3.	 Encourage the teacher to try different alternatives.
4.	 Have the teacher regularly touch base with you to discuss specific situations, how they were 

handled, and the results that followed.

Impulsivity 

Directing

Intervention Strategies

¾¾ Confront
Directly address the inappropriate behavior being very specific about what is expected and what is 
not appropriate.
1.	 Encourage open dialogue in an attempt to reach an optimal solution.
2.	 Ask the teacher to explain the impulsive response.
3.	 Ask the teacher if there was a better way the situation could have been handled.
4.	 Have the teacher articulate what he or she will do the next time to avoid impulsiveness.
5.	 Affirm the teacher’s response if appropriate or provide alternative actions if necessary.

¾¾ Directed Change
Provide specific directives with the goal of changing the behavior and thus the results.
1.	 Identify the specific area in which the teacher is being impulsive.
2.	 Discuss with the teacher why impulsiveness may not always be in the best interest of the students.
3.	 Discuss strategies that will enable the teacher to think before he or she acts.
4.	 Remind the teacher as necessary until he or she begins to practice proper self-control.
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Indifference 

Encouraging

Intervention Strategies

¾¾ Modeling
Demonstrate through example the behavior that is expected of the teacher.
1.	 Model commitment to the staff and to the organization.
2.	 Frequently acknowledge and praise commitment you have seen that teachers should emulate.
3.	 Be quick to praise the teacher when he or she demonstrates commitment and/or enthusiasm.
4.	 Be consistent in your praise as the teacher internalizes the desired attitude.

¾¾ Provide Feedback
Give a timely assessment regarding what the teacher is doing correctly and what needs to be 
improved.
1.	 Highlight areas in which the teacher has previously been excited.
2.	 Ask the teacher to assess to what that excitement can be attributed.
3.	 Guide the teacher to determine how he or she can transfer that excitement into the current 

situation.
4.	 Provide frequent encouragement and affirmation as progress is observed.

Indifference 

Coaching

Intervention Strategies

¾¾ Appeal to Values
Providing opportunities for self-reflection, discuss concerns and compare them to the positive values 
the teacher holds as demonstrated in the past.
1.	 Gently remind the teacher of what he or she holds dear in terms of value.
2.	 Inquire if the teacher thinks indifference is an appropriate response.
3.	 Have the teacher think about his or her indifference and identify ways to become more commit-

ted again.
4.	 Praise engagement and if there is a lapse of commitment, compare the reaction to the teacher’s 

more typical committed behavior.

¾¾ Guided Problem-Solving
Provide opportunities to solve the problem by suggesting possible solutions and allowing the teacher 
to create alternatives.
1.	 Identify the specific indifferent attitude.
2.	 Collaborate with the teacher to define the indifference in specific terms and evaluate alternative 

strategies.
3.	 Guide the teacher to see why it is critical to demonstrate commitment.
4.	 Ask the teacher to brainstorm possible strategies that will reignite his or her excitement.
5.	 Provide encouragement to the teacher when you see evidence of successful strategy 

implementation.
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Indifference 

Structuring

Intervention Strategies

¾¾ Ask Self-evaluative Questions
Ask questions that cause the teacher to self-reflect on the behavior.
1.	 Ask self-evaluative questions that help the teacher recognize the indifference demonstrated in 

his or her attitude.
2.	 Assist the teacher in determining some ways to rejuvenate the excitement he or she once had.
3.	 Encourage the teacher to implement one or more solutions to resolve the perceived lack of 

commitment.
4.	 Provide positive reinforcement when a positive response is elicited and gentle guidance of other 

alternatives if a negative response is received.

¾¾ Individual Accountability
Identify the area of concern and allow the teacher to personally address it.
1.	 Speak to the teacher privately to avoid drawing undue attention to his or her lack of commitment.
2.	 Ask the teacher what could be done to increase commitment.
3.	 If necessary, provide possible suggestions for the teacher until an appropriate response is 

produced.
4.	 Affirm the teacher’s effort to demonstrate commitment and express your confidence as improve-

ment is noted.

Indifference 

Directing

Intervention Strategies

¾¾ Ask Closed Questions
Ask questions that can normally be answered using a very specific piece of information or a simple 
“yes” or “no.”
1.	 Ask the teacher questions such as “Are you committed to this activity we’re involved in? Can 

you understand why I don’t perceive that you are committed?”
2.	 Ask the teacher if the perceived indifferent behavior is in the best interest of others or the school 

and explain why it cannot be tolerated.
3.	 Express your expectations of the need for commitment to the school, its students, and the staff.
4.	 Follow up to ensure compliance as needed.

¾¾ Written Plan
Develop a clear, concise plan for the teacher that contains specific goals and a timeline for achiev-
ing those goals.
1.	 Discuss with the teacher what is expected in terms of commitment.
2.	 Establish a systematic plan for the seeming indifference.
3.	 Sign a written agreement with the teacher that contains a specific timeline for implementation.
4.	 Monitor and revise the plan as necessary.
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Inflexibility 

Encouraging

Intervention Strategies

¾¾ Humor
Use humor to lighten a stressful situation.
1.	 Use humor when the teacher is continually inflexible, is overly nervous about adapting to change, 

is on the verge of giving up on trying to change, or is becoming frustrated with his or her skillset.
2.	 Find ways to poke fun at yourself, allowing the teacher to understand you empathize but want 

him or her to be adaptable (e.g., tell a humorous story—“I can remember when I was a teacher 
and I tried using ______ for the first time.”).

3.	 Send a clear message that, although you are using humor to lighten the mood, you are confident 
the teacher can be more flexible.

¾¾ Provide Feedback
Give a timely assessment regarding what the teacher is doing correctly and what needs to be 
improved.
1.	 Highlight areas in which the teacher has successfully adapted to changing situations.
2.	 Ask the teacher to assess what he or she did to be successful during those times of change.
3.	 Guide the teacher to see how he or she can transfer those successful strategies into new situations.
4.	 After the teacher tries new strategies demonstrating flexibility, periodically follow up to provide 

encouragement and affirmation.

Inflexibility 

Coaching

Intervention Strategies

¾¾ Monitor Closely
Assess the teacher’s progress as it relates to the given expectations.
1.	 Determine the teacher’s current perception of the situation.
2.	 Ask the teacher to consider the situation from a different vantage point and if he or she is unable 

to do this, share an example.
3.	 Encourage the teacher to verbalize some possible options on how he or she could be more 

flexible.
4.	 Monitor the teacher closely to see if frequent praise of increased flexibility elicits the desired 

change.

¾¾ Reflect Verbal Responses
Verbally reflect the essence of a teacher’s argument in order to clarify his or her true feelings regard-
ing the situation.
1.	 In order to get the teacher to clarify underlying meaning, ask him or her, “If I hear you correctly, 

you are saying ____________.”
2.	 Listen carefully to the teacher’s response and attempt to understand the underlying meaning.
3.	 Repeat the message back to the teacher and continue to seek clarity until true feelings are 

acknowledged.
4.	 Ask the teacher what steps can be taken to ensure the inflexible behavior does not continue to 

occur.
5.	 Continue to reflect the teacher’s responses until you can both agree on more appropriate ways 

to demonstrate flexibility.
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Inflexibility 

Structuring

Intervention Strategies

¾¾ Individual Accountability
Identify the area of concern and allow the teacher to personally address it.
1.	 Speak to the teacher privately to avoid drawing undue attention to his or her lack of flexibility.
2.	 Ask the teacher what he or she could do differently to adapt to the situation.
3.	 If necessary, provide possible suggestions for the teacher until an appropriate response is 

produced.
4.	 Praise the teacher’s effort to be flexible and express your confidence in him or her as improve-

ment is noted.

¾¾ Persuade
Use reasoning to help the teacher understand the need for change.
1.	 Affirm your esteem for the teacher as part of the school and point out positive contributions.
2.	 State your specific concerns about the teacher’s inflexible behavior or attitude.
3.	 Ensure that the teacher understands the need to make changes.
4.	 Offer possible alternatives to the current behavior or attitude that would result in better 

relationships.
5.	 Continue the discussion until you have persuaded the teacher that a more flexible attitude is 

necessary.
6.	 Follow up with the teacher to ensure more flexibility is demonstrated.

Inflexibility 

Directing

Intervention Strategies

¾¾ Ask Convergent Questions
Ask questions that allow for only very specific acceptable answers.
1.	 Without allowing for excuses, ask the teacher to specifically explain why being flexible is an 

issue.
2.	 Continue asking “why” questions until you arrive at what seems to be the root cause of the issue.
3.	 Ask the teacher to clearly identify steps that will increase his or her flexibility.
4.	 Monitor the implementation steps.

¾¾ Directed Change
Provide specific directives with the goal of changing the behavior and thus the results.
1.	 Identify the specific area(s) in which the teacher demonstrates inflexibility.
2.	 Discuss why the teacher needs to be more flexible.
3.	 Identify specific steps the teacher needs to use to be more flexible.
4.	 Monitor the teacher frequently to ensure satisfactory progress in terms of flexibility.
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Initiative 

Encouraging

Intervention Strategies

¾¾ Affirmative Statements
Verbally acknowledge and emphasize the teacher’s strengths and achievements.
1.	 In faculty meetings and other faculty communications, let teachers know how much you appreci-

ate initiative in activities that bring a positive light to the school.
2.	 Point out how helpful the teacher’s contributions have been in the past.
3.	 Praise the teacher when you observe him or her attempting to initiate a contribution.

¾¾ Provide Feedback
Give a timely assessment regarding what the teacher is doing correctly and what needs to be 
improved.
1.	 Highlight areas in which the teacher has previously demonstrated initiative.
2.	 Ask the teacher to assess those areas in which he or she has previously shown initiative and 

discuss the results.
3.	 Guide the teacher to see how he or she can transfer those successful strategies into the new 

situation.
4.	 After the teacher implements the new approach, periodically follow up providing encouragement 

and affirmation.

Initiative 

Coaching

Intervention Strategies

¾¾ Provide Leadership Opportunities
Provide the teacher with opportunities to take on leadership roles related to the area of concern.
1.	 Meet with the teacher to discuss opportunities to contribute in a leadership capacity.
2.	 Discuss with the teacher exactly what you expect to see in terms of new plans and activities in 

the agreed-upon assignment.
3.	 Provide support and meet regularly with the teacher about the group he or she is leading and 

address any issues that arise, particularly in regard to initiative or the lack thereof.

