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Abstract: The aim of the study was to understand the causal attributions of teachers to challenging
behaviours in primary classrooms in West Bengal, India. Data from 21 teachers from government and
private primary schools were collected using semistructured interviews. The study investigated the
types of challenging behaviours as perceived by teachers, their causal attributions, and the strategies
suggested by the teachers for managing them. The participants described challenging behaviour
broadly, and it was divided into four categories: aggression, disruption, talking, and noncompliance.
They reported the causes of challenging behaviours in five broad categories: home- and parent-related
causes (family violence, busy parents); social causes (socioeconomic conditions); student-related
causes (disabilities); school- and teacher-related causes (large class sizes); and government- and
policy-related causes (banning corporal punishment). The teachers predominantly recommended
employing proactive strategies, such as improving teaching strategies, collaborating with parents,
and building relationships with students. A small group of teachers recommended using reactive
(e.g., discipline and threats) strategies to manage challenging behaviours in their classrooms.

Keywords: challenging behaviour; teacher education; causal attribution; classroom management;
disabilities

1. Introduction

There has been an increase in challenging behaviours in classrooms in recent times,
and it has become a matter of concern for teachers worldwide [1]. Teachers who are over-
burdened by nonteaching duties, administrative tasks, and a lack of support in school
settings feel stressed and burned out when managing challenging behaviours in their
classrooms [2,3]. The prolonged presence of behavioural problems affects both teachers
and children [4,5], and poses concerns for teachers attempting to provide effective instruc-
tion [6]. As Charles and Senter [7] (p. 133) summarise, “students’ classroom behaviour has
negative outcomes: it disrupts students’ right to learn; it disrupts teachers’ right to teach; it
wastes time; it weakens student’s motivation and energy; it produces a climate of fearful-
ness and stress for students and teachers, and it dissolves trust and lessens relationships
between teachers and students.” The present study focuses on Indian teachers’ perceptions
of challenging behaviours, being mindful that research on this aspect of teacher perception
is largely lacking within South Asia. Consequently, this study examines teachers’ percep-
tions of challenging behaviours, and the practices they employ to manage challenging
behaviours in primary schools. We believe research examining the perceptions and prac-
tices of schoolteachers is necessary, as it can guide the development of pre- and in-service
teacher education programs and may have significant policy implications for the education
sector at large.
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1.1. Understanding the Context

India is the second most populous country in the world and is home to approximately
1.3 billion people. India also has the largest youth population in the world (600 million),
with a minimum of 260 million students (2015/16) attending schools [8]. After India
gained independence from Britain, on 15 August 1947, the Department of Education
was established under the Ministry of Human Resources Development. A number of
policy documents guided the development and the governance of the education sector,
commencing with the University Education Commission in 1948, followed by the Secondary
Education Commission (1952), the Indian Education Commission (1964–1966), the National
Policy on Education (1968), the Draft National Policy on Education (1979), the National
Policy on Education (1968, 1992), Sarva Siksha Abhiyan (SSA) (Education for all 2001), and
the RTE (the Right to Education Act, 2009). This recently culminated in the formulation of
the National Education Policy 2020. Since 1947, India has progressed well by attaining an
enrolment of 95% of primary school children, aged from 6 to 10 years [9]. The two policies
that the Government of India has identified as the main driving forces contributing to the
progress and success are universal primary education, or SSA (Sarva Siksha Abhiyan) in
2001 (Education for all), and the RTE [9]. These policies have ensured that all children aged
6 to 14 years have the right to free and compulsory education in appropriate government
schools [10].

A comprehensive search through popular websites and databases yielded limited
results relating to scholarly studies exploring challenging or disruptive behaviours in
Indian schools. There are media reports that mention students regularly being punished
for challenging behaviour in schools, but there is a scarcity of research about how school
educators address challenging behaviour in India [11]. A better knowledge of the educators’
understanding of challenging behaviours, and how they respond to such behaviours, could
provide useful insights that may have implications for school educators, as well as for
policy makers in India. In an attempt to address this gap, this study focuses on examining
the causal attributions of teachers to challenging behaviours in India, and the strategies they
consider as appropriate responses to such behaviours. Teacher perceptions of challenging
behaviours have formed a central point of scholarly research in several countries [5,12–21],
with strategies and varying classroom practices being identified to alleviate the strain and
concern experienced within the learning context.

1.2. Literature Review

Challenging behaviour, in the context of education, can be defined as “any repeated
pattern of behaviour, or perception of behaviour, that interferes with or is at risk of in-
terfering with optimal learning or engagement in prosocial interactions with peers and
adults. Challenging behaviour is thus defined on the basis of its effects [3]”. These types of
challenging behaviours on the parts of students have thus had an impact on the work in
classrooms and have had an impact on the perceptions of teachers in many countries world-
wide [22–25]. The following review of the literature explores how challenging behaviours
in classrooms are viewed and interpreted by teachers globally.

1.3. Types of Challenging Behaviours

Research on this topic, particularly with a focus on attributions, seems to be lim-
ited to a few countries (e.g., Canada, China, and Turkey), with varied interpretations of
what constitutes challenging behaviour. In a Canadian study focusing on teachers, the
researchers report that challenging behaviours were identified as “physical behaviours (tem-
per tantrums, kicking, pushing, hitting, and running away), verbal behaviours (screaming,
yelling, swearing, lying), academic disengagement (time management, setting priorities
and miscellaneous behaviours such as (non-compliance, opposition, social conflict, stub-
bornness)” [22] (p. 117). In China, teachers perceived talking out of turn, nonattention [23],
daydreaming, being inattentive, not responding to questions, and slowness [24] as chal-
lenging behaviours. A study by [25] in Scotland identified violent behaviours, and students
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not attending to tasks or not following instructions as challenging behaviours. Teachers in
Turkey reported talking without permission, studying without a plan, not listening to the
teacher, and fighting with friends as challenging behaviours [26]. It is evident, therefore,
that challenging behaviours are interpreted in a range of ways across the globe.

1.4. Causal Attributions of Challenging Behaviours

Nemer, Sutherland, Chow, and Kunemund [27] argue that the causal attributions of
teachers to challenging behaviours are significant, as they could help them to develop and
implement better strategies and interventions. Understanding the source of a student’s
challenging behaviour could affect a teacher’s readiness to adopt effective interventions [13].
The attributions of teachers, to themselves or other causes, significantly reflect the ways
that teachers choose strategies to manage behaviours in their classrooms. Importantly, a
knowledge of the attributions of teachers can support self-reflection on practice, a focus on
student behaviour, and the effective management of the classroom [28].

An examination of the literature in this field suggests that researchers have broadly
grouped the causes of challenging behaviours into three categories: family-related causes,
student-related causes, and teacher- or school-related causes. Frequently identified student
factors relating to challenging behaviours are those linked to a lack of motivation [29], or to
students having learning difficulties, low self-esteem [30,31], disabilities, hyperactivity [14],
and health or emotional problems [21], with others linking challenging behaviours to the
personality traits of the students [32].

