
 

 

 University of Groningen

International Research on the Foci and Effectiveness of Classroom Management Programs
and Strategies
Korpershoek, Hanke; Mouw, Jolien; de Boer, Hester

Published in:
Handbook of Classroom Management

DOI:
10.4324/9781003275312-22

IMPORTANT NOTE: You are advised to consult the publisher's version (publisher's PDF) if you wish to cite from
it. Please check the document version below.

Document Version
Publisher's PDF, also known as Version of record

Publication date:
2022

Link to publication in University of Groningen/UMCG research database

Citation for published version (APA):
Korpershoek, H., Mouw, J., & de Boer, H. (2022). International Research on the Foci and Effectiveness of
Classroom Management Programs and Strategies. In E. J. Sabornie, & D. L. Espelage (Eds.), Handbook of
Classroom Management (3 ed., pp. 350-372). Routledge. https://doi.org/10.4324/9781003275312-22

Copyright
Other than for strictly personal use, it is not permitted to download or to forward/distribute the text or part of it without the consent of the
author(s) and/or copyright holder(s), unless the work is under an open content license (like Creative Commons).

The publication may also be distributed here under the terms of Article 25fa of the Dutch Copyright Act, indicated by the “Taverne” license.
More information can be found on the University of Groningen website: https://www.rug.nl/library/open-access/self-archiving-pure/taverne-
amendment.

Take-down policy
If you believe that this document breaches copyright please contact us providing details, and we will remove access to the work immediately
and investigate your claim.

Downloaded from the University of Groningen/UMCG research database (Pure): http://www.rug.nl/research/portal. For technical reasons the
number of authors shown on this cover page is limited to 10 maximum.

https://doi.org/10.4324/9781003275312-22
https://research.rug.nl/en/publications/c708856a-9b0a-402b-8dcf-b4db57577b3c
https://doi.org/10.4324/9781003275312-22


350 DOI: 10.4324/9781003275312-22

19
INTERNATIONAL RESEARCH 

ON THE FOCI AND 
EFFECTIVENESS OF CLASSROOM 
MANAGEMENT PROGRAMS AND 

STRATEGIES
Hanke Korpershoek, Jolien M. Mouw, and Hester De Boer

UNIVERSITY OF GRONINGEN

Introduction

Effective classroom management is generally aimed at establishing a positive classroom environ-
ment encompassing effective teacher- student relationships (Wubbels et al., 1999) enabling effective 
teaching and learning. Effective classroom management is conditional for student learning. Evertson 
and Weinstein (2006) defined classroom management as “the actions teachers take to create an envir-
onment that supports and facilitates both academic and social- emotional learning” (pp. 4‒5). Evertson 
and Weinstein distinguish five types of teacher actions: (a) develop caring, supportive relationships 
with and among students; (b) organize and implement instruction in ways that optimize students’ 
access to learning; (c) encourage students’ engagement in academic tasks; (d) promote the devel-
opment of students’ social skills and self- regulation; and (e) use appropriate interventions to assist 
students with behavior problems. Both preventive and reactive classroom management strategies are 
needed to optimize learning opportunities in the classroom, although preventive strategies are gener-
ally considered more effective than reactive strategies.

The meta- analysis “A meta- analysis of the effects of classroom management strategies and classroom 
management programs on students’ academic, behavioral, emotional, and motivational outcomes” of 
Korpershoek et al. (2016) was based on Evertson and Weinstein’s broad definition of classroom man-
agement, and summarized the effects of various classroom management interventions on student 
outcomes. The meta- analysis included 54 (non- )random controlled intervention studies published 
between 2003 and 2013. It confirmed the effectiveness of classroom management interventions on 
student outcomes in primary education. Across all interventions, the overall effect was g =  0.22 
(SE =  0.02, p < .01), which is a small effect size. The overall effect was 0.17 after taking publica-
tion bias into account. There were no significant differences between various outcome categories 
(academic, behavioral, social- emotional, and motivational outcomes). Moderator analyses revealed 
that interventions focused on the social- emotional development of the students were somewhat 
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more effective than interventions without this component, in particular regarding social- emotional 
outcomes. All included programs (School- Wide Positive Behavior Support [SWPBS], Promoting 
Alternative Thinking Strategies, Good Behavior Game, Second Step, Zippy’s Friends, and other 
programs) were equally effective, except for SWPBS, which was not found to have an effect on overall 
student outcomes (see Korpershoek et al., 2016, pp. 668‒669).

Building on the earlier meta- analysis, this chapter presents an up- to- date overview of recent 
classroom management studies, incorporating studies evaluating the effectiveness of classroom man-
agement programs (CMP) and of multimodal social- emotional learning (SEL) programs in which 
(in our view) relevant classroom management elements were included. Since 2014, new CMPs may 
have been developed and tested. Moreover, an important question is whether the positive effects that 
were reported for most programs are replicated in more recent studies. Therefore, our first research 
question is: Do recent whole- classroom intervention studies on classroom management support pre-
vious reported significant overall effects on students’ academic, behavioral, social- emotional, and/ or 
motivational outcomes in primary education?

Furthermore, we aim to identify possible changes in foci of the interventions since the prior 
meta- analysis. In Korpershoek et al. (2016, p. 646), the interventions were coded for the presence or 
absence of four categories of classroom management strategies. These categories are not considered 
to be mutually exclusive, as most interventions fit into more than one category; however, such a clas-
sification helps to identify differential effects for different types of interventions, as one category or 
combination of categories might be more effective than others. The four categories are based on the 
five teacher actions for high- quality classroom management distinguished by Evertson and Weinstein 
(2006), but in line with the majority of the current interventions, a clearer distinction between 
teacher- focused and student- focused actions was made (see also Wubbels, 2011). For example, we 
distinguished between “developing caring, supportive relationships with students” and “developing 
caring, supportive relationships among students.” The rationale behind this is that in the category 2 
interventions (see below), usually a combination of teacher-  and student- centered approaches are 
used to improve teacher- student relationships, whereas in the category 4 interventions (see below), 
the approaches are generally student- centered only (i.e. with no particular focus on improving 
teacher behavior). See also Wubbels’ (2011) six approaches to classroom management, with a similar 
distinction between teacher- focused and student- focused approaches. The categories introduced by 
Korpershoek et al. (2016) are:

(1) Teachers’ behavior- focused interventions. The focus of these interventions is on improving 
teachers’ classroom management (e.g., keeping order, introducing rules and procedures, dis-
ciplinary interventions) and thus on changing teachers’ behaviors, in line with Evertson and 
Weinstein’s (2006) teacher actions “organize and implement instruction in ways that optimize 
students’ access to learning” and “encourage students’ engagement in academic tasks.” Both pre-
ventive and reactive interventions are included in this category.

(2) Teacher- student relationship- focused interventions. The focus of these interventions is on 
improving the interaction between teachers and students and, thus on developing caring, sup-
portive relationships, in line with teacher action “develop caring, supportive relationships with 
students.” Only preventive interventions are included in this category.

(3) Students’ behavior- focused interventions. The focus of these interventions is on improving 
student behavior, for example, via group contingencies or improving self- control among 
all students, in line with the teacher action “use appropriate interventions to assist students 
with behavior problems.” Both preventive and reactive interventions are included in this 
category.

(4) Students’ social- emotional development- focused interventions. The focus of these 
interventions is on improving students’ social- emotional development, such as enhancing 
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empathic and prosocial skills, and improving peer relations, thus in line with the teacher 
actions “develop caring, supportive relationships among students” and “promote the develop-
ment of students’ social skills and self- regulation.” Both preventive and reactive interventions 
are included in this category.