¾¾ Self-Disclosure
Allow the teacher an opportunity to personally identify the issue and determine alternatives to 
resolve the problem.
1.	 Meet with the teacher to discuss what appears to be a lack of initiative.
2.	 Attempt to get the teacher to disclose the underlying reason why he or she may not be 

contributing.
3.	 Encourage risk taking in team and group meetings where the teacher has an idea that would be 

valuable.
4.	 Highlight times when you have observed initiative and the resultant positive outcome.
5.	 Be quick to encourage and affirm appropriate risk taking.
6.	 Follow up by asking the teacher to reveal how he or she felt after taking a risk and demonstrat-

ing more initiative.
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Initiative 

Structuring

Intervention Strategies

¾¾ Individual Accountability
Identify the area of concern and allow the teacher to personally address it.
1.	 Speak to the teacher privately to avoid drawing undue attention to his or her lack of initiative.
2.	 Ask the teacher what he or she could do differently.
3.	 If necessary, provide possible suggestions for the teacher until an appropriate response is 

produced.
4.	 Praise the teacher’s effort to initiate and contribute to the greater cause and express your confi-

dence in him or her as improvement is noted.

¾¾ Suggest Activities
Provide a list of activities the teacher could use as an alternative in the future.
1.	 Suggest that the teacher partner with a colleague who displays exemplary initiative.
2.	 Suggest situations where the teacher can show initiative.
3.	 Provide an environment where it is safe to take risks in sharing new ideas.

Initiative 

Directing

Intervention Strategies

¾¾ Confront
Directly address the inappropriate behavior being very specific about what is expected and what is 
not appropriate.
1.	 Ask the teacher to explain his or her lack of initiative.
2.	 Ask the teacher if there are ways he or she can contribute.
3.	 Have the teacher articulate what he or she will do the next time there are opportunities to take 

initiative.
4.	 Affirm the teacher’s response if appropriate or provide alternative actions if necessary.

¾¾ Outside Assistance
Coordinate help from an outside source with the specific skills needed to address the issue.
1.	 Keep an accurate report of the lack of contribution you have observed and identify which outside 

resource would best assist the teacher.
2.	 Meet with the teacher to discuss your concerns and let him or her know your intention to provide 

assistance.
3.	 Bring in outside assistance, discuss your concerns and projected goals, collectively determine the 

best strategy to approach the situation, and permit that person to work with the teacher.
4.	 Have the outside resource keep in touch with you to be sure that all are on the same page.
5.	 Follow up with the teacher to ensure that he or she is implementing the plan and offer further 

assistance if necessary.
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Insensitivity

Encouraging

Intervention Strategies

¾¾ Affirmative Statements
Verbally acknowledge and emphasize the teacher’s strengths and achievements.
1.	 Praise the teacher when appropriate sensitivity is displayed.
2.	 Remind the teacher of his or her past sensitivity to others and try to instill the idea that having 

been sensitive in one situation, he or she can express that same attitude in others.
3.	 Encourage the teacher to continue to exhibit sensitivity to others.

¾¾ Modeling
Demonstrate through example the behavior that is expected of the teacher.
1.	 In conversations with the teacher, model a sensitive understanding as it relates to others and their 

behaviors and/or needs.
2.	 Be quick to praise the teacher when he or she demonstrates appropriate responses to others.
3.	 Be consistent in your praise until the teacher internalizes more sensitive responses.

Insensitivity

Coaching

Intervention Strategies

¾¾ Brainstorm
Assist the teacher in thinking through alternative approaches to improve the behavior.
1.	 Collaboratively brainstorm more sensitive responses to situations that might arise.
2.	 Help the teacher determine which alternative might be more appropriate and when.
3.	 Encourage the teacher to try different alternatives.
4.	 Have the teacher regularly touch base with you to discuss specific situations, how they were 

handled, and the results that followed.

¾¾ Guided Empathy
Help the teacher appreciate another’s situation and to gain a better understanding of how he or she 
might feel in the same circumstance.
1.	 As your relationship develops with the teacher, ask questions to discern his or her level of iden-

tification, understanding, and empathy toward others.
2.	 In areas that seem undefined, explain how you might respond demonstrating sensitivity and 

kindness.
3.	 Ask the teacher how he or she would feel if the shoe were on his or her foot, if he or she was 

going through the same thing.
4.	 After encountering various situations, have the teacher share with you what he or she is encoun-

tering with various colleagues or students and how he or she can better respond to them in their 
circumstances.

Selig et al._9781475817874.indb   124 16-03-2016   12:14:07



	 Individualized Intervention Strategies� 125

Insensitivity 

Structuring

Intervention Strategies

¾¾ Ask Self-evaluative Questions
Ask questions that cause the teacher to self-reflect on the behavior.
1.	 At a regularly scheduled faculty meeting, distribute to everyone a self-assessment that includes 

questions directly dealing with the ability to empathize with others.
2.	 When you see a teacher not empathizing with another, “befriend” him or her and model the 

attitude and behavior that you would like to see displayed.
3.	 Look for opportunities to ask the teacher how he or she might feel if such and such happened to 

them. Provide positive reinforcement when a positive response is elicited and gentle guidance of 
other alternatives if a negative response is received.

¾¾ Reflective Journaling
Provide a journal for the teacher to reflect on the behavior and determine a more positive course of 
action in the future.
1.	 Discuss with the teacher the perceived insincerity.
2.	 Ask the teacher to keep a journal and evaluate how he or she responded to others throughout 

the day.
3.	 Encourage the teacher to determine whether he or she demonstrated the ability to empathize with 

others or if not, what does he or she think needs to be changed.
4.	 Explore alternative solutions.
5.	 Have the teacher journal incidents that occurred, consider why they happened, explore possible 

meanings, and evaluate what could have been done differently.
6.	 Follow up on a regular basis to ensure continued growth.

Insensitivity 

Directing

Intervention Strategies

¾¾ Ask Convergent Questions
Ask questions that allow for only very specific acceptable answers.
1.	 Ask the teacher if he or she believes sensitivity was demonstrated in a specific situation.
2.	 Without allowing for excuses, ask for an explanation of why the teacher has difficulty being 

sensitive to others.
3.	 Continue asking questions until you arrive at what seems to be the root cause for the insensitivity.
4.	 Ask the teacher to clearly identify steps he or she will take to increase sensitivity.
5.	 Monitor the implementation steps.

¾¾ Confront
Directly address the inappropriate behavior being very specific about what is expected and what is 
not appropriate.
1.	 Ask questions such as “What happened?”, “How did you react and what was the response of 

the other person?”, “How do you think you’d feel if they did that to you?”, How do you think 
they feel now?”

2.	 Listen carefully and do not formulate the next question until you have paid attention to the 
response to the first.

3.	 Encourage specific and relevant responses with appropriate follow-up questions such as “What 
could you have done differently?”

4.	 Provide additional support and assistance to ensure the teacher is aware of others’ feelings fol-
lowed by the adoption of a more sensitive attitude.
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Insincerity 

Encouraging

Intervention Strategies

¾¾ Modeling
Demonstrate through example the behavior that is expected of the teacher.
1.	 During faculty meetings or other faculty communications, frequently acknowledge and praise 

sincere behaviors you have seen in others.
2.	 Verbally acknowledge and praise sincerity in others so the teacher can be reminded of what is 

expected.
3.	 Be quick to praise the teacher when he or she demonstrates sincere behavior.
4.	 Be consistent in your praise as the teacher internalizes the desired qualities and begins to respond 

in a more sincere manner.

¾¾ Provide Feedback
Give a timely assessment regarding what the teacher is doing correctly and what needs to be 
improved.
1.	 Verbally give a specific description of how the teacher was insincere in a specific situation.
2.	 Inform the teacher how the insincere behavior affected others.
3.	 Ask the teacher if there are alternative ways to interact that would not be perceived as insincere.
4.	 Guide the teacher to see where changes in behavior need to occur and provide specific alterna-

tives as necessary.
5.	 Collaboratively agree upon possible solutions to resolve the situation.
6.	 Provide frequent encouragement and affirmation as progress is observed. 

Insincerity 

Coaching

Intervention Strategies

¾¾ Appeal to Values
Provide opportunity for self-reflection, discuss concerns, and compare them to the positive values the 
teacher holds as demonstrated in the past.
1.	 Gently remind the teacher of what he or she holds dear in terms of value.
2.	 Inquire if the teacher thinks insincerity is appropriate.
3.	 Have the teacher think about his or her insincere response and identify a more appropriate 

attitude. 
4.	 Praise positive responses, and if there is a lapse in appropriate behavior, compare the reaction to 

the teacher’s more typical sincere behavior.

¾¾ Guided Problem-Solving
Provide opportunities to solve the problem by suggesting possible solutions and allowing the teacher 
to create alternatives.
1.	 Identify the specific insincere attitude that is interfering with healthy interpersonal relationships.
2.	 Collaborate with the teacher to define the insincerity in specific terms and evaluate alternative 

strategies. 
3.	 Guide the teacher to determine possible strategies that will enable him or her to reflect a more 

sincere attitude.
4.	 Provide encouragement to the teacher when you see evidence of more sincere behavior.
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Insincerity 

Structuring

Intervention Strategies

¾¾ Ask Open-ended Questions
Ask questions that provide for more than one simple answer, requiring the teacher to think more 
deeply about the behavior.
1.	 When trying to determine the reason behind the frequent insincerity, ask questions such as “Do 

you think there was anything in your conversation with ‘x’ that might be interpreted as insincere? 
What do you think it was?”

2.	 Follow up by asking “Is there anything you think you could do differently in the future?”
3.	 Monitor the teacher’s attitude/behavior to determine if it improves or if greater intervention is 

necessary.

¾¾ Persuade
Use reasoning to help the teacher understand the need for change.
1.	 Affirm your esteem for the teacher as part of the school and point out some positive contributions.
2.	 State your specific concerns about the teacher’s insincere behavior or attitude.
3.	 Explain that if the teacher had handled the situation with a little more sincerity how it would have 

contributed to improved relationships.
4.	 Ask for the teacher’s opinion on the reasons for the attitude.
5.	 Continue the discussion until you have persuaded the teacher on at least one area where the 

attitude or behavior can improve.
6.	 Follow up with the teacher to ensure that the attitude is improving.