Past research reveals that teachers attribute family-related causes to challenging be-
haviours. These have included inappropriate parenting styles, the absence of a father, and
the mother’s low level of education and depression [33]. In another study, Turkish teachers
perceived poverty, divorce, family background, and poor economic and social conditions as
causes for challenging behaviours in students [14]. In Spain, teachers indicated that parents
were responsible for not teaching their children about proschool values [30]. A few other
causes that emerged include inappropriate parenting styles, an absence of appropriate dis-
cipline measures at home [21], the pampering of children, and encouraging inappropriate
behaviour without realising that it may create more problems in the future [19].

There are far fewer studies where teachers have attributed the causes of challenging
behaviours to either themselves or to school-related factors. A Greek study by Poulou and
Norwich [34] reports that teachers attributed challenging behaviours to causes within the
school environment and themselves, rather than blame the family or the students. Teachers
in England and Ireland reported that their own and the parents’ behaviours influenced
the behaviours of the students. The teachers recognized that the students’ behaviours
reflected their social interactions with family and teachers, and that they did not necessarily
lie within the students themselves [17]. Similarly, in a study by Dutton, Tillery, et al. [15],
teachers in the United States indicated that their behaviour influenced the behaviour of
their students. Under school-related causes, teachers expressed concerns about harsh
discipline, a poor relationship between students and teachers, and the inability of teachers
to focus on the individual needs of students. Turkish teachers reported their inability to
generate engaging classwork [14], whereas Bangladeshi teachers reported large class sizes,
the unavailability of teaching materials and resources, and the learning environments of
the schools as the causes of challenging behaviours [19].

A few studies focus on the cultural and social influences on student behaviours. These
studies are mainly comparative and are focused on teachers and their perceptions about
challenging behaviours. In Ho’s [35] quantitative study, no prominent cultural differences
between Chinese and Australian teachers were found with regard to the attributions of
challenging behaviours. Teachers from both countries suggested that student-related
causes were responsible for the challenging behaviours of students. Australian teachers
attributed the causes of challenging behaviours to students, whereas Chinese teachers,
in contrast, recognized both student-related and family-related causes of challenging
behaviours. It is assumed, in China, being a country of Confucian tradition, that a sense of
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shared and collective responsibility exists among its people, and that, thus, family plays an
important role in determining a child’s behaviour [35]. Similarly, Erbas et al. [16] report
that the Turkish cultural principles of the collective responsibility of the family, school, and
community for a child prompted the belief that the causes of challenging behaviours were
related more to child-related or family-related factors.

1.5. Strategies

Teachers employ either reactive or proactive strategies to address challenging be-
haviours. Proactive strategies are preventive measures used by teachers, whereas reactive
strategies are remedial measures and can be negative in nature [36]. Two studies in Greece
report that teachers were comfortable using positive incentives and neutral practices, and
that they were not in favour of punishing or threatening students [32,34]. Although, in these
two studies [32,34], the teachers attributed the causes of challenging behaviours mainly to
student- and family-related causes, they preferred choosing teacher-based strategies. The
teachers were more interested in counselling, supporting, and talking to the students. Inter-
ventions and collaborations were preferred strategies by preservice teachers in Turkey [14].
Fewer studies report teachers using disciplinary measures or reactive strategies. A study
by Dutton Tillery et al. [15] in the United States reports that teachers used both proactive
interventions, such as rewards and praise, as well as reactive strategies, such warnings
and disciplinary approaches, for socially unacceptable behaviour. The strategies were
implemented depending on the contextual factors relating to the students or a group of
students. Similarly, in a study by Author et al. [21], teachers reported using proactive and
preventive strategies, such as changing teaching methods, or introducing better teaching
methods, and making the lessons more engaging. However, the teachers also used warn-
ings and threats, especially the threat of hitting students with a cane. The teachers from this
study also reported that they used strategies such as counselling and motivating students,
understanding them better, communicating with them, and giving them more attention.
Studies across countries such as Greece, the United States, Turkey, and Malaysia reveal
that teachers prefer using proactive strategies rather than reactive strategies. However,
from time to time, when necessary, research shows that teachers have also used reactive
strategies in countries such as the United States and Malaysia.

1.6. Theoretical Framework

The causal attribution theory by Weiner [37] guided the theoretical framework of
this study. The focus of the attribution theory is on how people react to the actions
and behaviours of others by assigning a cause to it. It can be assumed that “the theory
investigates the perception of causality or judgement of why a particular incident occurs.
The allocation of responsibility manifestly guides subsequent behaviour” [37] (p. 203). The
causes of the actions and behaviours of others are categorised into four main dimensions:
Locus (internal vs external causes to the person); Controllability (the cause is either in
control of the person or not in control of the person); Stability (the causes are either fixed
or they can be changed); and Globality (the causes can be generalised across situations or
are specific to the person). In the context of schools and student–teacher interactions, the
theory helps to explain that when a teacher attributes internal controllable stable causes
to a student’s negative behaviour, they tend to feel frustrated and are not inclined to
help or support that student. In contrast, if the teacher attributes external, unstable, and
uncontrollable causes to a student’s negative behaviour, they may feel compassionate and
may consider supporting the student [6,38]. A number of research studies in different
countries, such as Finland, New Zealand, Bangladesh, and Malaysia, indicate that teachers
tend to mainly attribute the causes of a student’s challenging behaviour to student- or
family-related causes [1,18,19,21]. Wiley, Tankarseley, and Simms [39] note that teachers
tend to more readily attribute the causes of challenging behaviours to the student and
family instead of to school- or teacher-related causes. This attribution of teachers may
prevent them from considering solutions to manage the behaviour within the school system,
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or even by themselves [39]. A thorough knowledge of teachers’ causal attributions of
challenging behaviour can help in developing and implementing successful interventions
and strategies to manage challenging behaviours in classrooms [27]. Teacher attributions of
student behaviours are still not understood very well, particularly in countries in the South
Asian region, including India, and they therefore require greater investigation [29]. This
study aims to investigate the causal attributions of teachers to challenging behaviours, and
the strategies used by teachers in primary schools in West Bengal, India.

2. Researcher Positionality

The first author who collected the data was born and raised in West Bengal, and
undertook primary, secondary, and university education within the West Bengal system of
education. The author is familiar with the Indian education system. The lack of research on
this topic and an ongoing interest in this topic in Indian society encouraged the researcher
to investigate this area. Prior to conducting the study, the researcher did not hold precon-
ceptions related to the causes of challenging behaviours, nor to whether there would be
any differences when comparing the findings of this study to those of other countries.

3. Current Study

The present study adopted an empirical approach to investigate teacher causal attribu-
tions of challenging behaviours, and it suggests strategies to manage these behaviours. The
study was guided by the theory of causal attribution to identify the causal attributions of
teachers and how they influence the ways that they select strategies to manage challeng-
ing behaviours in their classrooms. Specifically, the study was guided by the following
research questions:

1. How do teachers perceive challenging behaviours, and what factors do they attribute
to challenging behaviours?

2. What strategies do primary school teachers identify as effective when addressing
challenging behaviours within their classrooms?