One of the surprising findings in the original meta- analysis was that, although many (practically 
all) included papers stressed the importance of establishing positive teacher- student relationships, 
only very few interventions actually included activities stimulating or improving these relationships 
directly. Wubbels (2011) also noted the relational approach as an effective classroom management 
practice. Furthermore, Korpershoek et al. (2016) observed a trend towards more student- centered 
approaches rather than teacher- centered approaches. Hence, our second research question is: What 
are the foci of the current intervention studies on classroom management? In line with the prior 
meta- analysis, intervention studies conducted in various countries are included in this chapter, as 
to identify similarities and dissimilarities in foci of the intervention studies across the globe. In 
some countries, for example, the interventions may concentrate on different classroom management 
strategies (e.g., more teachers’ behavior- focused or more students’ behavior- focused) than in other 
countries.

All in all, this chapter presents a scoping review that synthesizes the literature published from 
2014 onwards, largely replicating the search strategy (search terms and inclusion criteria) of the 
Korpershoek et al. (2016) meta- analysis. This review provides new insights into the current state and 
development of international research on the effectiveness of classroom management strategies and 
programs.

Method

Literature searches were conducted in the online databases ERIC, Web of Science, and PsycINFO 
(from January 1, 2014 until June 1, 2021) using a broad range of search terms. Eligibility criteria 
were as follows. First, the focus of the study should be on teachers’ classroom management strategies 
or relevant programs implemented by teachers in regular, primary- school classrooms. Second, the 
interventions needed to focus on (basically) all students in the classroom: in other words, interventions 
aimed at changing individuals’ or small groups’ behaviors were not eligible. Third, the outcome vari-
able had to include measures of academic outcomes (e.g., achievement tests), behavioral outcomes 
(e.g., on- task/ off- task behavior, disruptive behavior, self- control), social- emotional outcomes (social 
skills, social competence, emotion recognition, coping, and empathy), motivational outcomes (e.g., 
engagement, motivation, sense of belonging), or other relevant student outcomes (e.g., time- on- task, 
self- efficacy, peer acceptance). Fourth, the studies had to be (quasi- )experimental designs with con-
trol groups (no treatment or treatment as usual), which we operationalized as (a) participants were 
randomly assigned to treatment and control or comparison conditions, (b) or were matched into 
treatment and control conditions and the matching variables included a pretest for the outcome vari-
able, or pretest differences were statistically controlled for using analyses of covariance, (c) if subjects 
were not randomly assigned or matched, the study needed to have a pre- post- test design providing 
sufficient statistical information to derive an effect size or to estimate group equivalence from statis-
tical significance tests.

We concentrated on interventions in which at least one of the categories of classroom manage-
ment strategies (Korpershoek et al., 2016) was present (i.e., teachers’ behavior- focused, students’ 
behavior- focused, teacher- student relationship- focused, students’ social- emotional development- 
focused). There is one exception, that is that interventions that only focused on students’ social- 
emotional development, were only considered when also one or more of the other foci (e.g., students’ 
behavior- focused) were present. These SEL programs are thus included not because they are CMPs, 
but because they included elements that we considered relevant classroom management strategies to 
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improve student outcomes. Several recent meta- analyses consistently report on positive effects of SEL 
programs on students’ social- emotional outcomes (e.g., Taylor et al., 2017), although these approaches 
are not without critique. For a discussion on the assumption that social and emotional attributes are 
malleable by means of educational interventions and relevant analyses, see Scheerens et al. (2020).

School- wide anti- bullying interventions and programs that aimed to improve students’ social 
skills were excluded, as these are generally not seen as CMPs. Moreover, social skills training is 
usually concentrated on enhancing mental resilience rather than general social- emotional develop-
ment such as showing prosocial behavior and empathy in class. If training social skills was part of an 
overarching program that did meet our inclusion criteria, the studies were not excluded. School- wide 
programs with a primary focus on improving academic skills such as reading or mathematics were 
also excluded, although these programs sometimes include classroom management training and as 
part of their universal approach (e.g., see Veldman et al., 2020, studying the effects of Success for All 
on Dutch students’ prosocial behavior).

In total, 1481 papers (ERIC 267, PsychINFO 477, Web of Science 737) were found. After deleting 
duplicates and initial screening of the titles and abstracts to eliminate off- topic papers, 71 papers were 
selected for further inspection by two researchers. A third researcher was consulted when necessary. 
Twenty papers met all inclusion criteria. The main reasons for excluding the other papers were: they 
(a) did not report on a relevant intervention or were not conducted in regular primary educa-
tion (criterion 1) but, for example, special education or preschool; (b) did not meet the research 
design criteria (criterion 4), for example, because they used ABA designs, multiple baseline designs, 
or designs without control group, had no equal groups for comparison, because they reported on a 
single case (one teacher), or because it were ethnographic studies; (c) focused on teachers’ or school 
leaders’ outcomes (thus not on students) or focused on individual students with specific behavioral 
characteristics (criterion 2); (d) did not include student data or reported student outcomes that we 
thought irrelevant for this review (e.g., bullying, suicide prevention, executive functioning; criterion 
3); (e) reported on the same intervention study as already included papers, without additional rele-
vant student data for this review, or (f) the full paper was not available. Last, the reference lists of the 
selected studies and websites of the selected programs were consulted to find additional studies that 
met the inclusion criteria, which resulted in three additional studies, bringing the total to 23 included 
papers.

We start the results with an overview table of the studies that met all inclusion criteria. Subsequently, 
for each program, a program description is provided and a classification following the four class-
room management strategies specified by Korpershoek et al. (2016). Each program was assessed and 
classified by at least two researchers following the program descriptions, and discussed until mutual 
agreement was reached. In some cases, additional information was identified via program websites 
and other publications, that is, when the included studies lacked sufficient details on the content of 
the program itself. The classification followed from the program content, not from the goals of the 
program, as the presented goals in some cases were much broader than the actual actions and activities 
included in the program. For example, the importance of improving teacher- student relationships 
is highlighted in most studies, but not all of them actually included intervention components that 
explicitly addressed this aspect.

Each intervention study that implemented the program is summarized, reporting the research 
design, samples, research methods, and main findings. In these summaries, the main findings at student 
level are reported, leaving out data regarding effectiveness at the teacher level. This decision follows 
from the perspective that improved classroom management should be beneficial for students and thus 
should result in improved student outcomes (e.g., improved classroom behavior, social- emotional 
development, motivation, or academic outcomes). For conciseness and our search for CMPs that 
benefit (basically) all students in the classroom, we only report findings for the overall student sample. 
For more information about the differential effects for specific student groups (e.g., regarding gender, 
ethnic background, socioeconomic status, or students with behavioral problems) we refer to the 
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primary studies. For consistency, intervention effects are reported when statistically significant at  
p < .05 (i.e., some studies reported on marginally significant effects at p < .1). When effect sizes are 
reported in the primary studies, they are reported here as well. The summaries are followed by a con-
cluding remark about the effectiveness of the program, based on the presented studies.