Insincerity 

Directing

Intervention Strategies

¾¾ Ask Closed Questions
Ask questions that can normally be answered using a specific piece of information or a simple “yes” 
or “no.”
1.	 Ask the teacher questions such as “Were you as open and forthcoming as you could have been 

in ‘x’ situation?”
2.	 Ask the teacher if the perceived insincere behavior is in the best interest of others or the school 

and explain why it cannot be tolerated in a positive working environment.
3.	 Express your expectations of the need for sincerity in relationships with the students and staff.
4.	 Follow up to ensure compliance as needed.

¾¾ Outside Assistance
Coordinate help from an outside source with the specific skills needed to help address the issue.
1.	 Keep a record of the specific problems of insincerity you have observed and identify outside 

resources to best assist the teacher.
2.	 Meet with the teacher to discuss your concerns and let him or her know of your intention to 

provide assistance.
3.	 After discussing your concerns and projected goals with the outside resource, collectively 

determine the best strategy to approach the situation and then permit that person to work with 
the teacher.

4.	 Have the outside resource keep in touch with you to be sure that all are on the same page. 
5.	 Follow up and encourage the teacher as you see more sincere behavior demonstrated.
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Instructional Strategies

Encouraging

Intervention Strategies

¾¾ Modeling
Demonstrate through example the behavior that is expected of the teacher.
1.	 During faculty meetings or in other faculty communications, frequently acknowledge and praise 

good instructional practices that teachers should emulate.
2.	 While conducting classroom visits, verbally acknowledge and praise the use of differentiation in 

others’ classrooms so the teacher can be reminded of what is expected.
3.	 Consider modeling a lesson to demonstrate instructional strategies the teacher is not currently 

using.

¾¾ Provide Feedback
Give a timely assessment regarding what the teacher is doing correctly and what needs to be 
improved.
1.	 Highlight areas in which the teacher has successfully used a new instructional strategy.
2.	 Ask the teacher to assess whether the instructional strategies he or she is already using have 

been successful.
3.	 Guide the teacher to see how he or she can transfer those earlier implementation skills in the 

employment of new instructional strategies.
4.	 After the teacher implements a new instructional strategy, periodically follow up offering encour-

agement, affirmation, and assistance if necessary.

Instructional Strategies

Coaching

Intervention Strategies

¾¾ Assisted Goal Setting
Help the teacher set achievable goals to improve behavior in a step-by-step manner.
1.	 Reinforce the need to use a variety of instructional strategies to meet the diverse needs of the 

students.
2.	 Collaboratively identify specific and realistic instructional strategies the teacher can slowly begin 

to implement into his or her classes.
3.	 Establish benchmarks to monitor progress.
4.	 Provide feedback by periodically following up with the teacher to ensure the implementation of 

varied instructional strategies and establish new goals if necessary.

¾¾ Reflect Verbal Responses
Verbally reflect the essence of the teacher’s argument in order to clarify his or her true feelings 
regarding the situation.
1.	 Ask the teacher to explain the instructional issue as he or she sees it.
2.	 Reflect to the teacher by restating the key issues you heard in the explanation.
3.	 Ask the teacher if you correctly summarized what the issue seems to be.
4.	 Respond to the teacher with a list of potential instructional strategies to improve student learning.
5.	 Allow the teacher to choose from the list and apply at least one new instructional strategy.
6.	 Have the teacher report back to you on the level of success of the new instructional strategy.
7.	 Provide other alternatives as needed.

Selig et al._9781475817874.indb   128 16-03-2016   12:14:07



	 Individualized Intervention Strategies� 129

Instructional Strategies

Structuring

Intervention Strategies

¾¾ Orchestrate Positive Peer Reinforcement
Enlist fellow teachers to provide encouragement and affirmation for the teacher having difficulty.
1.	 Pair the teacher with a role model teaching the same subject and/or on the same grade level that 

excels in using a variety of instructional strategies.
2.	 Provide time during the instructional day for the two to collaborate.
3.	 Have the mentor and the teacher collaboratively set goals for trying different instructional strate-

gies in the class.
4.	 Check back frequently on the progress and make adjustments as needed.

¾¾ Provide Alternatives
Provide viable, appropriate options to the current inappropriate behaviors of the teacher.
1.	 Collaboratively brainstorm additional instructional strategies the teacher can add to his or her 

arsenal to most effectively meet the needs of all students.
2.	 Help the teacher determine which alternative might be more appropriate and when.
3.	 Encourage the teacher to try the different alternatives in upcoming lessons.
4.	 Have the teacher regularly touch base with you to discuss the instructional strategies used, how 

successful they were, and the results that followed.

Instructional Strategies

Directing

Intervention Strategies

¾¾ Confront
Directly address the inappropriate behavior being very specific about what is expected and what is 
not appropriate.
1.	 Ask the teacher to explain the reason for only using a limited number of instructional strategies.
2.	 Ask the teacher if there are other strategies he or she would like to try. If the teacher identifies 

new strategies, provide the support needed to implement them and if none are identified, provide 
alternatives you would like to see used.

3.	 Have the teacher articulate what he or she will do in the future to use a wider variety of instruc-
tional strategies.

4.	 Monitor lesson plans and visit the classroom to insure implementation.

¾¾ Outside Assistance
Coordinate help from an outside source with the specific skills needed to address the issue.
1.	 Keep an accurate record of the specific problems you have observed related to the use of limited 

instructional strategies and identify which outside resource would best assist the teacher.
2.	 Meet with the teacher to discuss your instructional strategy concerns and let him or her know of 

your intention to provide assistance.
3.	 Discuss your concerns and projected goals for the teacher, collectively determine the best strat-

egy to approach the situation, and then permit the outside resource to work with the teacher.
4.	 Have the outside resource keep in touch with you to be sure that all are on the same page.
5.	 Follow up with the teacher to ensure he or she is implementing a variety of effective instructional 

strategies.
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Judgmental 

Encouraging

Intervention Strategies

¾¾ Humor
Use humor to lighten a stressful situation.
1.	 Establish a rapport and relationship with the teacher through appropriate humor, being careful 

to never be cutting or sarcastic.
2.	 Find ways to poke fun at yourself to demonstrate similar times when you’ve been judgmental in 

the past and how it was not productive.
3.	 Send a clear message that, although you are using humor to lighten the mood, you are confident 

the teacher can demonstrate a nonjudgmental attitude.

¾¾ Nonverbal Communication
Use eye contact, body movement, or hand signals to gain the teacher’s attention.
1.	 Physically acknowledge the judgmental attitude via raised eyebrows, a scowl, a shake of the 

head, or other appropriate body language.
2.	 Make an effort to frequently be in areas where the teacher is interacting with others and then 

purposely acknowledge a more accepting or nonjudgmental attitude by smiling, nodding, or 
gesturing a signal of satisfaction, like a thumbs-up.

3.	 Keep a written record of the positive interactions you can share with the teacher on a regular 
basis.

Judgmental 

Coaching

Intervention Strategies

¾¾ Guided Empathy
Help the teacher appreciate another’s situation and to gain a better understanding of how he or she 
might feel in the same circumstance.
1.	 As your relationship develops with the teacher, ask questions to discern the level of identification 

and understanding of his or her judgmental manner toward others.
2.	 Explain how you might express your opinions with more sensitivity and kindness rather than 

being judgmental.
3.	 Ask the teacher how he or she would feel if the shoe were on his or her foot, if he or she was 

going through the same thing.
4.	 After encountering various situations, have the teacher share with you what he or she is encoun-

tering with various colleagues or students and how he or she can better respond to them in their 
circumstances.

¾¾ Guided Problem-Solving
Provide opportunities to solve the problem by suggesting possible solutions and allowing the teacher 
to create alternatives.
1.	 Identify the specific judgmental behavior that appears to be problematic.
2.	 Guide the teacher to see why it is critical to model a nonjudgmental attitude.
3.	 Collaborate with the teacher to define the attitude in specific terms and evaluate alternative 

strategies.
4.	 Provide encouragement to the teacher when you see evidence of successful strategy 

implementation.
5.	 Check back frequently on the progress and make adjustments as needed.
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Judgmental 

Structuring

Intervention Strategies

¾¾ Ask Open-ended Questions
Ask questions that provide for more than one simple answer, requiring the teacher to think more 
deeply about the behavior.
1.	 Ask questions such as “What happened? How did you react and what was the response of the 

other person? Why do you believe it was the other person’s fault?” or “Was there any part of the 
situation that could have been your responsibility?”

2.	 Listen carefully and do not formulate the next question until you have paid attention to the 
answer for the first.

3.	 Encourage specific and relevant responses with appropriate follow-up questions such as “What 
could you have done differently?” and “How will you respond differently next time?”

¾¾ Provide Alternatives
Provide viable, appropriate options to the current inappropriate behaviors of the teacher.
1.	 Encourage the teacher to begin to recognize his or her judgmental attitude and ponder the use of 

more appropriate responses.
2.	 Collaboratively brainstorm realistic and specific alternative reactions to situations as they arise.
3.	 Help the teacher determine responses that might be perceived as less judgmental.
4.	 Have the teacher regularly touch base with you to discuss specific situations, how he or she 

reacted to them, and the results that followed.

Judgmental 

Directing

Intervention Strategies

¾¾ Ask “What” Questions”
Ask “what” questions until the teacher acknowledges the action and volunteers a solution.
1.	 Begin by asking a “what” question such as “What evidence do you have that your point is 

correct?”
2.	 Continue asking “what” questions until the teacher stops making excuses and recognizes that the 

attitude is perceived as judgmental.
3.	 Follow up by asking “how” questions such as “How does making judgmental statements without 

all of the facts hinder communication?”
4.	 Ask another “what” question such as “What would a nonjudgmental response sound like?”
5.	 Establish a verbal agreement with the teacher to be cognizant of judgmental responses. 
6.	 Monitor the teacher’s responses to see if they improve, or if greater intervention is needed.

¾¾ Provide Conflict Resolution
Help the teacher resolve disputes through discussion and understanding and by jointly developing 
a resolution.
1.	 Identify the conflict caused by the teacher’s perceived judgmental manner.
2.	 Describe the impact the judgmental attitude has on others.
3.	 Ask the teacher to describe his or her understanding of the issue.
4.	 Suggest ways the judgmental attitude can be diminished or eliminated.
5.	 Stay with the process until there has been acknowledgment of the judgmental attitude and the 

conflict diminishes.
6.	 Arrange to revisit the situation in a timely fashion to monitor progress.
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Listening 

Encouraging

Intervention Strategies

¾¾ Check for Understanding
To avoid the inappropriate behavior, have the teacher paraphrase the instructions ensuring under-
standing of your expectations.
1.	 In your discussions, ask questions frequently to discern the teacher’s level of attentiveness to 

the conversation.
2.	 Have the teacher explain to you his or her understanding of what was discussed.
3.	 Encourage the teacher to listen intently reminding him or her how effective listening skills will 

improve performance and relationships.