4. Materials and Methods
4.1. Participants

The participants of the study were selected using purposive sampling, with the schools
and the teachers being intentionally chosen. Government and private schools in Kolkata,
West Bengal, were invited to participate in the study. The selection of participants from dif-
ferent types of schools was deliberate, as it provided an opportunity to obtain data that was
varied and that may represent diversity across the school sectors. Most private schools tend
to cater to families of medium-to-high socioeconomic status. Most government schools tend
to have students from low-to-medium socioeconomic backgrounds. The participants in the
study were from primary schools (preprimary to Grade 4). The government schoolteachers
had prior experience teaching varied class sizes, and were located in rural and urban areas,
representing communities with different types of socioeconomic backgrounds. Most of
the private schools were in urban areas. Six schools were approached by the researcher
to participate in the study. Out of the six, four schools agreed to participate. In total,
27 teachers were approached, out of which (n = 21) 77% agreed to participate in the study.
The teachers were from government (n = 8) and private (n = 13) schools. They comprised
20 female teachers and 1 male teacher. The teaching experience ranged from 2 years to
31 years, and the participants were aged between 26 and 58 years. The majority of the
teachers had Bachelor’s degrees (n = 12), with only a few holding Master’s degrees (n = 6).
Three participants did not have any teaching qualifications. Recently, government schools
have mandated formal teacher qualifications for all teachers (i.e., the Diploma of Elemen-
tary Education). The teachers who had completed the Diploma of Elementary Education
course reported completing a unit on inclusive education. They also reported receiving
in-service training through workshops and seminars about some aspects of inclusion and
about including students with special needs.
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4.2. Data Collection
4.2.1. Instrumentation

The data were collected using semistructured interviews. The semistructured inter-
views were used to gain an in-depth understanding about the teachers’ experiences in an
unconstrained way [40] This method of data collection is considered appropriate when
there is a limited understanding about a topic [40]. The interview questions were informed
by previous studies drawn from relevant past research [41,42], and were modified to suit
the present study, as per the context (see Appendix A for the questions). All of the inter-
views were conducted in English, as both the researcher and the participants were familiar
with the language.

4.2.2. Procedure for Data Collection

The study was conducted following ethics approval from (Anonymous) University.
Before undertaking the data collection, permission was also obtained from the District
Inspector of Schools, Kolkata, West Bengal. The researcher approached six schools in total,
out of which four schools, (two government schools and two private schools) agreed to
participate in the research study. Subsequently, permission was obtained from the respective
principals of all four schools, and the researcher approached the primary school teachers of
each participating school and arranged for a convenient time to conduct the interviews. All
of the interviews were conducted at the participants’ school sites. An overview of the study
was provided to the teachers and the semistructured interview questions were distributed
just prior to the interview. The teachers who agreed to participate in the study were asked
to sign a consent form to indicate their willingness to participate. The interviews were
staggered to ensure the confidentiality of the teachers, and they were conducted in a room
on the premises of the school. Each interview was audio recorded and lasted for around
30 min.

4.3. Data Analysis

The data analysis was informed by the process suggested by Braun and Clarke [43].
Six steps, as described by these researchers, were used to analyse the data. In the first phase,
the data was collected by the researcher. The audio recordings were listened to in order
to thoroughly familiarise the research team with the data. Then, the content of the audio
recorded data interviews was transcribed and was read repeatedly by the researcher. The
next phase was to generate the initial codes. After reading the data thoroughly, the codes
were generated manually. Similar ideas were grouped together in different categories. In
the third phase, themes were searched by examining the codes closely. The themes were
identified and were largely informed by past research and the theoretical framework of the
study. A few subthemes were also identified in the process. In the fourth phase, the themes
were closely reviewed to check for repetition. Minor adjustments were made, and the
revised themes were created. In the fifth phase, the themes and subthemes were identified
and titled. The final and sixth phase involved producing the report. The themes were
checked for consistency and pertinent examples were chosen, which related to the study
in the most meaningful way. The reliability of the data analysis was conducted through
member checks and triangulation. The data was collected by the primary researcher, who
is familiar with the language and culture of the participants. The first author went through
the data several times to familiarize herself with the data, and then identified the themes.
In order to establish the trustworthiness of the analysis, the themes were also verified by
the remaining research team.

5. Results

The aim of the study was to investigate teachers’ perceptions of challenging behaviours
in Indian schools. The findings are presented in three parts. The first part presents
the types of challenging behaviours, as perceived by teachers. The second part of the
findings presents six themes used to explore the teachers’ causal attributions of challenging
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behaviours: parent- and home-related causes; high academic expectations from students;
social causes; school-related causes; government-policy-related causes, and student-related
causes. The third part of the findings presents four themes to explain the suggested
strategies of teachers for managing challenging behaviours, which include: improving
teaching practice; collaborating with parents; building positive relationships between
students and teachers; and discipline strategies. The following research questions guided
the aim of the study.

5.1. Research Question: How Do Teachers Perceive Challenging Behaviours, and What Factors Do
They Attribute to Challenging Behaviours?
5.1.1. Types of Challenging Behaviours

Teachers from government and private schools describe challenging behaviour broadly
and divide it into four categories: aggression, disruption, talking (out of turn or talking
excessively), and noncompliance. One teacher summarized this as follows:

BG2: “Students talk too much, do not respond, put things in their mouth, make noise,
push each other, scream and use abusive words in class.”

Under “aggression”, the teachers reported many examples, such as hitting, pushing,
fighting, screaming, throwing objects, and using abusive language. References to these
behaviours recurred multiple times during the interviews, with the identification of ag-
gressive behaviour as the most challenging behaviour. Examples under the “disruption”
category mentioned by teachers included disturbing the class, distracting peers, frequently
raising hands to ask questions, interrupting teachers, and complaining to other students.
A number of teachers also reported students requesting frequent toilet and drink breaks
during the class, and that this disrupted them.

Similarly, teachers mentioned “talking” as a challenging behaviour, such as talking
with peers, talking out of turn, and talking with the teacher while instruction is going on in
class. A teacher reports a typical incident, illustrating it with an example of students who
disrupted the class by talking too much:

JPB3: “Students talk among themselves, ask too many questions and use loud voices.
They feel doing so will make them look like a good student.”

The teachers reported “noncompliance” as a challenging behaviour, but they were
less concerned about this behaviour compared to other behaviours. The teachers also
mentioned behaviours such as nonparticipation in lessons, not listening or responding
to teachers, eating from lunch boxes during teaching time, sleeping in the classroom,
cheating on examinations, and stealing. The teachers from government schools reported
observing more aggressive behaviour than teachers from private schools. The teachers’
ages, qualifications, and experiences seemed to have had no impact on their responses.

5.1.2. Causal Attributions of Challenging Behaviours

The interview data was thoroughly analysed, and six themes emerged as teacher
causal attributions of challenging behaviour. While analysing the data, we not only tried
looking for themes that were reported in past studies, but we also looked for links with
the theoretical framework adopted for the study. The following were the most common
themes that emerged from the study.