Results

Overview of the Included Papers

The 23 included papers (see Table 19.1) together report on 18 intervention studies on nine different  
CMPs or programs that include classroom management strategies in their SEL intervention. The  
studies by Aasheim et al. (2018, 2019, 2020), are counted as one intervention study, because the  
reported results are based on the same sample. The only difference between these studies is the out-
come variables reported. The same applies to the studies by Low et al. (2015, 2019) and Cook et al.  
(2018), and to the studies of Cappella et al. (2015) and McCormick et al. (2015). The study of Ialongo  
et al. (2019) counts as two intervention studies, as the paper includes two experimental conditions  
(with the same control group). None of the included intervention studies focused on SWPBS  
(reported on in the previous meta- analysis), although some studies mentioned that PBS interventions  
had previously been implemented at the participating schools. Bradshaw et al. (2015) did conduct  
a randomized controlled trial on the effects of SWPBS on student outcomes, but used a person-  
oriented approach (LPA) to analyze the data. We also did not find any new experimental studies on  
Zippy’s Friends, the Color Wheel System, or the Consistency Management & Cooperative Discipline  
program, that is, at least not reported in studies that met our inclusion criteria. Although most studies  

Table 19.1 Overview of Included Papers

Program Intervention studies Country Grade level

Incredible Years Teacher 
Classroom Management

Aasheim et al. (2018), Aasheim et al. 
(2019), and Aasheim et al. (2020)

Norway Grades 1- 3

Hickey et al. (2017) Ireland Kindergarten
Ford et al. (2019) UK Kindergarten- grade 3
Reinke et al. (2018) USA Kindergarten- grade 3
Murray et al. (2018) USA Kindergarten- grade 2

Teacher- Child Interaction 
Training

Fernandez et al. (2015) USA Kindergarten- grade 1

Adler- Dreikurs Classroom 
Management Techniques

Soheili et al. (2015) Iran Grades 1- 5

Irie Classroom Toolbox Baker- Henningham et al. (2019) Jamaica Grade 1
Promoting Alternative 

Thinking Strategies
Humphrey et al. (2016) UK Grades 2- 4
Berry et al. (2016) UK Kindergarten
Schonfeld et al. (2015) USA Grades 3- 6
Fishbein et al. (2016) USA Kindergarten

PAX Good Behavior Game Weis et al. (2015) USA Grades 1- 3
Ialongo et al. (2019) USA Kindergarten- grade 5

Second Step +  Proactive 
Classroom Management 
training

Low et al. (2015), Cook et al. (2018), 
and Low et al. (2019)

USA Kindergarten- grade 2

Insights Cappella et al. (2015) and 
McCormick et al. (2015)

USA Kindergarten- grade 1

Class- Wide Function- Related 
Intervention Teams

Kamps et al. (2015) USA Kindergarten- grade 5
Wills et al. (2018) USA Kindergarten- grade 6
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were conducted in the USA, we found a variety of studies conducted in Europe (Norway, Ireland,  
UK) and two studies in other regions (Jamaica, Iran).

Incredible Years Teacher Classroom Management

Program Description

The Incredible Years Teacher Classroom Management (IY- TCM) program is a universal CMP that 
covers a comprehensive series of interventions designed to promote teachers’ use of effective class-
room management practices and to prevent and reduce disruptive and aggressive behavior and conduct 
problems in young children (Webster- Stratton, 1994, 2012). The interventions include teacher training 
components as well as child and parent training components. Teachers receive various workshops, 
covering topics such as building positive relationships with students and parents (e.g., how to build 
trust, fostering students’ sense of responsibility for the classroom and their peers, sharing positive 
feelings), proactive classroom management strategies (e.g., encouragement and praise), effective use of 
incentives to motivate students, applying effective disciplinary strategies (e.g., ignoring and redirecting, 
and inappropriate behavior followed through with consequences), and social and emotional coaching 
of students (e.g., emotion regulation, social skills, and problem solving). The design of the program is 
based on the premise that establishing positive relationships with students and parents has to precede 
other teaching strategies and that teachers’ attention should be directed more frequently to posi-
tive rather than negative student behavior (Webster- Stratton, 2012). In- service coaching by trained 
facilitators, assisting the teachers in translating the learned skills to their own classroom context, is gen-
erally included (Webster- Stratton et al., 2011). For more information see www.incr edib leye ars.com.

Classification

We classified the IY- TCM program in all four categories, that is, “teachers’ behavior focused,” 
“teacher- student relationship focused,” “students’ behavior focused,” and “students’ social- emotional 
development focused,” as this is the most comprehensive program explicitly focusing on both teachers 
and students, and offering a broad range of classroom management strategies.

Effect Studies

The studies of Aasheim et al. (2018, 2019, 2020) evaluated the effects of the IY- TCM program in 
Norway in a large- scale quasi- experimental pre- post design. The intervention study was conducted 
in grades 1 to 3 and included 302 teachers from 44 schools. The overall student sample included 
1,396 students (random samples of 7 students per classroom). Participating students were on average 
7.3 years old and 5.5% were non- Norwegian.

Aasheim et al. (2018) used the Student- Teacher Relationship Scale, short form (Pianta, 1996), 
with subscales closeness and conflict to measure teachers’ perceptions of their relationship with indi-
vidual students. Significant main positive effects were found for student- teacher relationships, on the 
subscale closeness (p =  .03; d

w
 =  0.22) as well as on the subscale conflict (p =  .02; d

w
 =  0.15).

Aasheim et al. (2019) reported on the intensity subscale of the Sutter- Eyberg Student Behavior 
Inventory (SESBI; Eyberg & Pincus, 1999) evaluating the frequency of various problem behaviors, 
the Teacher Report Form (Achenbach & Rescorla, 2001) evaluating students’ behavioral difficul-
ties (subscales: aggression, attention problems, academic performance), and the Social Skills Rating 
System (Gresham & Elliott, 1990) with subscales cooperation, assertion, and self- control of students. 
A significant positive effect was found on the intensity of problem behaviors (p < .01; d

w
 =  0.08), thus 

a decreased intensity of problem behaviors after receiving the intervention. Furthermore, a positive, 
small effect in reducing attention problems (p < .01; d

w
 =  0.08) was found, but not for the level of 
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aggressive behavior or academic performance. The intervention had a significant positive effect on 
cooperation (p < .01; d

w
 =  0.17) and self- control (p < .05; d

w
 =  0.20), but not on assertion.

Aasheim et al. (2020) reported on the Problem Behavior in the Classroom and Problem Behavior 
in the School Environment scales based on Grey and Sime (1989) and Ogden (1998). No significant 
effects were found.

Hickey et al. (2017) studied the effects of the IY- TCM program in Ireland, applying a randomized 
controlled trial (RCT). Eleven schools participated in the study, of which the majority served students 
from low SES- backgrounds. The participating classrooms (N =  22 teachers) were junior and senior 
infant classes (comparable to Kindergarten), randomly assigned to the experimental or control con-
dition. From each participating class, approximately 12 students were selected for data collection on 
student outcomes (balancing students with low, medium, and high levels of behavioral problems; rated 
by the teachers using the Strengths and Difficulties Questionnaire; SDQ, Goodman, 1997), resulting 
in an overall sample of 227 students (average age: 5.3 years old). The SDQ subscales emotional 
symptoms, conduct problems, hyperactivity, peer problems, and prosocial behavior, were measured at 
pre-  and post- test. Moreover, the Teacher- Pupil Observational Tool (Martin et al., 2010) was used. 
Composite variables were created for negative behaviors, positive behaviors, compliance, and non- 
compliance. The findings revealed no significant main effects of the IY- TCM intervention in favor 
of the experimental condition.

Ford et al. (2019) evaluated the effectiveness of IY- TCM in the UK with a RCT (random-
ization at school level). Eighty schools participated in the study, focusing on (pre- )Kindergarten 
to third- grade classrooms (i.e. Reception to year 4 in the UK). The student sample consisted of 
2,075 students who were 4‒9 years old. Data were collected after 9, 18, and 30 months, using the 
SDQ (Goodman, 2001) and the Pupil Behaviour Questionnaire (PBQ; Allwood et al., 2018), for 
which teachers rated classroom- based disruptive behaviors. Significant positive effects on all time 
points were found for the SDQ subscale overactivity (p =  .02). The positive effects at the SDQ 
peer relations and prosocial subscales were significant after 9 months (p =  .02), but not anymore 
after 18 or 30 months. The results also showed a positive effect on reducing disruptive behavior 
(p =  .04) at each time point.