¾¾ Nonverbal Communication
Use eye contact, body movement, or hand signals to gain the teacher’s attention.
1.	 Physically acknowledge the inattention or lack of listening via raised eyebrows, a scowl, a shake 

of the head, or other appropriate body language.
2.	 Create a sense of community, respect, and care through nonverbal communication exhibiting 

your pleasure at seeing the teacher listen appropriately.
3.	 Physically acknowledge appropriate listening skills via a smile, a nod of approval, or a 

thumbs-up.

Listening 

Coaching

Intervention Strategies

¾¾ Brainstorm
Assist the teacher in thinking through alternative approaches to improve the behavior.
1.	 Collaboratively brainstorm numerous alternatives to promote the teacher’s improved listening 

skills.
2.	 Coach the teacher to identify two to three skills from the generated list that he or he believes 

could work.
3.	 Encourage the teacher to apply these skills and provide feedback of success.

¾¾ Reflect Verbal Responses
Verbally reflect the essence of a teacher’s argument in order to clarify his or her true feelings regard-
ing the situation.
1.	 In order to get the teacher to clarify underlying meanings, ask him or her, “If I hear you correctly, 

you are saying ____________.”
2.	 Listen carefully to the teacher’s response and attempt to understand the underlying meaning.
3.	 Repeat the message back to the teacher and continue to seek clarity until he or she acknowledges 

his or her true feelings.
4.	 Ask the teacher what steps can be taken to ensure that his or her listening skills improve.
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Listening 

Structuring

Intervention Strategies

¾¾ Ask Self-evaluative Questions
Ask questions that cause the teacher to self-reflect on the behavior.
1.	 At a regularly scheduled faculty meeting, distribute to everyone a self-assessment that includes 

questions directly dealing with the ability to listen to others.
2.	 When you see a teacher not listening to others, “befriend” him or her and model the type of 

listening skills that you would like to see displayed.
3.	 Look for opportunities to ask the teacher how he or she might feel if someone was not listening 

to his or her points.
4.	 Provide positive reinforcement when a positive response is elicited and gentle guidance of other 

alternatives if a negative response is received.

¾¾ Provide Alternatives
Provide viable, appropriate options to the current inappropriate behaviors of the teacher.
1.	 Provide the teacher realistic and specific alternatives for improving listening skills.
2.	 Help the teacher determine which alternative might be more appropriate and in what 

circumstance.
3.	 Encourage the teacher to try some of the determined alternatives.
4.	 Have the teacher regularly touch base with you to discuss the successes and challenges he or she 

is having with the new listening strategies.

Listening 

Directing

Intervention Strategies

¾¾ Ask Convergent Questions
Ask questions that allow for only very specific acceptable answers.
1.	 Without allowing for excuses, ask for an explanation of why the teacher has difficulty listening.
2.	 Continue asking “why” questions until you arrive at what seems to be the root cause for the 

inattentiveness.
3.	 Ask the teacher to clearly identify steps he or she will take to increase attentiveness.
4.	 Monitor the implementation steps.

¾¾ Redirect
Stop the teacher’s inappropriate behavior and refocus the attention to the task at hand.
1.	 Call the teacher’s attention to the lack of attention and how it is inappropriate.
2.	 Refocus the teacher’s attention to appropriate listening skills that contribute to positive interper-

sonal relationships.
3.	 Clearly identify for the teacher what is expected.
4.	 Monitor the teacher and praise as needed, elaborating on the positive elements of the new 

behavior.
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Negativity

Encouraging

Intervention Strategies

¾¾ Affirmative Statements
Verbally acknowledge and emphasize the teacher’s strengths and achievements.
1.	 Highlight the positives in each situation.
2.	 Praise the teacher when he or she demonstrates a positive attitude.
3.	 Remind the teacher when he or she has previously demonstrated a positive attitude in a tough 

situation and encourage him or her to continue to do so.

¾¾ Humor
Use humor to lighten a stressful situation.
1.	 Use humor when a teacher is continually negative or overly serious.
2.	 Find ways to poke fun at yourself, allowing the teacher to understand you support him or her 

although you do not approve of the negative attitude.
3.	 Send a clear message that, although you are using humor to lighten the mood, you expect the 

teacher to demonstrate a positive attitude.

Negativity

Coaching

Intervention Strategies

¾¾ Collaborate
Have the teacher work together with others and self-assess how successful their solutions have been 
at solving the problem.
1.	 With the help of the teacher, clearly identify the perceived negativity.
2.	 Suggest that the teacher with the persistent negative attitude partner with a colleague within the 

building who has a much more positive nature.
3.	 Ask the teacher to tell you the specific differences between his or her attitude and that of the 

colleague.
4.	 Collaboratively determine what the teacher can and is willing to do to make appropriate changes.
5.	 Monitor progress and receive feedback regularly on the success of the solutions developed.

¾¾ Guided Problem-Solving
Provide opportunities to solve the problem by suggesting possible solutions and allowing the teacher 
to create alternatives.
1.	 Identify areas you have observed where the teacher demonstrates a positive attitude.
2.	 Discuss the concerns you have with the negativity.
3.	 Ask the teacher what he or she thinks is behind the seemingly poor attitude and what could be 

done to change it.
4.	 Relate the previously observed areas of strength to the issue of a lack of positive attitude high-

lighting the enthusiasm you have observed in other situations.
5.	 Work with the teacher to apply the skills he or she has demonstrated in other areas.
6.	 Provide encouragement to the teacher when you see evidence of more positive behavior.
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Negativity

Structuring

Intervention Strategies

¾¾ Persuade
Use reasoning to help the teacher to understand the need for change.
1.	 Provide an environment that fosters a positive attitude.
2.	 Help the teacher believe what he or she does makes a difference.
3.	 State your specific concerns about the teacher’s negativity.
4.	 Ensure the teacher understands the need to exhibit a more positive attitude.
5.	 Offer possible alternatives to the current behavior or attitude that would result in better 

relationships.
6.	 Follow up with the teacher to ensure the attitude is improving.

¾¾ Provide Alternatives
Provide viable, appropriate options to the current inappropriate behaviors of the teacher.
1.	 Provide clear expectations for a positive attitude and be sure they are understood by the teacher.
2.	 Facilitate goal setting for the teacher and provide periodic collaborative evaluations.
3.	 Schedule weekly classroom visits to look for improvement in attitude and to provide 

encouragement.

Negativity

Directing

Intervention Strategies

¾¾ Ask “What” Questions
Ask “what” until the teacher acknowledges the action and volunteers a solution.
1.	 Ask the teacher what affect he or she thinks his or her current attitude is having on them as well 

as others.
2.	 Give credibility to the teacher’s feelings by affirming him or her even if you disagree.
3.	 Ask the teacher what ideas he or she may have of how to develop a more positive feeling about 

a person or situation.
4.	 Problem solve as necessary, affirming the teacher’s feelings and efforts to find a resolution to 

the situation.

¾¾ Directed Change
Provide specific directives with the goal of changing the behavior and thus the results.
1.	 Identify the specific behavior that is negative.
2.	 Highlight how the teacher’s attitude is causing concern.
3.	 Discuss with the teacher why a positive attitude is necessary.
4.	 Monitor and remind the teacher of the need for this change until he or she begins to develop a 

more positive attitude.
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Noncompliance 

Encouraging

Intervention Strategies

¾¾ Increase Physical Presence
Spend more time at the location where the problem behavior appears to occur most often.
1.	 Arrange to be present in situations where the teacher’s noncompliance typically arises.
2.	 Position yourself near the locations at critical times where the teacher is assigned but may not 

be fulfilling duties.
3.	 Frequently visit the classroom of the teacher who may not be following school and classroom 

policies and procedures.
4.	 In the strategies above, verbal communication is usually not needed; your physical proximity and 

presence is often enough to change the behavior.

¾¾ Nonverbal Communication
Use eye contact, body movement, or hand signals to gain the teacher’s attention.
1.	 Physically acknowledge noncompliant behavior via some type of nonverbal body language such 

as a raised eyebrow or a shake of the head.
2.	 Create a sense of community, respect, and care through nonverbal communication exhibiting 

your pleasure at seeing the teacher comply with policies and procedures.
3.	 Physically acknowledge compliant behavior via a smile, a nod of approval, or a thumbs-up.

Noncompliance 

Coaching

Intervention Strategies

¾¾ Assisted Goal Setting
Help the teacher set achievable goals to improve behavior in a step-by-step manner.
1.	 Reinforce the need to adhere to the policies and procedures and identify where the noticeable 

behavior falls short.
2.	 Collaboratively brainstorm specific and realistic strategies in which the teacher can begin to 

comply with the policies and procedures.
3.	 Establish a time frame in which these strategies and goals can be implemented.
4.	 Providing feedback, periodically follow up with the teacher to ensure compliance and establish 

new goals if necessary.

¾¾ Timely Identification of Inappropriate Behavior
Address the concerning behavior as soon as is reasonably possible in order to stop it from 
reoccurring.
1.	 When you see the teacher display noncompliant behavior, privately bring it to his or her attention 

as soon as possible.
2.	 Remind the teacher of more acceptable compliant behaviors that have been previously discussed.
3.	 Be quick to acknowledge and affirm appropriate compliance.
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Noncompliance 

Structuring

Intervention Strategies

¾¾ Ask Self-evaluative Questions
Ask questions that cause the teacher to self-reflect on the behavior.
1.	 At a regularly scheduled faculty meeting, distribute to everyone a self-assessment that includes 

questions directly dealing with noncompliance.
2.	 When you see a teacher not being compliant, “befriend” the teacher and model the attitude and/

or behavior that you would like to see displayed.
3.	 Look for opportunities to ask the teacher how he or she might feel being on the receiving end of 

someone else’s noncompliance.

¾¾ Orchestrate Positive Peer Reinforcement
Enlist fellow teachers to provide encouragement and affirmation for the teacher having difficulty.
1.	 Discuss with the teacher the issue of noncompliance and how it is affecting others.
2.	 Indicate that you’ll be enlisting peers to encourage and affirm the teacher when he or she dem-

onstrates compliant behavior.
3.	 Select peers to encourage and work with the teacher.
4.	 Follow up frequently with peers and the teacher to ensure more compliant behavior.