Parent- or Home-Related Causes

The themes derived from the analysis indicate that the majority of teachers reported
the home environment as a cause of the challenging behaviours among students. Examples
of the home environments mentioned by teachers included the noninvolvement of parents
in the children’s schoolwork, as well as the busy work schedules of parents. One teacher
mentioned that:

LP7: “Parents are not giving them (student) time. both parents are working and coming
home late, children are with grandparents or servants.”
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A lack of discipline at home and parents not teaching children prosocial values were
also frequently reported by teachers. One teacher stated:

JPB2: “There is a lack of discipline at home, children are not instructed at home to
follow discipline or even listen to their teachers. Nowadays parents promote children
to misbehave.”

Where the teachers indicated that the parents were not interested in the children’s
classwork, they also reported that parents used corporal punishment at home, and that they
forced children to attend school when they were not interested. For example, LP6 stated:

“Parents use corporal punishment at home, so students are not happy at school. Parents
force students to come to school and it does not help the teachers as they are not interested.
Parents fighting at home or family violence affects the child, the child is unhappy and
reflect the behaviour at school. Parents showing irresponsible behaviour reflects on the
students’ behaviour. Students get angry with their parents and stop focusing at school
and fail exams deliberately. Students feel that this way they can take revenge from parents.
They fail to understand that it affects them when they are not performing at school or
behaving disruptively.”

High Academic Expectations for Students

There were causes related to parental expectations of high academic standards for
their children, which, in turn, resulted in anxiety and manifested in misbehaviour. The
teachers felt that students were pressured at home to perform well, which resulted in
anxiety and disruptive behaviour at school. The teachers reported that the classwork is
not interesting enough for students to focus on in class, and that parents worsened the
situation by expecting high standards from students, as a few teachers stated:

LP1: “Children at young age tend to drive themselves through their own interests and do
not meet their parents’ and teachers’ expectations. So to keep up with high expectations,
the child ends up behaving through cheating, or even stealing in class.”

JB2: “Parents were pressuring a student to score higher in his/her tests, which led to
anxiety and the made the student misbehave in class.”

JBP3: “Children are pressurized by their parents to perform well in school.”

Social Causes

Poor economic and social conditions and a rapid change in social trends were reported
by teachers as causes of challenging behaviours. According to teachers, some parents sent
their children to school for the first time, so they did not know about formal education and
could not support them adequately at home. The parents themselves had low literacy, and
therefore could not assist their children or impress upon them. A teacher summarised this
situation by stating:

JPB5: “Parents are unware of school work or their child. Even as teacher if we tell them
their children have ADHD they do not respond and choose to ignore. Some of the students
are even first-generation learners and their parents do not know anything about education
or academics, so they fail to support them at home.”

Exposure to digital media and television were also causes identified by teachers as
factors related to challenging behaviours. The teachers assumed that the parents were
preoccupied with social media and were watching television. As a consequence, there
was little interest or motivation in assisting their children with completing homework or
becoming involved in their studies. A teacher reported:

JPB2: “Parents are involved in electronic gadgets, when child goes back home and sees mother
watching television, father, busy with mobile phone, the child is constantly distracted.”
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School-Related Causes

The interview data also revealed causes related to schools and government regulations
and policies. A considerable number of teachers were concerned about class sizes and
uninteresting classwork, as one teacher mentioned:

JPB6: “There are no ratios maintained in class, there are too many students, and the
classwork is not interesting.”

The teachers also believed that the lessons and classroom activities were driven by
the curriculum, which was uninteresting to the students. One teacher identified some of
the aspects that were missing from the daily activities in the schools, which resulted in
monotonous lessons for students. The teacher summarised the situation and how teaching
methods were falling short:

JPB6: “The lessons are monotonous. There should be playgrounds for students. Activ-
ities like rhymes, studying through use of colours, activities based instruction, science
experiments, clay modelling, and paper cutting allowing students to be more active in
classrooms through activities. The purpose should be to make the students enjoy coming
to school.”

Government-Policy-Related Causes

A small number of teachers reported that banning corporal punishment was a cause
of challenging behaviours. One teacher mentioned:

KCM1: “Due to banning of corporal punishment the students do not pay attention to
classwork at all.”

The ban on corporal punishment caused apprehension for teachers, as they strug-
gled to manage their classrooms without the use of punitive measures. One participant
expressed this through the following quote:

KCM2: “The government should allow some type of punishment or punishment within a
limit, this can help the teachers to manage their classroom.”

According to teachers, banning examinations for the evaluation of student academic
achievement was also a cause of challenging behaviours in the classrooms. The teachers
raised concerns about students not taking their schoolwork seriously because of the policy
of no examinations or evaluations until Grade 8.

Student-Related Causes

Only 7 teachers out of the 21 reported student-related causes of challenging behaviours.
They mentioned that some type of disability was the cause of the students’ challenging be-
haviours. The types of disabilities identified by the teachers included slow learners, autism,
ADHD (attention deficit hyperactivity disorder), learning disabilities, and developmental
disorders. One participant noted that:

JBP4: “Students with ADHD and autism, do not respond and do not understand me or
the concept of a teacher in the classroom.”

Seeking attention, not engaging with teachers, and the inability to understand teachers
were some of the behaviours that teachers observed while discussing student-related causes.
A teacher provided a typical example of how “slow learners” distract the class:

LP2: “The ones (students) who talk they are the slow learners, they cannot follow
instructions in the class, so they distract others also and then everyone is talking.”

5.2. Research Question: What Strategies Do Primary School Teachers Identify as Effective When
Addressing Challenging Behaviours within Their Classroom?

Most of the teachers suggested proactive strategies, such as improving their own
teaching strategies, collaborating with families, and building relationships with students.
A small number of teachers suggested strategies that focused on ignoring the behaviour or
reprimanding the student.
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5.2.1. Strategies Suggested by Teachers to Manage Challenging Behaviours
Improving Teaching Practices

The teachers focused on improving their teaching strategies and innovating new
solutions to keep students motivated in class. The strategies suggested by teachers were
in response to the situation they confronted at school. For example, when teachers had
students with additional needs, they used strategies such as separating them from the
main class:

LP7: “I have to separate the weak student to teach them separately as they cannot cope
up with instruction in class.”

Different strategies were used for the students who belonged to socially and economi-
cally disadvantaged communities. The students from these communities were reported
as arriving at school hungry or sleepy, so the teachers had to work around their needs to
support them:

LP7: “Students don’t eat and come to school. They are also sleepy and cannot focus.
Children are going late to bed because parents are late from work. I allow them to eat and
sleep in the class so that they can focus better, and tell them separately what they had
missed in the class.”

There were instances where students had limited support at home and struggled to
cope with the demands of school. Then parents of these students usually possessed low
literacy skills. In such situations, the teachers separated the students into groups, offering
more individualized assistance as a means of providing extra support:

LP7: “I did extra classes for students who are first generation learners.”

Students with higher abilities were also supported by the teachers, who provided
them with extra work when they finished the regular classwork earlier than other students.
One participant noted that:

LP7: “There are students who are capable of finishing regular classwork earlier than
other students and have the tendency to distract the ones who are still working. Teachers
usually provide them with extra work to keep them occupied.”