Reinke et al. (2018) evaluated the effects of IY- TCM in the USA using a group RCT. The sample 
consisted of K- 3 children in an urban area. An important remark is that all schools (in the experi-
mental and control condition) were implementing Positive Behavioral Interventions and Supports 
(Sugai et al., 2002). Nine schools with 105 teachers participated in the study. Participating students 
(N =  1,817) were on average 7 years old. Sixty- one percent received free or reduced lunches (FRL), 
76% were African- American, 22% White, and 2% had other backgrounds. The Teacher Observation 
of Classroom Adaptation- Checklist (TOCA- C; Koth et al., 2009) was used to evaluate students’ 
social behavior (subscales: disruptive behaviors, concentration problems, emotional dysregulation, 
and prosocial behavior), and the Revised Social Competence Scale- Teacher version (Gifford- Smith, 
2000) was used to measure teacher perceptions of students’ social competence and academic com-
petence. Academic achievement (reading and math) was measured using the Woodcock Johnson III 
Normative Update Tests of Achievement (Woodcock et al., 2007). Main positive significant effects 
were found for prosocial behavior (p =  .04; d =  0.13), social competence (p =  .03; d =  0.13), 
and emotional dysregulation (p < .001; d =  0.14), but not for disruptive problems, concentration 
problems, academic competence or academic achievement. In Chuang et al. (2020), that also report 
on this intervention study, student observations were conducted to assess students’ physically or ver-
bally aggressive behavior towards objects, peers, or the teacher to act as moderator in subsequent 
analyses. By adding this moderator, the main effect of the intervention on other student outcomes 
was not significant anymore.

Murray et al. (2018) evaluated the IY- TCM program in the USA. A pretest– posttest control group 
design was used to study the effects of the IY- TCM program on students’ social competence and their 
level of inattention. Randomization was conducted at the grade level within each school. Ninety- one 
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teachers from 11 rural and semi- rural schools participated in the study. The sample of 1,192 students 
consisted of Kindergarten (mean age 5.2 years), grade 1 (M

age
 =  6.2 years), and grade 2 (mean age 

7.1 years) students. Forty- nine percent of them received FRL. Ethnic backgrounds were: 55% non- 
Hispanic White, 21% Hispanic, 20% African- American, and 4- 5% other. The Social Competence 
Scale (Conduct Problems Prevention Research Group, 1995) was used to measure students’ emotion 
regulation (e.g., thinks before acting), prosocial behavior (e.g., resolves peer problems), and aca-
demic competence (e.g., solving math problems, turning in homework). Furthermore, the DSM- 
IV Inattentive Scale from the Conners’ Teacher Rating Scale (Conners, 2001) was used to assess 
students’ cognitive self- regulation. Multilevel analyses revealed no significant effects of the interven-
tion on these student outcomes.

In conclusion, positive effects of the IY- TCM program have been reported in three of the 
presented studies, for example, on teacher- student relationships, student behavior, or social skills. Two 
studies did not report significant effects on student outcomes.

Teacher- Child Interaction Training

Program Description

The Teacher- Child Interaction Training (TCIT) was adapted from Parent- Child Interaction Therapy 
(developed by Eyberg et al., 1995). TCIT is designed to improve teachers’ skills to create a more 
constructive classroom environment (which will improve student behavior) and to provide teachers 
with behavior management skills that promote positive teacher- student relationships. Via indi-
vidual training, teachers learn how to shape student behavior with attention and through modeling 
(Fernandez et al., 2015). The training includes two phases. Each phase starts with a teaching session 
outside the classroom and continues with in- service coaching sessions. The first phase, Child- Directed 
Interaction (CDI), focuses on teaching skills that strengthen teacher- student relationships and pro-
mote prosocial behavior of students. Praising positive behavior (i.e., labeled praise) and establishing 
positive teacher- student relationships (e.g., showing enjoyment in positive interactions with students) 
are seen as important ways to improve on- task behavior and reduce disruptive behavior. These skills 
are practiced extensively until teachers achieve CDI mastery. The second phase, Teacher- Directed 
Interaction (TDI), focuses on teaching skills to reduce problem behaviors (e.g., using “If- then” 
statements for students to earn privileges or as a warning of negative consequences of disruptive 
behavior). Skills are again practiced until teachers achieve mastery of the TDI skills (for details, see 
Fernandez et al., 2015). For more information about the program, see www.tcit.org.

Classification

We classified the TCIT program as “teachers’ behavior focused” and “teacher- student relationship 
focused.”

Effect Study

Fernandez et al. (2015) examined the effects of the TCIT in a small- scale RCT (randomization at the 
classroom level). The study was conducted in the USA, using a sample of K- 1 teachers (N =  11) and 
students (total N =  70) from three urban public schools. The majority of the students received FRL. 
The authors distilled demographic information from publicly available data and reported that the 
majority of students identified as Hispanic/ Latino (60%), other students identified as Black (20%), 
White (10%), or Asian (7%). Pre-  and post- tests were conducted to evaluate the effects of TCIT on 
the frequency of disruptive behavior in the classroom and whether the frequency of the behavior was 
problematic according to the teachers, using the SESBI (Eyberg & Pincus, 1999). The results revealed 
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no significant effects of the intervention on the intensity of disruptive behavior, but TCIT did have 
a significant positive effect on teachers’ perception of how bothersome students’ behaviors were 
(p =  .01; d =  0.62). The authors suggest that this could be explained by the direct effect of the TCIT 
training on teacher distress, which was significantly decreased from pre-  to post- test.

Based on this one study, the TCIT program has not demonstrated significant positive effects on 
student behavior, though teachers perceived students’ disruptive behaviors as less bothersome.

Adler- Dreikurs Classroom Management Techniques

Program Description

The Adler- Dreikurs approach is a teacher- directed approach which trains teachers to apply demo-
cratic principles and techniques to their classroom (Dreikurs et al., 1999). Dreikurs et al. (2004) 
argue that teacher- student relationships can be improved by applying principles of democratic 
relationships and mutual respect. Soheili et al. (2015) developed a teacher training based on these 
principles. Using logical consequences for (mis)behavior is one of the strategies for establishing 
democratic relationships. Choice of consequence, and their purpose and rationale are discussed 
with the students, following the democratic principles (Dreikurs & Grey, 1968). The training helps 
teachers to establish and promote democratic relationships in the classroom, in which mutual 
respect and a sense of community are felt by both teachers and students. The approach (for a 
detailed description, see Soheili et al., 2015, pp. 458‒461) addresses different leadership styles 
(promoting the democratic style) and focuses on recognizing and determining students’ goals and 
needs. Natural and logical consequences of misbehavior are identified, in order to correct students 
in a respectful and reasonable way. These consequences need to be discussed with the students in 
order to avoid students experiencing it as a punishment. In the training sessions, attention goes 
to positive parental involvement as well. The training consists of lectures, presentations, group 
discussions, and hand- outs (Soheili et al., 2015) and the following reading materials: Discipline 
without Tears (Dreikurs et al., 2004) and Maintaining Sanity in the Classroom (Dreikurs et al., 1999). 
Moreover, the teachers received in- service guidance to practice and apply the Adler- Dreikurs 
methods and principles.