Noncompliance 

Directing

Intervention Strategies

¾¾ Confront
Directly address the inappropriate behavior being very specific about what is expected and what is 
not appropriate.
1.	 State specifically what the continuous noncompliant behavior is.
2.	 Review the steps needed to improve compliance.
3.	 Provide the teacher an opportunity to reply, but reiterate the problem and how it must be cor-

rected immediately.
4.	 Closely monitor the teacher’s progress toward the stated expectations and take alternative actions 

as necessary.

¾¾ Redirect
Stop the teacher’s inappropriate behavior and refocus the attention to the task at hand.
1.	 Call the teacher’s attention to the noncompliant behavior and why it is inappropriate.
2.	 Refocus the teacher’s attention to positive behavior that contributes to appropriate compliance.
3.	 Clearly identify for the teacher what is expected.
4.	 Monitor the teacher and praise as needed, elaborating on the positive elements of the compliant 

behavior.
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Parent Interaction 

Encouraging

Intervention Strategies

¾¾ Check for Understanding
To avoid the inappropriate behavior, have the teacher paraphrase the instructions ensuring under-
standing of your expectations.
1.	 In your discussions regarding parent interactions, ask the teacher questions frequently to discern 

his or her level of knowledge regarding the issues that have come to light.
2.	 In areas that seem unclear to the teacher, explain how to effectively use a variety of techniques 

for positively working and communicating with parents.
3.	 Have the teacher explain to you his or her understanding of what was discussed.
4.	 Ask the teacher to determine more positive ways to interact with parents.
5.	 After the teacher has tried any new techniques for positively relating to parents, have him or her 

share with you what was learned from the experience and how it might be improved.

¾¾ Encourage Confidence
Provide positive statements about the teacher’s ability to achieve success using examples from previ-
ous experiences.
1.	 Identify areas where the teacher demonstrates confidence in his or her interaction with parents.
2.	 Discuss the concerns you have and ask the teacher how he or she feels about those.
3.	 Relate the previously observed areas of strength to the issue of poor interactions, pointing out the 

confidence you have observed in other situations.
4.	 Work with the teacher to apply those skills to improve parent interaction.

Parent Interaction 

Coaching

Intervention Strategies

¾¾ Reflect Verbal Responses
Verbally reflect the essence of the teacher’s argument in order to clarify his or her true feelings 
regarding the situation.
1.	 Ask the teacher to tell you about specific parent interactions he or she had in the past that have 

been positive and those that have resulted in problems.
2.	 Respond back to the teacher, restating the key issues you heard in the description.
3.	 Ask the teacher if you have summarized correctly both the positives and the negatives.
4.	 Provide the teacher with a list of potential alternatives for him or her to be more consistent in 

having positive parent interactions.
5.	 Allow the teacher to choose from the list of alternatives and apply the most appropriate strategy.
6.	 Have the teacher report back to you on the level of success of the new strategy and provide other 

alternatives as needed.

¾¾ Timely Identification of Inappropriate Behavior
Address the concerning behavior as soon as is reasonably possible in order to stop it from 
reoccurring.
1.	 Discuss concerns that have come to your attention about negative parent interactions as soon as 

is reasonable.
2.	 Provide opportunities for the teacher to make parent calls from your office so you can provide 

immediate guidance.
3.	 Encourage teachers to keep a detailed log of parental contacts.
4.	 Review the logs periodically and correct minor concerns when you see them during these 

reviews, maintaining a supportive approach.
5.	 Acknowledge positive parent interactions with affirmative comments.
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Parent Interaction 

Structuring

Intervention Strategies

¾¾ Orchestrate Positive Peer Reinforcement
Enlist fellow teachers to provide encouragement and affirmation for the teacher having difficulty.
1.	 Discuss with the teacher the issue of poor parent interactions and how they negatively affect students.
2.	 Indicate that you’ll be enlisting peers to encourage and affirm the teacher when he or she dem-

onstrates positive parent interaction.
3.	 Identify and assign exemplary teachers who exceed expectations in parental interactions to 

encourage and work with the teacher.
4.	 Meet with the pair to discuss experiences and highlight successes for both.
5.	 Follow up frequently with peers and the teacher to ensure that more positive interactions are occurring.

¾¾ Provide Alternatives
Provide viable, appropriate options to the current inappropriate behaviors of the teacher.
1.	 Collaboratively brainstorm realistic and specific alternative reactions to poor parent interactions 

as they arise.
2.	 Help the teacher determine which alternative reaction might be more appropriate when dealing 

with parents.
3.	 Encourage the teacher to begin accepting personal responsibility while pondering different 

alternative reactions.
4.	 Have the teacher regularly touch base with you to discuss specific parent interactions, how he or 

she reacted to them, and the results that followed.

Parent Interaction 

Directing

Intervention Strategies

¾¾ Manage Anger
Require the teacher to participate in anger management strategies.
1.	 Have the teacher identify what easily triggers his or her anger when dealing with parents.
2.	 Brainstorm alternative strategies to deal with anger when it arises.
3.	 Help the teacher to determine a safe place to “unload” away from parents when emotions 

intensify.
4.	 Follow up with encouragement, but if issues with managing anger continue, proceed to the next 

intervention strategy, “Outside Assistance.”

¾¾ Outside Assistance
Coordinate help from an outside source with the specific skills needed to help address the issue.
1.	 Keep an accurate record of the specific problems you have observed related to poor parent inter-

actions and identify outside resources to best assist the teacher.
2.	 Meet with the teacher to discuss your concerns and let him or her know of your intention to 

provide assistance.
3.	 Meet with the outside resource to discuss your concerns about poor parent interactions and 

your projected goals for the teacher and collectively determine the best strategy to approach the 
situation.

4.	 Permit the outside resource to work with the teacher.
5.	 Have the outside resource keep in touch with you to be sure that all are on the same page.
6.	 Follow up with the teacher to ensure that he or she is having more positive parent interactions 

and offer further assistance if necessary.

Selig et al._9781475817874.indb   139 16-03-2016   12:14:07



140	 Chapter 9

Planning Skills 

Encouraging

Intervention Strategies

¾¾ Affirmative Statements
Verbally acknowledge and emphasize the teacher’s strengths and achievements.
1.	 Praise the teacher when appropriate lesson plans are developed.
2.	 Find the positives, capitalizing on the strengths of the teacher and encouraging the use of those 

abilities.
3.	 Remind the teacher of when he or she has previously demonstrated appropriate planning and 

encourage him or her to continue to do so.

¾¾ Modeling
Demonstrate through example the behavior that is expected of the teacher.
1.	 Verbally acknowledge and praise good planning skills you have seen in others that the teacher 

should emulate.
2.	 Frequently praise exemplary planning skills in role models and monitor to see if this elicits 

similar behavior in the teacher.
3.	 Be quick to praise the teacher when he or she demonstrates appropriate planning skills.
4.	 Be consistent in your praise as the teacher begins to demonstrate appropriate planning skills.

Planning Skills 

Coaching

Intervention Strategies

¾¾ Assisted Goal Setting
Help the teacher set achievable goals to improve behavior in a step-by-step manner.
1.	 Reinforce the need to develop good lesson plans to improve student learning.
2.	 Collaboratively identify specific and realistic planning goals the teacher can slowly begin to 

implement into his or her classes.
3.	 Establish benchmarks to monitor progress.
4.	 Provide feedback by periodically following up with the teacher to ensure proper lesson planning 

and establish new goals if necessary.

¾¾ Timely Identification of Inappropriate Behavior
Address the concerning behavior as soon as is reasonably possible in order to stop it from 
reoccurring.
1.	 Develop a paradigm of improvement rather than perfection.
2.	 Conduct 5–10 minute unannounced visits in the classroom and monitor the plans in an effort to 

provide improvement.
3.	 Have the teacher keep his or her lesson plans available when you come in, announced or not.
4.	 Maintain a supportive approach, correct minor concerns when you see them during these visits, 

but more importantly, be quick to acknowledge and affirm proper planning skills.
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Planning Skills 

Structuring

Intervention Strategies

¾¾ Individual Accountability
Identify the area of concern and allow the teacher to personally address it.
1.	 Speak to the teacher privately to avoid drawing undue attention to the lack of planning skills.
2.	 Ask the teacher what could be done differently in terms of lesson planning.
3.	 If necessary, provide possible suggestions for the teacher until an appropriate response is 

produced.
4.	 Praise the teacher’s effort to plan appropriately and express your confidence when improvement 

is noted.

¾¾ Provide a Timeline for Improvement
Provide the teacher with a specific set of objectives for improvement that must be met along with 
clearly identified dates for attaining these objectives.
1.	 Identify specific and realistic objectives identifying how the teacher can improve planning skills.
2.	 Agree upon a time frame in which these objectives and goals can be implemented.
3.	 Provide feedback as each benchmark is addressed.

Planning Skills 

Directing

Intervention Strategies

¾¾ Confront
Directly address the inappropriate behavior being very specific about what is expected and what is 
not appropriate.
1.	 State specifically what the continuous problem is. 
2.	 Review the steps needed to improve lesson planning.
3.	 Provide the teacher an opportunity to reply, but reiterate the problem and how it must be cor-

rected immediately.
4.	 Closely monitor the teacher’s progress toward the stated expectations and take alternative actions 

as necessary.

¾¾ Written Plan
Develop a clear, concise plan for the teacher that contains specific goals and a timeline for achiev-
ing those goals.
1.	 Discuss with the teacher the most appropriate methods for planning.
2.	 Establish a systematic plan for improvement.
3.	 Sign a written agreement with the teacher that contains a specific timeline for implementation.
4.	 Monitor goal attainment, providing praise and revisions as appropriate.
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Resentfulness 

Encouraging

Intervention Strategies

¾¾ Humor
Use humor to lighten a stressful situation.
1.	 Establish rapport and relationship with the teacher through appropriate humor, being careful to 

never be cutting or sarcastic.
2.	 Find ways to poke fun at yourself to demonstrate similar times when you’ve been resentful in the 

past and how it was not productive.
3.	 Send a clear message that, although you are using humor to lighten the mood, you are confident 

the teacher can demonstrate a nonresentful attitude.

¾¾ Provide Feedback
Give a timely assessment regarding what the teacher is doing correctly and what needs to be 
improved.
1.	 Speak to the teacher privately to avoid drawing undue attention to his or her resentful tendencies.
2.	 Ask the teacher what could be done differently and provide appropriate suggestions where 

necessary.
3.	 If needed, coach the teacher until an appropriate response is produced.
4.	 Verbally acknowledge and praise positive responses.
5.	 Be consistent in your praise until the teacher internalizes the desired qualities.
6.	 Praise the teacher’s effort to think through situations and express your confidence as improve-

ment is noted.