The classrooms were split into smaller groups in different situations in order to instruct
and manage the classroom optimally. Teachers used strategies such as dividing the students
into small groups, as well as bringing students closer to the teacher’s seat to supervise
them more closely and provide them with more individual attention. One teacher stated:

LP6: “When the student distracts others, I call her close to me, change her sitting position
so that I can see her closely. I also try to provide individual attention.”

Collaborating with Parents

The teachers believed in collaborating with the parents to reduce the challenging
behaviours in their classrooms. According to some teachers, the parents were not providing
enough attention to their children at home, and this resulted in students causing disruptions
at school as an attention-seeking ploy. Accordingly, the teachers tried collaborating with
the parents, advising them on how to initiate small steps to improve their relationship with
their children in order to reduce the challenging behaviours overall. For example, one
teacher urged a parent to pick up the child at the end of the school day as the child always
seemed unhappy. This participant provided more detail in this quote:

LP7: “The student feels happy when the parents show up to pick them up from school, the
students need more affection at home and time from parents. I always talk to the parents
and try to work out with them. According to me if students are given time and affection
at home then they will behave appropriately at school. I am dealing with lot of children so
even if I try I cannot give attention to students all the time in the class.”

In the cases of students disinterested in classwork, the teachers collaborated with
parents in order to understand the students’ needs in detail. This helped the teachers
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to keep the students interested in the class and to reduce challenging behaviours in the
classrooms. An example of how parents watching late night television was affecting
student’s classwork was stated by one participant:

LP6: “When I come across disinterested students I try to go into depth to see why they
are not interested in class. I usually would find that parents were watching TV until late
at night and the child slept late too making them tired in class. I try to tell the parents to
change but some listen some do not.”

Collaborating with families was all the more important to teachers as they were con-
cerned about strict parents who pressured their children to perform well in academic work.
The constant pressure on students caused them stress, and, in turn, they demonstrated
challenging behaviours. The teachers in such cases tried encouraging the parents to provide
more support to students, as one teacher stated:

LP6: “Some parents are very strict, they expect that a student, in an examination have to
get all correct answers even though the student might not be capable. The students are
compelled by strict parents. I talk to parents to not put pressure on the student and in
turn it helps them.”

Building Positive Relationships between Students and Teachers

Many teachers agreed that it is essential to build positive relationships with their
students in order to improve their behaviours. Most teachers felt that the students’ adverse
home environments, communities, and socioeconomic environments contributed to their
challenging behaviours. They believed that understanding and learning more about the
students’ backgrounds would help them to successfully establish relationships. One teacher
summarised:

LP1: “I focus on resolving the issues right at the beginning, if I know the background
of the child and understand why the child misbehaves in class, I talk to them and assure
them that I care for them. This way the child already knows that they are going to get
attention and their behaviour improves as well as their academic achievements go up.”

Discipline Strategies

A few teachers reported using reactive strategies to manage the challenging behaviours
exhibited by their students. Some teachers believed that using a firm voice and warnings
and that being strict helped them to manage challenging behaviours in the classroom:

JBP2: “When I see two student’s hitting or fighting, I scold both of them. The victim and
the attacker. I tell the victim that it is their responsibility to ask the attacker to stop and
complain about the incident, this way if they don’t they are also participating in the fight.
I also tend to use firm voice when instructing students about their behaviour.”

6. Discussion

The study aimed to investigate the causal attributions of primary school teachers to
challenging behaviours in Indian schools. The findings suggest that teachers perceived
“aggression” to be the most challenging behaviour they came across in their classrooms.
The findings are similar to other studies, where teachers report aggression [44], pushing,
and hitting [22] as the most disruptive behaviours. Other causes that teachers perceived as
challenging were “disruption” and “talking”. Several studies [23,24] also report talking
as a disruptive behaviour. Teachers across cultures have indicated that they are mostly
concerned about behaviours related to talking and disruption, while only a few studies
indicate that aggression was also a concern for teachers. In the Indian context, it can be
assumed that teachers feel overwhelmed with the aggressive behaviours of students, and
that they may not know how to manage these behaviours, resulting in an increased concern
compared to other challenging behaviours.

The teachers believed that family-oriented problems were the main cause of in-
appropriate behaviours in class. This finding is consistent with past studies, despite
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the cultural and socioeconomic differences. Studies across countries such as Greece,
Turkey, Malaysia, Bangladesh, Finland, New Zealand, and the United States indicate
that teachers were more inclined to report family-related causes more frequently than
other causes [1,14,18,19,21,32,42]. It is a concern to society and government to see that this
trend is developing among teachers in India. It is possible that a lack of adequate profes-
sional learning in addressing challenging behaviours has not fully prepared teachers in
understanding the causal attributions of challenging behaviours. This was apparent in the
interviews, where most of the participating teachers identified the family as contributing to
the challenging behaviours of students. Because of a shortage of teachers in India, many
teacher education institutions have grown in the past 20 years, producing substandard
teachers [8]. Teachers may not be adequately trained to manage challenging behaviours in
schools. There is a large body of research that has emerged from Western countries [45],
which has shown the increasing usefulness and value of positive behavioural strategies in
preventing and addressing challenging behaviours to low-income countries as well [46].
Unfortunately, not much information is provided in pre-service or in-service teacher educa-
tion about how to address challenging behaviours using proactive and positive strategies
in India, as well as in most of the South Asians countries [21,46]. Evidently there is great
need for teachers to learn strategies to encourage positive prosocial behaviours through
in-service and pre-service educational programs.

The teachers also reported that parents used corporal punishment at home and that
they had high academic expectations. This resulted in students experiencing pressure,
which is translated into challenging behaviours in the classrooms. Teachers reported the
use of corporal punishment at home as a causal attribution of the challenging behaviours
of students, and they may be justified because 89% of Indian parents have used corporal
punishment at home [47]. Most parents across the subcontinent expect high academic
results, and it is possible that they place unreasonable pressure on their children to succeed
in academia [48]. Parents often feel that a successful life can be guaranteed if the child
has achieved academic excellence. It is also interesting to recognize that the teachers felt
that the parents did not teach the students to behave appropriately at school, and that
they encouraged challenging behaviours. The finding is consistent with studies by Author
et al. [19], Kyriacou and Ortega Martin [30], and Author et al. [21] in other countries, such as
Bangladesh, Spain, and Malaysia. It is possible because of the similar cultural backgrounds
of the teachers from these countries with teachers from India.

Many teachers spoke about the social structure and how students from different
social strata reflected different types of challenging behaviours. For example, students
from underprivileged backgrounds had difficulty finding support at home regarding their
education. The parents from poor backgrounds were busy with work, and they were
not school-educated themselves so they could not understand or support their children
adequately. Similarly, a study by Atici [14] (2007) also reports that poverty and poor
economic conditions led to behavioural issues in classrooms. The social and economic
causes of challenging behaviours among students may partially explain the increased
rate of challenging behaviours, as India still has around 6% of the population who live
in poverty [49]. Although the SSA Act (Education for all) offers free meals, books, and
uniforms to students, both teachers and families feel overwhelmed while supporting
students from disadvantaged backgrounds.