Classification

We classified the intervention as “teachers’ behavior focused” and “teacher- student relationship 
focused.”

Effect Studies

Soheili et al. (2015) studied the effects of the Adler- Dreikurs classroom management techniques 
in Iran, applying a RCT with randomization at the class level. Thirty teachers from four primary 
schools participated in the study. In total, 745 first-  to fifth- grade students were included (average 
age: 9.3 years). The My Classroom Scale (Burnett, 2002) evaluated students’ perceptions of the class-
room environment. We only report on the subscale evaluating students’ perception of the student- 
teacher relationship: the subscale evaluating students’ perception of the classroom environment was 
deemed less relevant for this summary. Students’ academic performance on reading, spelling, writing, 
mathematics, science, and art were retrieved from the school administration. The results revealed a sig-
nificant positive effect on student- teacher relationships (p < .01; η2 =  .69) and on students’ academic 
performance (p < .008 for all school subjects; η2 =  .63).

Based on this study, the Adler- Dreikurs training demonstrated promising positive effects on 
student- teacher relationships, as well as on students’ academic outcomes.
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Irie Classroom Toolbox

Program Description

Baker- Henningham (2018) developed the Irie Classroom Toolbox, a school- based teacher training 
program. “Irie” is a Jamaican word that describes feeling at peace and in harmony with oneself and 
with the world in general (Baker- Henningham, 2018, pp. 180‒181). The program focuses on the 
use of positive and proactive teaching strategies to promote positive behavior and prevent nega-
tive behavior among students. The key concepts are: (a) teaching rules and routines, (b) using praise 
in the classroom and paying attention to positive behavior, (c) being proactive to prevent child 
behavior problems, (d) promoting children’s social- emotional competence, (e) interactive story-
book reading, and (f) promoting children’s active participation in teaching and learning activities 
(p. 8). The toolbox includes different materials for teachers, such as a tools book with guidelines, a 
problem- solving stories book, an activities book with songs, games, activities, and lesson plans, and 
picture cards to support children remembering the classroom rules, developing friendship skills, and 
understanding emotions. For a detailed description see Baker- Henningham et al. (2019). Teachers 
receive training before implementing the program and also receive (in- service) support and some 
classroom assignments during the implementation (including text message prompts to remind and 
encourage them to use the strategies). For more information see www.irie tool box.com.

Classification

We classified the Irie Classroom Toolbox as “teachers’ behavior focused,” “students’ behavior focused,” 
and “students’ social- emotional development focused.”

Effect Study

Baker- Henningham et al. (2019), of which the first author is the developer of the Irie Classroom 
Toolbox, studied the effects of the program in Jamaica. In the study, only the training on promoting 
positive behavior was implemented and tested. The study included 14 primary schools, randomly 
assigned to experimental and control conditions. Twenty- eight first- grade teachers participated in 
the study. The student sample included 220 students (a random sample of four students per class-
room participated in the data collection), they were on average 7 years old. In a post- test only design, 
observations of child aggression and prosocial behavior were conducted, as well as teacher- reported 
behavioral difficulties and prosocial skills of participating students (SDQ; Goodman & Scott, 1999), 
after teachers had finished the program. The study also included math and language achievement tests 
(Woodcock et al., 1994, 2001, 2004), and students’ self- regulation skills (Smith- Donald et al., 2007) 
were rated by independent observers. No significant effects were reported in the study.

Based on this study, the Irie Classroom Toolbox has not demonstrated significant positive effects 
on students’ behavior and social- emotional functioning.

Promoting Alternative Thinking Strategies

Program Description

Promoting Alternative Thinking Strategies (PATHS; Greenberg & Kusché, 1993; Kusche & Greenberg, 
1994) is one of the most widely implemented interventions in schools to prevent behavioral and 
social- emotional problems. The aim of the curriculum is to promote social- emotional competence 
among students by developmental integration of affect, emotion language, behavior, and cognitive 
understanding (Greenberg & Kusché, 1993). Achieving self- control and social problem solving (i.e. 
increasing prosocial behavior) may ultimately prevent the development of violent and aggressive 
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behavior in children. PATHS is based on the Affective- Behavioral- Cognitive- Dynamic (ABCD) 
model of development (Greenberg & Kusché, 1993). Early emotional development is identified as a 
precursor to other ways of thinking. In many of the activities, students learn how to verbally identify 
and label feelings and emotions, in order to be able to manage their own feelings and emotions (Riggs 
et al., 2006). The curriculum utilizes a “spiral” model, including an extensive package of lessons and 
homework activities teaching students social and emotional skills throughout the school year, and can 
be implemented as a school- wide intervention. The developers emphasize the necessity of endorsing 
the social- emotional skills also outside the classroom and not only during the PATHS lessons. There 
are materials available for teachers (e.g., an implementation guidance manual) as well as for parents to 
support students’ social- emotional development. Lesson activities include (among others) storytelling, 
direct instruction, discussions, video presentations, and role- playing. Teachers receive initial and (often 
in- service) follow- up training. For more information see www.pathst rain ing.com.

Classification

We classified PATHS as “students’ behavior focused” and “students’ social- emotional development 
focused.”

Effect Studies

Humphrey et al. (2016) conducted a RCT (randomization at school level) in the UK, focusing on 
year 3 to 5, corresponding with grades 2 to 4 in the US system. Forty- five schools participated in the 
study, with a sample of 4,516 students. Students’ age ranged from 7– 9 years at the start of the inter-
vention. The child- rated Social Skills Improvement System (SSIS) scale (Gresham & Elliot, 2008) was 
used, with subscales on communication, cooperation, assertion, responsibility, empathy, engagement, 
and self- control. Second, the SDQ (Goodman, 1997) was used. Third, the Social and Emotional 
Competence Change Index, developed by the Evidence- based Prevention and Intervention Supports 
center (2014), was rated by the teachers, which is part of the PATHS program evaluation tool. 
The results revealed no statistically significant positive effects of the intervention on the student 
outcomes measured by the SSIS or SDQ. There were two significant effects favoring the control 
group regarding peer problems (p =  .03; d =  0.07) and emotional symptoms (p =  .01; d =  0.10). 
Teachers’ perception of students’ social- emotional competence did increase by means of the inter-
vention (p =  .01; d =  0.47).

Berry et al. (2016) also conducted a RCT (randomization at school level) in the UK, applying 
pre- K PATHS, as this version was more appropriate for the youngest students that participated in 
the study. Fifty- six schools participated in the study. The participating children (N =  5,074) were 
Reception and Year One students (comparable to Kindergarten) who were followed for two school 
years (average age: 5 years at the start of the intervention). About half of the students received FRL. 
Data collection included the SDQ (Goodman, 1997) and the PATHS Teacher Rating Scale (PTRS) 
to measure children’s behavior and social and emotional development (subscales: emotion regula-
tion, prosocial behavior, social competence, aggressive behavior, internalizing/ withdrawn, relational 
aggression, peer relations, inattention– hyperactivity, impulsivity– hyperactivity, learning behaviors, and 
academic performance). The effects of the intervention after 12 months were not significant for 
the SDQ scales. For 6 out of 11 subscales of the PTRS, significant positive effects were found after 
12 months, namely on social competence, aggressive behavior, inattention– hyperactivity, impulsivity– 
hyperactivity, peer relations, and learning behaviors (all p < .05). The follow- up results after 24 months 
revealed that the effects on SDQ were still not significant, and the effects on the PTRS subscales were 
not significant anymore.