Resentfulness 

Coaching

Intervention Strategies

¾¾ Appeal to Values
Providing opportunity for self-reflection, discuss concerns and compare them to the positive values 
the teacher holds as demonstrated in the past.
1.	 Gently remind the teacher of what he or she holds dear in terms of value.
2.	 Inquire if the teacher thinks his or her resentfulness is appropriate.
3.	 Have the teacher think about the attitude and identify a more appropriate response. 
4.	 Praise positive responses, and if there is a lapse in appropriate behavior, compare the reaction to 

his or her more typical positive behavior.

¾¾ Timely Identification of Inappropriate Behavior
Address the concerning behavior as soon as is reasonably possible in order to stop it from 
reoccurring.
1.	 When you see the teacher display resentful behavior, privately bring it to his or her attention as 

soon as possible.
2.	 Remind the teacher of possible alternative behaviors that have been previously discussed.
3.	 Be quick to acknowledge and affirm appropriate responses until resentfulness is significantly 

reduced.
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Resentfulness 

Structuring

Intervention Strategies

¾¾ Persuade
Use reasoning to help the teacher understand the need for change.
1.	 Affirm your esteem for the teacher as part of the school and point out some positive contributions.
2.	 State your specific concerns about the teacher’s resentfulness toward others.
3.	 Ensure the teacher understands the need to make changes.
4.	 Offer possible alternatives to the current behavior or attitude that would result in better 

relationships.
5.	 Continue the discussion until you have persuaded the teacher on at least one area where the 

attitude or behavior can improve.
6.	 Follow up with the teacher to ensure the attitude is improving.

¾¾ Reflective Journaling
Provide a journal for the teacher to reflect on the behavior and determine a more positive course of 
action in the future.
1.	 Discuss with the teacher the perceived resentfulness.
2.	 Ask the teacher to log his or her interactions with others and note where resentment might have 

surfaced.
3.	 In those incidents where the teacher believes the response may have been anything other than 

pleasant, have him or her reflect on ways the situation could have been handled better.
4.	 Have the teacher leave a margin on the right-hand side of the journal page for you to respond 

to the journal entry.
5.	 If the reflection is rather shallow, elicit additional thoughts and feelings in a nondirective manner 

until the desired level of understanding of the resentfulness is reached. This could be done in 
writing through the journal or in person.

6.	 Conclude interactions with encouragement and affirmation.

Resentfulness 

Directing

Intervention Strategies

¾¾ Manage Anger
Require the teacher to participate in anger management strategies.
1.	 Have the teacher identify if there is any underlying anger that triggers his or her resentfulness.
2.	 Brainstorm alternative strategies to deal with resentfulness when it arises.
3.	 Help the teacher determine a safe place to “unload” when emotions intensify.
4.	 Refer the teacher to outside assistance if the anger persists.

¾¾ Provide Conflict Resolution
Help the teacher resolve disputes through discussion and understanding and by jointly developing 
a resolution.
1.	 Identify the conflict caused by the teacher’s perceived resentfulness.
2.	 Describe the impact the resentfulness has on others.
3.	 Ask the teacher to describe his or her understanding of the issue.
4.	 Suggest ways the resentful attitude can be diminished or eliminated.
5.	 Stay with the process until there has been acknowledgment of the resentfulness and the conflict 

diminishes.
6.	 Arrange to revisit the situation in a timely fashion to monitor progress.
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Self-centeredness 

Encouraging

Intervention Strategies

¾¾ Affirmative Statements
Verbally acknowledge and emphasize the teacher’s strengths and achievements.
1.	 Praise the teacher when he or she demonstrates others-oriented behavior.
2.	 Emphasize the need to consider the needs of others.
3.	 Remind the teacher of when he or she has previously demonstrated others-oriented behavior and 

encourage him or her to continue to do so.

¾¾ Assign a Mentor
Assign the teacher a mentor who demonstrates the desired behavior.
1.	 Pair the teacher with a role model who is typically others oriented.
2.	 Have the teacher collaboratively work together on a project with the mentor modeling others-

oriented behavior.
3.	 Check back frequently on the progress and make adjustments as needed.

Self-centeredness 

Coaching

Intervention Strategies

¾¾ Provide Leadership Opportunities
Provide the teacher with opportunities to take on leadership roles related to the area of concern.
1.	 Assign the teacher to leadership positions on committees in areas of strength.
2.	 Coach the teacher on developing a leadership style that is particularly focused on the team.
3.	 Encourage the teacher to assume other leadership roles that will require him or her to listen and 

understand others’ viewpoints.

¾¾ Self-Disclosure
Allow the teacher an opportunity to personally identify the issue and determine alternatives to 
resolve the problem.
1.	 Meet with the teacher to discuss what appears to be self-centered behavior in a particular 

instance.
2.	 Attempt to get the teacher to disclose the underlying reason why he or she may not be focusing 

on the needs of others.
3.	 Highlight the times when you have observed the teacher focused on the needs of others and the 

resultant positive outcomes.
4.	 Be quick to encourage and affirm others-oriented behavior.
5.	 Follow up by asking the teacher to reveal how he or she felt after demonstrating a more others-

oriented behavior.
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Self-centeredness 

Structuring

Intervention Strategies

¾¾ Ask Open-ended Questions
Ask questions that provide for more than one simple answer, requiring the teacher to think more 
deeply about the behavior.
1.	 When trying to determine the reason for the self-centered behavior being demonstrated, ask 

questions such as “What are you doing now, that by doing it differently could better improve 
the situation?”

2.	 Follow up by asking “how” questions such as “How could you have focused more on others 
when you did ______?” or “How do you think you could do a better job at taking the needs of 
others into consideration?”

3.	 Ask another “what” question such as “What could you do differently in the future, and why?”
4.	 Establish a verbal agreement with the teacher of how he or she attends to be cognizant of others’ 

needs in the future.
5.	 Monitor the teacher’s attitude/behavior to determine if it improves, or if greater intervention is 

necessary.

¾¾ Individual Accountability
Identify the area of concern and allow the teacher to personally address it.
1.	 Speak to the teacher privately to avoid drawing undue attention to his or her lack of concern for 

the school and for others.
2.	 Ask the teacher to volunteer for school-sponsored projects or alternative activities that focus on 

the needs of others.
3.	 If necessary, coach the teacher until appropriate responses are produced.
4.	 Praise the teacher’s effort for assuming individual responsibility and for being accountable in 

focusing on others.

Self-centeredness 

Directing

Intervention Strategies

¾¾ Confront
Directly address the inappropriate behavior being very specific about what is expected and what is 
not appropriate.
1.	 State specifically the self-centered behavior that you have observed.
2.	 Provide the teacher an opportunity to reply, but reiterate the problem and how it must be cor-

rected immediately.
3.	 Review steps needed to eliminate the self-centered focus of the teacher.
4.	 Closely monitor the teacher’s progress toward the stated expectations and take alternative actions 

as necessary.

¾¾ Redirect
Stop the teacher’s inappropriate behavior and refocus the attention to the task at hand.
1.	 Identify the self-centered behavior demonstrated by the teacher and explain why it is 

inappropriate.
2.	 Refocus the teacher’s attention to positive behavior that contributes to the vision of the school 

and others.
3.	 Clearly identify for the teacher what is expected.
4.	 Monitor the teacher and praise as needed, elaborating on the positive elements when others-

oriented behavior is demonstrated.
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Technology 

Encouraging

Intervention Strategies

¾¾ Affirmative Statements
Verbally acknowledge and emphasize the teacher’s strengths and achievements.
1.	 Praise the teacher when he or she attempts to use new technology.
2.	 Match the teacher with others who are willing to help and encourage him or her to most effec-

tively integrate technology.
3.	 Find the positives in the teacher’s use of technology and encourage the continued use and expan-

sion of those abilities.

¾¾ Humor
Use humor to lighten a stressful situation.
1.	 Establish rapport and relationship with the teacher through appropriate humor, being careful to 

never be cutting or sarcastic.
2.	 Find ways to poke fun at yourself to demonstrate similar times when you’ve been technology shy 

in the past and how it was not productive.
3.	 Send a clear message that, although you are using humor to lighten the mood, you are confident 

the teacher can successfully implement technology in the classroom.

Technology 

Coaching

Intervention Strategies

¾¾ Assisted Goal Setting
Help the teacher set achievable goals to improve behavior in a step-by-step manner.
1.	 Reinforce the need to adhere to the technology policies and procedures and identify where the 

noticeable behavior falls short.
2.	 Collaboratively brainstorm specific and realistic strategies in which the teacher can change his 

or her technology efforts.
3.	 Establish a time frame in which these strategies and goals can be implemented.
4.	 Provide feedback by periodically following up with the teacher to ensure the proper use of tech-

nology and establish new goals if necessary.

¾¾ Collaborate
Have the teacher work together with others and self-assess how successful their solutions have been 
at solving the problem.
1.	 With the help of the teacher, clearly identify the technology goal.
2.	 Pair the teacher with others who have more experience in this area.
3.	 Provide collaborative time in their schedules and a location for the pair to work.
4.	 Monitor progress and receive feedback regularly on the success of any newly implemented 

technology initiative.
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Technology 

Structuring

Intervention Strategies

¾¾ Provide Alternatives
Provide viable, appropriate options to the current inappropriate behaviors of the teacher.
1.	 Collaboratively brainstorm realistic and specific situations when new technologies could be 

implemented to improve student learning.
2.	 Help the teacher determine which alternative might be more appropriate and when.
3.	 Encourage the teacher to try one new technology at a time in a subject area that he or she has the 

greatest experience teaching and is most comfortable with.
4.	 Have the teacher regularly touch base with you to discuss how the lessons turn out and the results 

that followed.

¾¾ Provide a Timeline for Improvement
Provide the teacher with a specific set of objectives for improvement that must be met along with 
clearly identified dates for attaining those objectives.
1.	 Identify specific areas in which the teacher can most effectively integrate the use of technology.
2.	 Together with the teacher, choose some appropriate ways to integrate technology and determine 

when and how they are to be used.
3.	 Agree upon a timeline for this technology integration and follow up on a scheduled basis to 

ensure implementation.