The teachers also mentioned that they observed students misbehaving more often
recently because of the increase in the use of digital media in households. A study by
Alvarez Martino et al. [12] reports that the abuse of mobile applications caused an increase
in challenging behaviours in classrooms. In the recent past, there has been a surge in the
use of digital media across the world, and this may have repercussions in classrooms as
well; however, there is not enough empirical data to suggest the implications of digital
media use or overuse on the challenging behaviours of students.

The teachers did not directly accept any responsibility for the challenging behaviours in
the classroom, although they did mention causes related to school and government policies.
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According to the teachers, they were not given enough freedom to practice innovative
teaching methods because the school system is more curriculum- and exam-oriented. A
lack of resources, the large number of students in classes, and the nonavailability of modern
teaching methods rendered their practices largely unappealing to learners. This finding
is similar to studies in Bangladesh and Malaysia [19,21]. Teachers across these countries
are also subject to limited educational training and a lack of infrastructure in schools. It
is interesting to note that most teachers reported that they were not allowed to use their
creativity to adapt the curriculum and thereby create more engaging lessons for students.

A few teachers raised concerns about the banning of examinations and corporal
punishment by the government. They felt that students did not feel the pressure of
performing in academic areas since examinations were banned in India. Similarly, because
of the ban on corporal punishment, teachers felt that there was no way of disciplining
the students in class and that this gave rise to more disruptive behaviour. This causal
attribution is similar to a study by Author et al. [19] in Bangladesh, where teachers raised
concerns about losing power over students because of the ban on corporal punishment.
Traditionally, the Indian education system was focused on academic results and evaluating
students through examinations. Because of the recent changes, it is possible that teachers
were unable to change their own practices to adapt to this altered expectation. Similarly,
teachers were allowed to punish students physically until the ban on corporal punishment
(Right to Education Act, 2009), and this may have also presented teachers with a challenge,
as some would have viewed this change as a loss of control in their classrooms. In the
absence of appropriate behavioural and classroom management training, they may have
found themselves feeling inadequate, and not in possession of the most effective methods
to manage the challenging behaviours in their students.

Approximately one-third of the teachers perceived student-related causes, such as
attention-seeking behaviour, not following instructions in class, ADHD (attention deficit
hyperactivity disorder), autism, and developmental delays as the causes of challenging
behaviours. The findings were similar to studies conducted by Atici [14] and Mavropolou
and Padeliadu [31], where teachers from countries such as Turkey and Greece also reported
the causes of challenging behaviours related to students. Only a few teachers in this study
perceived disability as a cause of challenging behaviours, probably because inclusion in
Indian schools is still not common [21]. All the interviews were conducted in general
schools, and the few who spoke about disabilities in the interviews were teachers who
had some training and experience in working with students with disabilities. It is possible
that when teachers fail to engage a learner, they tend to attribute the student’s challenging
behaviour to a disabling condition, even when they do not have a confirmed diagnosis of
a disability.

Interestingly, when it came to suggesting strategies to manage challenging behaviours,
most teachers suggested proactive strategies, such as improving teaching practices by
innovating new ways of supporting students in classrooms, collaboration with parents,
and improving their relationships with students. The findings were consistent with past
studies [14,15,21,32], which have also seen a trend in teachers suggesting proactive strate-
gies over reactive strategies. A majority of teachers perceived family-related difficulties as
a cause of student behavioural problems, and suggested strategies, such as collaborating
with the family or talking to the student’s parents. This finding suggests that the teachers
did not take responsibility for the students’ behaviour, and they thus suggested strategies
that involved seeking collaboration with the family instead of improving teacher-based
strategies. As Ho [35] notes, teachers’ perceptions of challenging behaviours influences the
types of strategies they will adopt to manage the behaviours. In contrast, the teachers who
held the government responsible for the challenging behaviours of students and that men-
tioned the need for changes to government policies also suggested teacher-based strategies,
such as improving the curriculum, to manage student behaviours in the classroom.

The teacher attributions and the suggested strategies can be explained in two ways.
Firstly, teachers who suggest external causes of challenging behaviours, such as family-
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related causes, seek support in collaboration with families. This phenomenon can be
explained through Weiner’s theory of attribution framework, which implies that the po-
sitioning of the cause of the behaviour influences the teacher’s subsequent behaviour.
Secondly, teachers who attribute external causes to challenging behaviours, such as gov-
ernment policies, suggest teacher-based strategies. This phenomenon can be explained by
India’s society being collectivistic in nature. It is possible that teachers may assume that it
is also their responsibility, along with the government and the family, to support students
with challenging behaviours [50].

The study reports that a few teachers believed in using some type of disciplinary mea-
sure or punishment as well, such as threatening the student or ignoring the challenging be-
haviour, which is similar to the findings in studies by Author et al. [19] and Author et al. [21].
The findings of the study also suggest that the teachers unintentionally used exclusion in
the classroom when separating students from each other to manage their behaviour. This
finding is inconclusive, as it is difficult to understand whether teachers used exclusion as
a proactive strategy or a reactive strategy. Remarkably, the inclination to choose proactive
strategies as a response over reactive strategies was an interesting find, which can be ex-
plained through the framework of the self-serving attribution bias by Weiner [51]. Studies
and reports provide evidence of corporal punishment in Indian schools [47,52], yet teachers
tend to provide socially desirable responses. Weiner [51] explains this phenomenon as
the self-serving attribution bias, where individuals will blame others for their failures to
enhance their own ego. Thus, it is possible that this cohort of teachers may have provided
only socially desirable responses.

7. Limitations and Recommendations

This study was conducted with a small group of teachers from four different schools.
We acknowledge that a larger number of participants could provide a better representation
of Indian teachers, and, more specifically, of teachers from West Bengal, as well as their
perceptions of the challenging behaviours of students. Care should be exercised when
interpreting the findings in the context of the wider population in India. The findings
are based on self-reports gathered during interviews. The study cannot confirm if the
participants’ actual behaviours are consistent with what they shared during the interviews.

A key recommendation arising from this study relates to conducting universal profes-
sional learning programs for school educators so that they have a consistent understanding
about the causal attributions of the challenging behaviours of students. We anticipate that
better informed teachers are likely to use more proactive teaching strategies to prevent
and address challenging behaviours, which not only benefits them, but also helps their
students, their parents, and the society in which they function.