Schonfeld et al. (2015) conducted a study in the USA on the effects of PATHS on students’ aca-
demic performance, with random assignment of 24 schools to treatment and control conditions. The 
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intervention started in the third grade (students’ average age: 8.9 years) and students were followed 
until they were in the sixth grade. The student sample (N =  705) included 48% African- Americans, 
41% Hispanic/ Latino- Americans, 9% Caucasians, and 13% other backgrounds. Sixty- eight percent 
received FRL. Students’ academic performance in the fourth, fifth, and sixth grade was examined with 
the State Mastery Test (Hendrawan & Wibowo, 2013), measuring students’ ability to use problem- 
solving skills for academic tasks in math, reading, and writing. The students in the experimental con-
dition had higher scores on reading and writing in the fifth and sixth grade (not in the fourth grade) 
compared to the students in the control condition. For math, students in the experimental condition 
outperformed the control condition students in the fourth grade, but not in the fifth or sixth grade.

Fishbein et al. (2016) conducted a RCT on the effects of PATHS in Kindergarten classrooms 
in the USA, using pre- K PATHS. Four schools were randomly assigned to treatment or control 
conditions, all schools serving a high- poverty urban student population (N =  327). The majority 
of the students were African- American. The Teacher Observation of Child Adaptation- Revised 
(TOCA- R; Werthamer- larsson et al., 1991) was used, measuring overt aggression and internal-
izing behavior. Moreover, various teacher- rated measures were used. The Social Competence Scale 
(Conduct Problems Prevention Research Group, 1995) measuring prosocial behavior and emotion 
regulation, the ADHD Rating Scale (DuPaul, 1991) measuring attention problems and impulsivity, 
the Student- Teacher Relationship Scale (Pianta, 2001) measuring closeness and conflict, the Peer 
Relations Questionnaire (Ladd & Profilet, 1996) measuring the quality of peer relations and the 
Academic Competence Evaluation Scales (DiPerna & Elliot, 1999) measuring academic skills. Finally, 
students conducted the FACES task (Ekman & Friesen, 1975) at the posttest, measuring students’ 
ability to accurately identify emotional expressions. The results revealed positive effects on social 
competence (on both subscales; p < .001), closeness (in student- teacher relationships; p < .001), peer 
relations (p < .001) and academic skills p < .05) and positive effects on reducing student aggression 
(p < .001), internalizing behavior (p < .001), inattention (p < .01), impulsivity (p < .01), and conflict 
(in student- teacher relationships; p < .05). No significant differences between the groups were found 
on emotional recognition.

The four studies discussed here presented mixed findings regarding the effectiveness of PATHS 
on student outcomes. In the two UK papers, the effects of students’ behavior and social- emotional 
outcomes were short- term and/ or not significant, although in one study, teachers’ perceptions of 
change in students’ social- emotional competence did change by means of the intervention. In the two 
USA papers, some positive effects on students’ academic outcomes, behavior, and social- emotional 
outcomes were found.

PAX Good Behavior Game

Program Description

The Good Behavior Game (GBG) is a classroom- based universal program targeting the preven-
tion of and early intervention in aggressive and disruptive behavior. Barrish et al. (1969) developed 
the original GBG game, and defined it as “a classroom behavior management technique, based on 
reinforcers natural to the classroom, other than teacher attention” (p. 119). GBG is administered by 
teachers during regular classroom activities. Interdependent group contingencies are used to improve 
students’ behavior in class. Appropriate student behavior and classroom rules during an activity are 
explicitly defined and explained to (and sometimes together with) the students. Demonstrating 
appropriate student behavior is then systematically rewarded, though not individually but as a team 
effort, thus by the teams’ collective success. Peer pressure (group self- regulation) may help students 
to avoid engaging in disruptive or inappropriate behavior. The teams compete for small prizes and 
privileges. In the studies of Weis et al. (2015) and Ialongo et al. (2019), the PAX- GBG version of 
GBG was implemented (Embry et al., 2003; Biglan et al., 2012; Embry & Biglan, 2008). PAX stands 
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for Peace, Productivity, Health, and Happiness, emphasizing that student teams work cooperatively 
to comply with classroom rules and show appropriate behavior. PAX- GBG contains some additional 
components compared to the original GBG, for example, activities for teachers and students to estab-
lish the classroom rules together and the use of transition cues and hand signals to speed- up lesson 
transitions. Moreover, teachers are stimulated to write praise notes to acknowledge appropriate stu-
dent behavior. Parental involvement is steered towards generalization of self- regulation skills at home 
(Embry, 2010, 2013). For more information see www.paxis.org/ pax- good- behav ior- game.

Classification

We classified the PAX GBG program as “teachers’ behavior focused” and “students’ behavior focused.”

Effect Studies

Weis et al. (2015) evaluated the effects of PAX- GBG in the USA in a RCT during one school year 
in first-  to third- grade classrooms. Six schools participated in the study, with a random selection of 27 
classrooms to implement the intervention. Additionally, 22 classrooms were matched for comparison. 
The participating student sample (N =  949) had a high percentage of White (82%) students, as well as 
7% African- American, 2% Latino, and 1% Asian- American students. Students’ reading and mathem-
atics achievement was measured with the Measures of Academic Progress tests (Northwest Evaluation 
Association, 2013). The results revealed a small and positive effect on students’ reading skills (p < .001; 
η2 =  .03), but not on their mathematics skills.

Ialongo et al. (2019) studied the effects of PAX- GBG only condition and a PATHS- to- PAX con-
dition (an integrated approach) compared to a control condition in the USA, applying a RCT. The 
27 schools were randomly assigned to one of the three conditions. In the PATHS- to- PAX condition, 
the PATHS curriculum on developing social and emotional skills, such as self- control, emotion regu-
lation and social problem solving was implemented in addition to the PAX- GBG activities. In total, 
5,611 K- 5 students and 331 teachers participated in the study. Most students were African- American 
(89.6%) and the majority received FRL (86.5%). Classroom observations of student behavior were 
conducted (Conduct Problems Prevention Research Group, 1999; Tapp et al., 1995) by independent 
observers, focusing on on- task, disruptive, and verbally and physically aggressive behaviors. The readi-
ness to learn subscale (i.e., attention- concentration problems) and authority acceptance subscale (i.e., 
oppositional defiant/ conduct problems behavior) from the TOCA- R (Werthamer- Larsson et al., 1991) 
were administered. The Social Health Profile Social Competence Scale (Conduct Problems Prevention 
Research Group, 1999), including the student social competence and emotion regulation subscales, 
were rated by the teachers. Comparing the PAX- GBG only condition with the control group revealed 
no significant effects on any of the student outcomes. The integrated PATHS- to- PAX condition did 
reveal a significant effect as compared to the control condition on reducing students’ problem behavior, 
as measured by the behavior observations (p < .05; d =  0.08), but not for the social competence scales.

All in all, the PAX- GBG program was found to improve students’ reading (but not math) skills. No 
significant effects were found for student behavior or social- emotional development in these recent 
studies. The integrated PATHS- to- PAX program showed promising results on improving student 
behavior, though not for social- emotional outcomes.

Second Step

Program Description

Second Step (Committee for Children, 2016) is a social- emotional program that aims to strengthen 
students’ social- emotional skills and prosocial behavior via a comprehensive SEL- curriculum. 
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Students receive direct instruction in social- emotional skills and practice those skills in various 
activities. By learning and practicing these skills and behaviors, the program may help to prevent 
maladaptive behavior and conduct problems in students’ school careers and adult lives. The studies 
reported on here used the K- 5 program (Second Step Elementary), which is a scripted program 
including lesson plans organized around the following units: (a) skills for learning; (b) empathy; 
(c) emotion management; and (d) problem solving. The lessons are implemented by the teachers 
as part of the normal classroom activities. There are individual and small group activities in which 
students learned and practiced social- emotional skills. Positive behavior is supported as well, for 
example, by positive reinforcement and modeling by the teacher. Teachers are encouraged to 
reinforce skills throughout the day. This applies to parents as well, as they receive weekly handouts 
with information on what students learned that week. For more information see www.sec onds 
tep.org.