Technology 

Directing

Intervention Strategies

¾¾ Ask Closed Questions
Ask questions that can normally be answered using a specific piece of information or a simple “yes” 
or “no.”
1.	 Ask the teacher questions such as “Are you comfortable using the technology we have available?”
2.	 Ask the teacher if the lack of technology use in the classroom is in the best interest of the 

students.
3.	 Ask the teacher if he or she needs assistance to help become more familiar with when and how 

to do what is expected and provide assistance as needed.
4.	 Follow up to ensure the teacher is at least beginning to use technology in the classroom.

¾¾ Outside Assistance
Coordinate help from an outside source with the specific skills needed to address the issue.
1.	 Keep an accurate record of the specific technology issues you have observed and identify which 

outside resource would best assist the teacher.
2.	 Meet with the teacher to discuss your technology concerns and let him or her know of your 

intention to provide assistance.
3.	 Meet with the outside resource to discuss your technology concerns and projected goals for the 

teacher and collectively determine the best strategy to approach the situation.
4.	 Permit the outside resource to work with the teacher.
5.	 Have the outside resource keep in touch with you to be sure that all are on the same page.
6.	 Follow up with the teacher to ensure that he or she is appropriately integrating technology and 

offer further assistance if necessary.
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Time Management 

Encouraging

Intervention Strategies

¾¾ Affirmative Statements
Verbally acknowledge and emphasize the teacher’s strengths and achievements.
1.	 In faculty meetings and other faculty communications, let teachers know how much you value 

the efficiency that results from effective time management.
2.	 Praise the teacher when he or she efficiently manages time.
3.	 Remind the teacher of past accomplishments and successes that have stemmed from appropriate 

time management and encourage him or her to continue to implement those.

¾¾ Nonverbal Communication
Use eye contact, body movement, or hand signals to gain the teacher’s attention.
1.	 Make eye contact with the teacher when you notice him or her not using the time in the class-

room wisely.
2.	 Look up at the clock once they have seen you, as an indicator you have noticed the time.
3.	 Try to use twice as many positive nonverbal signals as negative ones. This tends to markedly 

increase appropriate responses. For instance, if the teacher begins to improve with time manage-
ment, as you look at the clock, smile as well, or give a “thumbs-up.”

Time Management 

Coaching

Intervention Strategies

¾¾ Assisted Goal Setting
Help the teacher set achievable goals to improve behavior in a step-by-step manner.
1.	 Reinforce the need for efficient and effective time management to improve student learning.
2.	 Collaboratively brainstorm specific and realistic goals in which the teacher can slowly begin to 

implement time management strategies into the day.
3.	 Establish benchmarks to monitor progress.
4.	 Provide feedback by periodically following up with the teacher to ensure more effective use of 

time and establish new goals if necessary.

¾¾ Guided Problem-Solving
Provide opportunities to solve the problem by suggesting possible solutions and allowing the teacher 
to create alternatives.
1.	 Work with the teacher to define the time management issue in specific terms (e.g., lessons con-

tinually running too long).
2.	 Focus on the specific problem so that the discussion doesn’t get bogged down by other issues.
3.	 Guide the teacher to determine alternative techniques and strategies to more effectively use time 

in the classroom.
4.	 Help the teacher synthesize information and generate a plan for trying the new techniques.
5.	 Provide encouragement to the teacher when you see evidence of more efficient and effective 

use of time.
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Time Management 

Structuring

Intervention Strategies

¾¾ Individual Accountability
Identify the area of concern and allow the teacher to personally address it.
1.	 Speak to the teacher privately to avoid drawing undue attention to his or her lack of time 

management.
2.	 Ask the teacher what can be done so he or she can more effectively manage time.
3.	 If necessary, coach the teacher until an appropriate response is produced.
4.	 Praise the teacher’s effort to think through situations and express your confidence in him or her 

as improvement is noted. 

¾¾ Negotiate
Work to reach a compromise with the teacher through open discussion.
1.	 Discuss with the teacher the need for improved time management.
2.	 Have the teacher explain clearly the issues he or she is having with time management.
3.	 Negotiate possible solutions to resolve the issue.
4.	 Follow up frequently to see if the negotiated agreement is being adhered to and determine if 

modifications are required.

Time Management 

Directing

Intervention Strategies

¾¾ Ask Convergent Questions
Ask questions that allow for only very specific acceptable answers.
1.	 Without allowing for excuses, ask the teacher to explain why time management is an issue.
2.	 Continue asking “why” questions until you arrive at what seems to be the root cause of the lack 

of time management.
3.	 Ask the teacher to clearly identify steps to more efficiently and effectively manage his or her 

time.
4.	 Monitor the implementation steps.

¾¾ Written Plan
Develop a clear, concise plan for the teacher that contains specific goals and a timeline for achiev-
ing those goals.
1.	 Discuss with the teacher the most appropriate strategies for improving time management.
2.	 Establish a systematic plan for improvement.
3.	 Sign a written agreement with the teacher that contains a specific timeline for implementation. 
4.	 Monitor goal attainment, providing praise and revisions as appropriate.
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Writing Skills 

Encouraging

Intervention Strategies

¾¾ Assign a Mentor
Assign the teacher a mentor who demonstrates the desired behavior.
1.	 Pair the teacher with a role model who excels in writing skills.
2.	 Have the mentor and teacher collaboratively set goals for improving writing skills.
3.	 Check back frequently to monitor progress and make adjustments as needed.

¾¾ Modeling
Demonstrate through example the behavior that is expected of the teacher.
1.	 Frequently acknowledge and praise good writing practices you have seen that teachers should 

emulate.
2.	 Be quick to praise teachers when they demonstrate appropriate writing skills.
3.	 Consider teaching a lesson for the teacher to demonstrate good writing strategies.
4.	 Be consistent in your praise as the teacher internalizes the desired qualities.

Writing Skills 

Coaching

Intervention Strategies

¾¾ Appeal to Values
Providing opportunity for self-reflection, discuss concerns and compare them to the positive values 
the teacher holds as demonstrated in the past.
1.	 Provide opportunities for self-reflection related to the teacher’s level of writing skill.
2.	 Gently remind the teacher of what he or she holds dear in terms of value.
3.	 Inquire if the teacher thinks his or her writing skills are at the level they need to be.
4.	 Have the teacher think about how the lack of writing skills could be perceived in the community.
5.	 Encourage the teacher to seek outside assistance to improve his or her writing.
6.	 Follow up with praise when you notice an improvement in the writing.

¾¾ Assisted Goal Setting
Help the teacher set achievable goals to improve behavior in a step-by-step manner.
1.	 Reinforce the need to have good writing skills as a model for students to emulate.
2.	 Collaboratively brainstorm specific and realistic goals to improve the teacher’s writing.
3.	 Establish benchmarks to monitor progress.
4.	 Provide feedback by periodically following up with the teacher to ensure improvement and 

establish new goals as necessary.
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Writing Skills 

Structuring

Intervention Strategies

¾¾ Ask Self-evaluative Questions
Ask questions that cause the teacher to self-reflect on the behavior.
1.	 When you see a teacher not meeting expected professional writing standards, inquire as to what 

is happening.
2.	 Ask the teacher what he or she would think if such writing appeared at their home.
3.	 Ask the teacher to self-evaluate and articulate the reasons why he or she is failing to meet 

expectations.
4.	 Compare the teacher’s self-evaluation with your perceptions and together determine a plan for 

improvement.

¾¾ Suggest Activities
Provide a list of activities the teacher could use as an alternative in the future.
1.	 Suggest that the teacher partner with a colleague who displays exemplary writing skills.
2.	 Suggest a writing workshop for the teacher.
3.	 Have the teacher run every written communication either through a colleague you have selected 

who has exemplary writing skills or through you.

Writing Skills 

Directing

Intervention Strategies

¾¾ Outside Assistance
Coordinate help from an outside source with the specific skills needed to help address the issue.
1.	 Keep an accurate record of the specific problems you have observed related to writing concerns 

and identify which outside resource would best assist the teacher.
2.	 Meet with the teacher to discuss your writing concerns and let him or her know of your intention 

to provide assistance.
3.	 Bring in the outside assistance, discuss your concerns and projected goals, collectively determine 

the best strategy to approach the situation, and permit him or her to work with the teacher.
4.	 Have the outside resource keep in touch with you to ensure that all are on the same page.
5.	 Follow up with the teacher to ensure that he or she is working to improve his writing. 

¾¾ Written Plan
Develop a clear, concise plan for the teacher that contains specific goals and a timeline for achiev-
ing those goals.
1.	 Discuss with the teacher the concerns related to his or her writing skills.
2.	 Establish a systematic plan for improving the teacher’s writing to include outside assistance, 

workshops, or individual training as needed.
3.	 Sign a written agreement with the teacher that contains a specific timeline for implementation. 
4.	 Monitor and revise the plan as necessary.
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Chapter 10

Case Studies

This chapter provides two case studies for you to gain comfort in using the IISS before 
you actually implement it with your faculty.

Case Study #1: Bill

Background

Bill is a ten-year veteran teacher and this year he has been transferred to Milk Lake 
Middle School. Bill has had a history of having difficultly relating to parents. He tends 
to be very frank and judgmental, and parents are put off by him. There have been 
several other principals with whom he has worked, and some have found ways to get 
him transferred out of their building.

This year Milk Lake Middle has a new principal, Ryan Parker. Mr. Parker has been 
a principal for five years and is known as a very compassionate leader who cares 
deeply about his staff. He treats everyone with a lot of sensitivity and the staff and 
parents have really responded well to him. Needless to say, Mr. Parker is a bit sur-
prised by the way Bill interacts with parents, and even though it is early in the year, 
he has had several parent complaints regarding Bill. Mr. Parker knows that Bill has a 
history of being short and abrupt and seems to have no interest in getting along with 
the parents of his students.

The complaints to date have been generally that he has been rude on the phone and 
made it difficult to set up appointments to talk about student progress or to talk about 
ways to better help students. Mr. Parker knows that if he doesn’t deal with Bill’s inter-
actions with parents, things will only get worse, so he decided that he should check 
out the IISS in the hope of finding a strategy that might be helpful.