8. Conclusions

To summarise, the study examined how teachers responded to the challenging be-
haviours of students in Indian schools, specifically in West Bengal. It provides an overview
of teacher perceptions and how they are influenced by Indian society and its education
system. The investigation helps to understand the wide range of possible causes of the
challenging behaviours of students in classrooms, and how teachers manage these be-
haviours. The findings of the study also reveal that the teachers’ causal attributions of
these challenging behaviours determined their choice of strategy. The study indicates that
teachers and schools are an integral part of student development and, more precisely, their
behaviour. It is important to note that understanding how teachers perceive challenging
behaviours and how they manage their classrooms can inform teacher education programs
and may shape educational policy related to teacher education. The introduction of the
new education policy in 2020 is aimed at resolving some of the issues reported in this study.
The new policy suggests more holistic, enjoyable, and engaging learning and improved
teacher education, with a focus on equipping more special educators. It is hoped that the
new policy changes will result in a significant improvement in India in the next ten years.
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Appendix A

Demographics
Number of years in profession:
Educational qualification:
Age:
Gender:
Prior knowledge in special education:
Interview questions

1. What types of challenging behaviours do you see in your classroom?
2. Which behaviours do you find most challenging?
3. What are the reasons for the challenging behaviours in your classroom?
4. Could you please elaborate on the reasons for the challenging behaviours you

mentioned earlier?
5. Do you follow any particular strategies to address the challenging behaviours in your class?

If yes, what type of strategies do you follow and why? Give a few examples.

References
1. Belt, A.; Belt, P. Teachers’ differing perceptions of classroom disturbances. Educ. Res. 2016, 59, 54–72. Available online:

https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/1895982966?accountid=12528 (accessed on 24 April 2018).
[CrossRef]

2. Aloe, A.M.; Shisler, S.M.; Norris, B.D.; Nickerson, A.B.; Rinker, T.W. A multivariate meta-analysis of student misbehavior and
teacher burnout. Educ. Res. Rev. 2014, 12, 30–44. [CrossRef]

3. Powell, D.; Fixsen, D.; Dunlap, G.; Smith, B.; Fox, L. A synthesis of knowledge relevant to pathways of service delivery for young
children with or at risk of challenging behavior. J. Early Interv. 2007, 29, 81–106. Available online: https://search-proquest-com.
ezproxy.lib.monash.edu.au/docview/233253404?accountid=12528 (accessed on 3 April 2018). [CrossRef]

4. Anderson, E.M. Managing Challenging Behaviors in Early Childhood: Effect of Theoretical Orientation on Strategy Recommen-
dation. Ph.D. Thesis, University of Florida, Gainesville, FL, USA, 2007.

5. Nash, P.; Schlösser, A.; Scarr, T. Teachers’ perceptions of disruptive behaviour in schools: A psychological perspective. Emot.
Behav. Diffic. 2015, 21, 167–180. Available online: https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/1826536986
?accountid=12528 (accessed on 25 May 2018). [CrossRef]

6. Soodak, L.C.; Podell, D.M. Teachers’ thinking about difficult-to-teach students. J. Educ. Res. 1994, 88, 44–51. Available online:
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/62716778?accountid=12528 (accessed on 9 October 2018).
[CrossRef]

7. Charles, C.M. Elementary Classroom Management, 6th ed.; Pearson: Boston, MA, USA, 2012.
8. Trines, S. Education in India. 2018. Available online: https://wenr.wes.org/2018/09/education-in-india (accessed on

10 December 2020).
9. Ghosh, A. Indian School Education System, An Overview; The British Council: New Delhi, India, 2014; Available online: https:

//www.academia.edu/37243125/Indian_School_Education_System_An_Overview (accessed on 31 January 2019).

https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/1895982966?accountid=12528
http://doi.org/10.1080/00131881.2016.1262747
http://doi.org/10.1016/j.edurev.2014.05.003
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/233253404?accountid=12528
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/233253404?accountid=12528
http://doi.org/10.1177/105381510702900201
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/1826536986?accountid=12528
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/1826536986?accountid=12528
http://doi.org/10.1080/13632752.2015.1054670
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/62716778?accountid=12528
http://doi.org/10.1080/00220671.1994.9944833
https://wenr.wes.org/2018/09/education-in-india
https://www.academia.edu/37243125/Indian_School_Education_System_An_Overview
https://www.academia.edu/37243125/Indian_School_Education_System_An_Overview


Disabilities 2022, 2 71

10. Chapter 2, Samagra Siksha, Policy. In Reforms in School Education 2014–2020; Department of School Education and Literacy,
Ministry of Education, Government of India: New Delhi, India. Available online: https://dsel.education.gov.in/sites/default/
files/update/reform_education_2014-20.pdf (accessed on 31 May 2021).

11. David, N. ADHD in Elementary Classrooms: Understanding Teacher Perspectives. Int. J. Spec. Educ. 2013, 28, 4–16.
12. Alvarez Martino, E.; Alvarez Hernandez, M.; Castro Paneda, P.; Campo Mon, M.A.; Gonzalez Gonzalez de Mesa, C. Teachers’

perception of disruptive behaviour in the classrooms. Psicothema 2016, 28, 174–180. [PubMed]
13. Andreou, E.; Rapti, A. Teachers’ causal attributions for behaviour problems and perceived efficacy for class management in

relation to selected interventions. Behav. Chang. 2012, 27, 53–67. [CrossRef]
14. Atici, M. A small-scale study on student teachers’ perceptions of classroom management and methods for dealing with mis-

behaviour. Emot. Behav. Diffic. 2007, 12, 15–27. Available online: https://search-proquest-com.ezproxy.lib.monash.edu.au/
docview/62046866?accountid=12528 (accessed on 10 December 2020). [CrossRef]

15. Dutton Tillery, A.; Varjas, K.; Meyers, J.; Collins, A.S. General education teachers’ perceptions of behavior management and
intervention strategies. J. Posit. Behav. Interv. 2010, 12, 86–102. [CrossRef]

16. Erbas, D.; Turan, Y.; Aslan, Y.G.; Dunlap, G. Attributions for problem behavior as described by turkish teachers of special
education. Remedial Spec. Educ. 2010, 31, 116–125. [CrossRef]

17. Gibbs, S.; Gardiner, M. The structure of primary and secondary teachers’ attributions for pupils’ misbehaviour: A preliminary
cross-phase and cross-cultural investigation. J. Res. Spec. Educ. Needs 2008, 8, 68–77. [CrossRef]

18. Johansen, A.; Little, S.G.; Akin-Little, A. An Examination of New Zealand Teachers’ Attributions and Perceptions of Be-
haviour, Classroom Management, and the Level of Formal Teacher Training Received in Behaviour Management. Kairaranga
2011, 12, 3–12.