Classification

We classified the Second Step program as “students’ behavior focused” and “students’ social- emotional 
development focused.” The Second Step +  Proactive Classroom Management (PCM) training (see 
the effect studies below) also includes elements of a “teachers’ behavior focused” intervention.

Effect Studies

The studies of Low et al. (2015, 2019) and Cook et al. (2018) reported on the same intervention 
study conducted in the USA, evaluating the effects of Second Step (fourth edition) in combination 
with a PCM training, which was an additional teacher training, providing an overview of classroom 
management strategies such as attention signals and behavioral praise. The RCT was conducted in 
K- 2 classrooms, with randomization at the school level. Sixty- one schools participated in the study, 
including 310 participating teachers. Participating students (N =  7,213) were, on average, 6.2 years 
old. The majority of the students received FRL (varying from 50% to 78% across subsamples in 
different regions). Ethnic backgrounds were diverse.

Low et al. (2015) reported on the effects after one year intervention, using the teacher- rated 
Devereux Student Strengths Assessment- Second Step edition (DESSA; developed by the Devereux 
Center for Resilient Children), measuring skills for learning, empathy, emotional management, and 
problem solving, and on the SDQ scales (Goodman, 1997). Student observations were conducted 
using the academic time engaged (on- task behavior) scale of the Behavioral Observation of Students 
in Schools (BOSS; Shapiro & Kratochwill, 2000). Low et al. (2015) applied the Benjamini- Hochberg 
procedure to control for false discoveries, and reported a significant positive effect of the intervention 
on reducing students’ SDQ hyperactivity (adjusted p =  .015).

Cook et al. (2018) reported on student achievement in oral reading fluency and math computa-
tional skills (curriculum- based measurement tests) after one year intervention. There were no signifi-
cant main effects of the intervention on these academic outcomes.

Low et al. (2019) conducted a follow- up study after two years of intervention, using all of the 
above- mentioned measurements. After applying the Benjamini- Hochberg procedure to control 
for false discoveries, they found significant positive effects on SDQ emotional symptoms (adjusted 
p =  .0004, g =  - 0.07), DESSA skills for learning (adjusted p =  .0138, g =  0.10), and DESSA emotion 
management (adjusted p =  .0138, g =  0.13), but not for the other included variables (e.g., academic 
outcomes).

Based on this intervention study, it can be concluded that the Second Step Elementary +  PCM 
training intervention demonstrated promising effects on students’ behavior and social- emotional 
development. The combined programs did not demonstrate significant positive effects on students’ 
academic outcomes.
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Insights

Program Description

Insights is a SEL intervention that aims to enhance the development of young children in low- income 
schools (McClowry et al., 2005). Insights is based on temperament theory and research, focusing on 
improving students’ social- emotional skills and behaviors by matching the environment and the 
child’s temperament. As stated by Cappella et al. (2015), it is expected that “improving goodness of 
fit between teaching practices and children’s temperaments would enable teachers to provide more 
emotional support and create a more organized classroom for students” (p. 221). The Insights curric-
ulum includes classroom activities as well as parent- child activities. The teacher and parent programs 
consist of three parts: (a) the 3Rs of child management (recognize, reframe, and respond); (b) gaining 
compliance (behavioral management strategies that match a child’s temperament); and (c) giving 
control (supporting students when they encounter challenges, scaffolding a child through demanding 
situations, expanding their skills; McClowry et al., 2010). The classroom curriculum runs parallel, 
with 45- minute sessions per week. Students are introduced to four puppets that represent common 
temperaments, view videotaped vignettes demonstrating each puppet’s reactions to challenging situ-
ations, and interact with the puppets and their peers to practice ways to approach and resolve daily 
dilemmas (McClowry et al., 2005). For more information see www.insig htsi nter vent ion.com.

Classification

We classified Insights as “teachers’ behavior focused,” “teacher- student relationship focused,” and 
“students’ social- emotional development focused.”

Effect Studies

Cappella et al. (2015) and McCormick et al. (2015) evaluated the effects of Insights in a RCT in the 
USA (see also O’Connor et al., 2014). The study included 22 schools, 120 teachers, and 435 students. 
Randomization took place at the school level. It was a longitudinal study, following Kindergarten 
children into the first grade. At the start of the intervention, students were on average 5.4 years 
old. The control condition was an attention- control condition, receiving a ten- week supplementary 
reading program after school. The majority of the students were eligible for FRL (87%).

In Cappella et al. (2015) classwide behavioral engagement and classwide off- task behavior were 
measured with the BOSS instrument (Shapiro, 2004). The results showed no significant main effects 
on classwide behavioral engagement or off- task behaviors.

McCormick et al. (2015) reported on measures of students’ reading and math achievement, using 
the Woodcock- Johnson III Tests of Achievement- Form B (Woodcock et al., 2001). Moreover, child 
behavior problems were rated by the teachers using the SESBI (Eyberg & Pincus, 1999). There were 
no significant main effects of Insights on these student outcomes.

Based on these intervention studies, we conclude that the Insights program did not demonstrate 
significant positive effects on student outcomes.

Class- Wide Function- Related Intervention Teams

Program Description

The Class- Wide Function- Related Intervention Teams (CW- FIT) program is a group contingency 
CMP (Wills et al., 2009) aiming to improve students’ on- task behavior as well as to increase teachers’ 
recognition of appropriate behavior. Key components include teaching specific behavioral skills (e.g., 
following directions), increasing teacher attention to appropriate behavior and reducing teacher (and 
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peer) attention to inappropriate behavior, and differentially reinforcing behavioral skills via points, 
goal setting, and interdependent group contingencies (Kamps et al., 2015). Students are taught appro-
priate behaviors in class, which are then reinforced by using a game format. These activities were 
scheduled 3‒4 times per week. Student teams of 2 to 5 students can earn tokens when all team 
members engage in appropriate behaviors within short time frames of 2‒3 minutes. The team with 
the best score at the end of the class period receives a group reward or privilege.

Classification

We classified CW- FIT as “teachers’ behavior focused” and “students’ behavior focused.”

Effect Studies

Kamps et al. (2015) studied the effects of CW- FIT in a RCT in the USA. The study took four 
years, focusing on K- 5 classrooms at 17 schools (also including several special education classrooms), 
serving urban and culturally diverse communities. A total of 159 teachers participated in the study. 
The majority of the students received FRL (79%). Considering the reported average class size, we 
estimated that over 3,000 students participated in the study. Classroom observations were conducted 
in late fall and early spring in each school year, to assess group on- task behavior. The results revealed 
a significant positive effect of the CW- FIT intervention on students’ behavior (p < .0001).

Wills et al. (2018) replicated the study of Kamps et al. (2015) in a sample of 21 schools in the USA 
(again including several special education classrooms). In total, 157 K- 6- teachers participated in the 
study. Ninety- six percent of the students received FRL. We estimated based on reported average class 
size that about 1,800 students were included in the study. Based on the classroom observations, it can 
be concluded that the CW- FIT intervention had a significant positive effect on students’ behavior in 
the classroom (p < .0001; d =  1.54).

Based on these two studies, the CW- FIT program demonstrated promising positive effects on stu-
dent behavior in the classroom.