Implementing the Individualized Intervention Strategy System

After completing the Stage of Motivation (Figure 10.1) and Behavior Style (Figure 
10.2) checklists, Mr. Parker completed the Problem-Solving Worksheet (Figure 10.3) 
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and discovered that Bill had a Self-Assertive style and operated at the Self-Absorbed 
level, at least as far as parents were concerned. He then looked for the Problematic 
Issue of Parent Interaction on the Teacher Improvement Plan to determine at which 
level of intrusiveness to begin. To determine more specifically how to address Bill in 
a step-by-step manner, Mr. Parker then proceeded to review those listed under Direct-
ing from the Individualized Intervention Strategies to determine their appropriateness. 
Given that Bill had been transferred out of several schools because of poor parent 
interaction, Mr. Parker believed that probably the best way to deal with Bill would be 
to confront him using the Manage Anger (Directing) strategy.

Mr. Parker thought that rather than go to Bill’s classroom to have the initial discus-
sion, he would call Bill to his office, signaling that this wouldn’t be a “getting to know 
you” meeting but instead something more formal. Once there, Mr. Parker asked Bill 
to sit down. Mr. Parker then began the conversation by saying that he had received 
several complaints from parents in the last several days. The complaints had occurred 
over a writing assignment on which many students had done poorly and Bill had writ-
ten several disparaging remarks on the papers. Parents had reported that when they 
had tried to call Bill to schedule a meeting, he had been rude and made comments that 
essentially said their son or daughter knew what they did wrong and that he expected 
them to buckle down and to do better, and that, for now, there was no need for any 
type of parental meeting. In their offense, the parents had reported this to Mr. Parker.

Mr. Parker asked Bill if this was true, and Bill did not deny it, stating that the school 
had a lot of students who felt entitled and that he thought the best way to deal with 
them would be to lay it on the line and tell them he expected more from them. He said 
that as far as he was concerned, the parents who complained were “helicopter parents” 
and the sooner they quit hovering over their children, the better it would be for them.

Mr. Parker looked at Bill and took a deep breath. It was clear there was a differ-
ence in philosophy and Bill was very much adamant that his assumptions and actions 
were justified. Mr. Parker said, “Bill, I know you feel strongly about this and I am not 
going to try to change your mind, but you need to be aware that your response is not 
something I can endorse or overlook.” He followed this with a question, “Bill, can 
you tell me what triggers your responses to parents when they call to inquire about the 
status of their child?” Bill rattled off things such as parents making excuses for their 
child and then accusing Bill of not doing his job well.

Mr. Parker then suggested they brainstorm alternatives to being rude or blowing 
parents off, recalling a strategy he learned for managing his own anger: self-talk. He 
said to Bill, “When you feel that you are about to get angry by something a parent 
said, what can you say to yourself that will cause you not to overreact?” Bill said, 
“Probably if I told myself that a blow out with the parent will not solve the problem 
and to stop and take a deep breath.” Mr. Parker continued, “Okay, now if I am a parent 
like for example Mr. Jones who called you yesterday, what are some other ways you 
might respond to me when I ask about my son’s status and progress.” They talked for 
a few minutes and weighed several options that Bill could use. Mr. Parker was care-
ful to say “you know there are some responses that I might feel comfortable with, but 
you won’t. So, be up front with me and tell me the kinds of responses that make you 
uncomfortable and then tell me those you think you could learn to use.” The meeting 
began to pick up positive speed, and between the two of them, they came up with some 
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possible alternative strategies that Bill could use to satisfy the parents and to help the 
students, while helping Bill feel that he was setting the stage for the students to begin 
to do better.

Mr. Parker looked at Bill and said, “Okay fair enough, let’s see if these new strat-
egies will help begin to increase positive parent reactions, but if I see this problem 
continue and if I see you need some outside assistance, we’ll get together again and 
talk things through. Fair enough?” Bill agreed and off he went.

Summary

Using the IISS, Mr. Parker had moved from the need for Bill to identify what triggered 
his anger to brainstorming possible alternative strategies to turn the situation around or 
to avoid them all together. Over the next several weeks, Bill made a concerted effort 
and things improved. Mr. Parker followed up and gave Bill a lot of encouragement 
when he got positive reports from parents. This seemed to be a turning point for Bill 
in terms of his teaching career. He may need other less intrusive approaches in the 
future, but the volatility of his behavior and the subsequent fallout definitely subsided.
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Figure 10.1 
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Figure 10.2 
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Figure 10.3 
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Case Study #2: Julie

Background

Julie has been at Williams Street Elementary School as a fourth grade teacher for three 
years and is seen by both parents and teachers as very effective and as one who brings 
a lot of joy and excitement to her classroom. She is a person who is easy to be around 
and she provides an exuberant atmosphere.

As much as the other teachers enjoy Julie, they prefer not to work with her on 
projects because she does not have a record of good follow-through, and when asked 
about why she hasn’t completed a task, she will begin to shift blame to others. This 
results in hurt feelings and begins to tear at the cohesiveness of the staff. When Julie 
engages in this behavior, she will often begin to gather support for her lack of follow-
through by complaining to others that she is not the one who dropped the ball. This has 
the effect of beginning to pit one teacher against another, which makes for a difficult 
working environment.

Sarah Ludvik, the principal for Williams Street Elementary, has just taken the helm 
this past year and was shocked when she began to notice the fallout from one of Julie’s 
last projects. She saw the amount of hurt feelings that were generated by an episode 
of blame shifting that occurred the previous week and she knew this problem had the 
potential to continue to get worse and to further eat away at the unity of the school 
staff if intervention was not provided. The problem was how to deal with the issue.

Implementing the Individualized Intervention Strategy System

After completing the checklists for the Stage of Motivation (Figure 10.4) and Behav-
ior Style (Figure 10.5), Ms. Ludvik completed the Problem-Solving Worksheet (Fig-
ure 10.6) on Julie in order to identify what could be done. She believed that Julie was 
Socially Interactive and the checklists confirmed that. As she looked at the Stages of 
Motivation checklist, Ms. Ludvik realized that Julie generally operated on Stage 3 or 
4, but when faced with any hint of criticism or if she felt pressured, her level could 
easily drop to Stage 2 or even Stage 1. This presented Ms. Ludvik with a problem: 
how do you deal with someone who operates on a high level most of the time but 
when confronted or pressured will sink to very low levels and then become defensive 
and possibly even vindictive? Looking at Blame Shifting on the Socially Interactive 
Teacher Improvement Plan, Ms. Ludvik determined she had multiple strategies from 
which to choose, several of which looked promising: checking for understanding, 
asking open-ended questions, asking “what” questions, and possibly even providing 
conflict resolution if she thought this was necessary.

Given the tension that existed within the staff, Ms. Ludvik didn’t think conflict 
resolution would work because Julie would probably consider it an attack on herself, 
at least at this time. It was Ms. Ludvik’s thought that maybe using several strategies 
together might be the best way to deal with Julie.

Ms. Ludvik determined that Julie would probably operate at stage two, the approval 
level, while interacting with her, because she had not been a participant in the project 
in which the behavior occurred. Based on that assumption, Ms. Ludvik determined 
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that she would start out by using the open-ended questions approach (Structuring) to 
begin the conversation with Julie and then move to the “what” questions (Directing) 
if Julie began to provide excuses. She thought if Julie got to the point where she was 
assuming some responsibility for her actions, maybe helping her to reframe (Coach-
ing) her responses might be useful.

Ms. Ludvik found a time at the end of the day when all of the students were gone 
and the school was pretty quiet. She went down to Julie’s classroom and poked her 
head in and asked, “How are things going, Julie?” Julie responded with a tentative 
“Fine,” which gave Ms. Ludvik a clue that Julie was expecting some kind of confron-
tation. Ms. Ludvik asked if they could sit down and talk and Julie said “Sure” and 
cleared a spot for Ms. Ludvik at one of the reading tables. Ms. Ludvik said that she 
had become aware that there had been some conflict among several of the teachers 
regarding the project they were working on and she asked, “Could you tell me what 
happened?” 

Julie proceeded to give Ms. Ludvik her version of the incident and clearly protected 
herself by shifting blame to Mary, one of the other fourth grade teachers. Ms. Ludvik 
followed up by saying, “Why do you think that this was Mary’s fault?”

Julie launched into an elaborate reason for blaming Mary, and Ms. Ludvik listened 
carefully and then switched over to the “what” questions phase by saying, “Let me 
understand this a little better. What were your responsibilities in this project?” After 
getting more info from Julie, including hearing that Mary didn’t tell Julie when her 
part was due, Ms. Ludvik said, “What were Mary’s responsibilities? What did you do 
when you realized that you hadn’t been told of your due date?” Julie responded by 
saying, “Well, I just figured that they either didn’t need my part or they would tell me 
when it was time for me to begin.”

Ms. Ludvik said, “What has been the result of the conflict?” Julie told her that it had 
caused bad feelings and that she had been unfairly blamed.

Ms. Ludvik then said, “In retrospect, what could you have done differently to have 
avoided this confrontation?” Julie replied, “Well, I could have actively tried to find 
out when my part was due.” Ms. Ludvik agreed and then moved to reframing by say-
ing, “I understand how you might feel you were unfairly blamed but when you use 
the initial response of blaming others, what do you think that does?” Obviously Julie 
knew that she shouldn’t have blamed others for the problem but she said, “Well, they 
were making me feel it was all my fault.” Ms. Ludvik asked, “How might you have 
gotten your message across without blaming them for the mess up, because I really 
don’t believe that was your intention, was it?”

Julie responded by saying, “No, I just don’t like to be blamed for something I didn’t 
do on purpose.”

Ms. Ludvik said, “Okay, how do you think you could have handled this differ-
ently?” Together, they agreed that she should have clarified when her due date was. 
Secondly, they talked about how blaming others doesn’t really solve the issue but 
instead creates a toxic work environment. Then they discussed how she might have 
reframed some of her responses to the others in a manner that wouldn’t worsen the 
situation. Finally, they talked about what she might do to lessen the tension with the 
others.
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Julie took the meeting to heart and went to the others to apologize for her behavior, 
acknowledging how she overacted and basically said she valued their relationship too 
much to let it go up in smoke over something that occurred because she hadn’t taken 
the initiative in finding out her due date. Since that time, Julie has been less defensive 
and has on occasion gone to Ms. Ludvik and asked her how to handle other sensitive 
issues.

Summary

Using the IISS, Ms. Ludvik continued to periodically touch base with Julie in a 
nonthreatening way, gently probing to ensure that things were moving in the right 
direction. Julie’s behavior had moved from shifting blame to others for her lack of 
follow-through to not only accepting responsibility for the tasks required of her but 
also completing them in a timely fashion. This greatly improved Julie’s relationships 
with her colleagues, greatly diminishing the conflict that had previously ensued mak-
ing for a much more collegial environment within the grade level.
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Figure 10.5 
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