Conclusions

Table 19.2 summarizes the foci of the interventions (from the authors’ perspective). All the  
interventions had different foci, from which we draw the tentative conclusion that effective classroom 
management interventions should target both teachers and students. A focus on changing  

Table 19.2 Focus of the Interventions (from the Authors’ Perspective)

Teacher behavior Teacher- student  
relationship

Student behavior Student social- emotional 
development

IY- TCM X X X X
TCIT X X
Adler- Dreikurs Classroom 

Management Techniques
X X

Irie Classroom Toolbox X X X
PATHS X X
PAX- GBG X X
Second Step +  PCM X X X
Insights X X X
CW- FIT X X
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teacher behavior, thus improving teachers’ classroom management strategies and skills, is basically  
part of every program (note that we did not see this explicitly in the PATHS program). About two  
third of the interventions (also) focused on changing student’s behavior and/ or improving their  
social- emotional development. In four programs, there were specific activities included that aimed  
to improve teacher- student relationships (though basically all program developers acknowledged the  
importance of positive teacher- student relationships in their program descriptions), which we con-
sider as a positive development in this field. The observed trend in Korpershoek et al. (2016) toward  
more student- centered approaches rather than teacher- centered approaches in CMPs continued over  
the last decade (see also Freiberg et al., 2020).

The intervention studies presented in this chapter confirm and expand previous findings 
(Korpershoek et al., 2016) that whole- classroom interventions on classroom management (or SEL 
interventions with classroom management elements) can significantly improve student behavior, social- 
emotional functioning, and academic performance, as well as improve teacher- student relationships. 
Positive main effects on relevant student outcomes were (generally) found for IY- TCM, PATHS, CW- 
FIT, the Adler- Dreikurs training, Second Step Elementary +  PCM training, and the PAX- to- PATHS 
curriculum. No positive main effects were found for TCIT, Irie, PAX- GBG, and Insights, though we 
need to point out that this conclusion is based on only one (TCIT, Irie, Insights) or two (PAX- GBG) 
intervention studies. Several new CMPs were found since 2014, strengthening the knowledge base on 
effective classroom management strategies. Note that most programs included in this chapter were not 
only targeting teachers and students, but also parents in guiding their children in their social- emotional 
development or behavior in line with the programs’ approach. Intervention effects are thus not exclu-
sively caused by improved classroom practices. Nevertheless, the overall findings are promising.

We included 11 intervention studies from the USA and seven from other countries (Norway, UK, 
Ireland, Jamaica, Iran), as to identify similarities and dissimilarities in foci of the intervention studies 
across the globe. Although the number of studies outside the USA and Europe was very small, a ten-
tative conclusion could be that the focus of interventions on improving students’ behavior and/ or 
students’ social- emotional development in the classroom is more prominent in North American and 
European studies.

With ever- changing educational practices and contexts, replication studies are necessary to fur-
ther improve implementation quality and to confirm effects in other student samples. Collecting 
empirical evidence among student samples from various educational, cultural, and societal contexts 
across the globe will contribute to a more comprehensive knowledge base on the effectiveness of 
the interventions, as transferability to other contexts is not necessarily always successful (Wigelsworth 
et al., 2016). Another recommendation for future studies is to include motivational outcomes in class-
room management studies, as these were largely lacking in the included studies. Student motivation 
(e.g., Howard et al., 2021) and having a sense of school belonging (e.g., Korpershoek et al., 2020) are 
adaptive, and are associated with a broad range of favorable student outcomes.

Although we did not focus on intervention effects on teachers’ classroom management skills, we 
would like to express that teacher training in effective classroom management strategies is essential, as 
it takes time for teachers to develop their knowledge and practice their skills. New technologies offer 
a broad variety of learning opportunities for teachers to reflect on their classroom practices. Mouw 
et al. (2021), for example, developed a Virtual- Reality Kindergarten environment for pre- service 
teachers to practice their classroom management skills as part of their teacher training program.

A limitation is that relevant research reports were not included, as we limited our search to peer- 
reviewed publications. Furthermore, the effects of the programs were, in many cases, also investigated 
using non- experimental or other research designs (multiple baseline designs, quasi- experimental designs, 
etc.). We concentrated on RCTs and pretest–posttest control group designs, as these are the only research 
designs that can provide strong empirical support for the effectiveness of an intervention on student 
outcomes. We realize that this stringent inclusion criterion does not do justice to the broad range of rele-
vant papers. We refer readers to the program websites, recent review studies, and research databases for 
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more complete overviews of conducted works, including papers addressing teacher outcomes, effective 
implementation strategies, and differential effects on specific student groups (e.g., students with behavioral 
problems) and in specific educational settings (e.g., special education schools). Despite these limitations, 
we hope that the international focus of this chapter provides some new perspectives and insights on 
recently developed as well as long- established interventions on classroom management.

We conclude this chapter by presenting some practical implications for teachers, teacher educators, 
and education administrators (e.g., school leaders, school boards). First of all, this scoping review may 
help education administrators and their school teams to compare the effectiveness of the different 
types of programs and make an evidence- informed decision on which program presumably would 
best fit the local context and the objectives the school is striving to reach. The rapidly growing trend 
towards evidence- informed practice in education (Nelson & Campbell, 2017) is an impulse for 
researchers to provide educational administrators and teachers with straightforward review studies 
and handbooks that summarize the vast amount of scientific literature available, as this could be 
helpful for deciding on the implementation of specific programs.

Based on the studies included in the current review, we recommend administrators and teachers who 
aim to improve both student behavior and social- emotional functioning to consider implementing a 
comprehensive, multimodal program such as IY- TCM or the combined PAX- to- PATHS curriculum. 
These integrative approaches focusing on improving teachers’ general skills, applying preventative and 
reactive classroom management strategies, and a prescribed student curriculum (e.g., on prosocial 
behavior) seem most beneficial. Our review revealed that comprehensive programs can significantly 
improve a variety of student outcomes as well as improve the quality of teacher- student relationships. 
Although the number of randomized controlled trials and whole- classroom implementations were 
limited, the findings of the included studies suggest that all students may benefit from such programs, 
and not only those with maladaptive behavior and conduct problems.

Irrespective of the potential of specific programs for improving student behavior, it is important 
to take into account teachers’ perspectives on classroom management when selecting a CMP, because 
teacher perceptions determine their willingness and ability to adapt their classroom management 
approach. Martin et al. (2016) identified five perspectives on precursors to teacher actions; for 
example, teachers may hold a more relational perspective of classroom management, or view class-
room management from a developmental, culturally responsive perspective. To what extent these 
perspectives are represented in the CMPs that we included lies outside the scope of this chapter, but 
we recommend schools take teachers’ perspectives into account when selecting a CMP, and not just 
teachers’ classroom management skills or student behavior.

Moreover, given the effectiveness of programs explicitly including components focusing on improving 
teacher- student relationships, it is recommended that teacher educators integrate this more explicitly in 
their curriculum, and assist pre- service and beginning teachers in developing skills to improve their rela-
tionship with their students. Good practices to build positive teacher- student relationships, for example, 
include trust- building activities and the establishment of a shared responsibility for the classroom atmos-
phere and learning environment (see also Wubbels, 2011). Finally, we recommend teacher educators 
incorporate the empirical knowledge base on effective strategies and different CMPs in primary school 
teacher- training programs, as negative experiences with classroom management and resulting teacher 
stress and low levels of self- efficacy are important reasons why many beginning teachers leave the 
teaching profession within 5 to 10 years (Aloe et al., 2014; Dicke et al., 2014).
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