19. Malak, S.; Deppeler, J.M.; Sharma, U. Bangladeshi teachers’ perceptions about student behaviour in primary schools. Int. J. Sch.
Disaffection 2014, 11, 59–78. [CrossRef]

20. Sharma, U.; Rangarajan, R. Teaching students with autism spectrum disorders in South Asia: A scoping study and recommenda-
tions for future. Int. J. Dev. Disabil. 2019, 65, 347–358. [CrossRef] [PubMed]

21. Zakaria, N.; Reupert, A.; Sharma, U. Malaysian primary pre-service teachers’ perceptions of students’ disruptive behaviour. Asia
Pac. Educ. Rev. 2013, 14, 371–380. [CrossRef]

22. McCready, L.T.; Soloway, G.B. Teachers’ perceptions of challenging student behaviours in model inner city schools. Emot. Behav.
Diffic. 2010, 15, 111–123. [CrossRef]

23. Shen, J.; Zhang, N.; Zhang, C.; Caldarella, P.; Richardson, M.J.; Shatzer, R.H. Chinese elementary school teachers’ perceptions of
students’ classroom behaviour problems. Educ. Psychol. 2009, 29, 187–201. [CrossRef]

24. Ding, M.; Li, Y.; Li, X.; Kulm, G. Chinese teachers’ perceptions of students’ classroom misbehaviour. Educ. Psychol.
2008, 28, 305–324. [CrossRef]

25. Grieve, A.M. Teachers’ beliefs about inappropriate behaviour: Challenging attitudes? J. Res.Spec. Educ. Needs 2009, 9, 173–179.
[CrossRef]

26. Durmuscelebi, M. Investigating students misbehavior in classroom management in state and private primary schools with a
comparative approach. Education 2010, 130, 377. Available online: https://search-proquest-com.ezproxy.lib.monash.edu.au/
docview/860367715?accountid=12528 (accessed on 23 April 2018).

27. Nemer, S.L.; Sutherland, K.S.; Chow, J.C.; Kunemund, R.L. A systematic literature review identifying dimensions of teacher
attributions for challenging student behavior. Educ. Treat. Child. 2019, 42, 557–578. Available online: https://search-proquest-
com.ezproxy.lib.monash.edu.au/docview/232583471?accountid=12528 (accessed on 29 January 2021). [CrossRef]

28. Lucas, V.L.; Collins, S.; Langdon, P.E. The causal attributions of teaching staff towards children with intellectual disabilities: A
comparison of ‘vignettes’ depicting challenging behaviour with ‘real’ incidents of challenging behaviour. J. Appl. Res. Intellect.
Disabil. 2009, 22, 1–9. [CrossRef]

29. Goyette, R.; Doré, R.; Dion, É. Pupils’ misbehaviors and the reactions and causal attributions of physical education student
teachers: A sequential analysis. J. Teach. Phys. Educ 2000, 20, 3–14. [CrossRef]

30. Kyriacou, C.; Ortega Martín, J.L. Beginning secondary school teachers’ perceptions of pupil misbehaviour in spain. Teach. Dev.
2010, 14, 415–426. Available online: https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/851230918?accountid=12
528 (accessed on 9 January 2019). [CrossRef]

31. Mavropoulou, S.; Padeliadu, S. Teachers’ causal attributions for behaviour problems in relation to perceptions of control. Educ.
Psychol. 2002, 22, 191–202. [CrossRef]

32. Bibou-Nakou, I.; Kiosseoglou, G.; Stogiannidou, A.A. Elementary teachers’ perceptions regarding school behavior problems:
Implications for school psychological services. Psychol. Sch. 2000, 37, 123–134. [CrossRef]

33. Huaqing Qi, C.; Kaiser, A.P. Behavior problems of preschool children from low-income families: Review of the literature. Top
Early Child. Spec. Educ. 2003, 23, 188–216. Available online: https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/
233619753?accountid=12528 (accessed on 19 March 2018). [CrossRef]

34. Poulou, M.; Norwich, B. Teachers’ causal attributions, cognitive, emotional and behavioural responses to students with emotional
and behavioural difficulties. Br. J. Educ. Psychol. 2000, 70, 559–581. [CrossRef]

35. Ho, I.T. A comparison of australian and chinese teachers’ attributions for student problem behaviors. Educ. Psychol. 2004, 24, 375–391.
[CrossRef]

https://dsel.education.gov.in/sites/default/files/update/reform_education_2014-20.pdf
https://dsel.education.gov.in/sites/default/files/update/reform_education_2014-20.pdf
http://www.ncbi.nlm.nih.gov/pubmed/27112815
http://doi.org/10.1375/bech.27.1.53
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/62046866?accountid=12528
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/62046866?accountid=12528
http://doi.org/10.1080/13632750601135881
http://doi.org/10.1177/1098300708330879
http://doi.org/10.1177/0741932508327461
http://doi.org/10.1111/j.1471-3802.2008.00104.x
http://doi.org/10.18546/IJSD.11.1.04
http://doi.org/10.1080/20473869.2019.1641017
http://www.ncbi.nlm.nih.gov/pubmed/34141358
http://doi.org/10.1007/s12564-013-9268-7
http://doi.org/10.1080/13632752.2010.480883
http://doi.org/10.1080/01443410802654909
http://doi.org/10.1080/01443410701537866
http://doi.org/10.1111/j.1471-3802.2009.01130.x
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/860367715?accountid=12528
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/860367715?accountid=12528
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/232583471?accountid=12528
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/232583471?accountid=12528
http://doi.org/10.1353/etc.2019.0026
http://doi.org/10.1111/j.1468-3148.2008.00428.x
http://doi.org/10.1123/jtpe.20.1.3
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/851230918?accountid=12528
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/851230918?accountid=12528
http://doi.org/10.1080/13664530.2010.533481
http://doi.org/10.1080/01443410120115256
http://doi.org/10.1002/(SICI)1520-6807(200003)37:2&lt;123::AID-PITS4&gt;3.0.CO;2-1
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/233619753?accountid=12528
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/233619753?accountid=12528
http://doi.org/10.1177/02711214030230040201
http://doi.org/10.1348/000709900158308
http://doi.org/10.1080/0144341042000211706


Disabilities 2022, 2 72

36. Clunies-Ross, P.; Little, E.; Kienhuis, M. Self-reported and actual use of proactive and reactive classroom management strategies
and their relationship with teacher stress and student behaviour. Educ. Psychol. 2008, 28, 693–710. [CrossRef]

37. Weiner, B. Attribution theory, achievement motivation, and the educational process. Rev. Educ. Res. 1972, 42, 203–215. [CrossRef]
38. Weiner, B. A cognitive (attribution)-emotion-action model of motivated behavior: An analysis of judgments of help-giving.

J. Personal. Soc. Psychol. 1980, 39, 186–200. [CrossRef]
39. Wiley, A.L.; Tankersley, M.; Simms, A. Teachers’ causal attributions for student problem behaviour: Implications for school-based

behavioural interventions and research. Classr. Behav. Cotexts Interv. 2015, 25, 279–300.
40. Creswell, J.W. Educational research. In Planning, Conducting, and Evaluating Quantitative and Qualitative Research, 5th ed.; Pearson

Australia: Sydney, Austraila, 2014.
41. Miller, A.; Ferguson, E.; Byrne, I. Pupils’ causal attributions for difficult classroom behaviour. Br. J. Educ. Psychol. 2000, 70, 85–96.

Available online: https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/216966892?accountid=12528 (accessed on
3 May 2018). [CrossRef]

42. Nungesser, N.R.; Watkins, R.V. Preschool teachers’ perceptions and reactions to challenging classroom behavior: Implications for
speech-language pathologists. Lang. Speech. Hear Serv. Sch. 2005, 36, 139–151. [CrossRef]

43. Braun, V.; Clarke, V. Using thematic analysis in psychology. Qual. Res. Psychol. 2006, 3, 77–101. [CrossRef]
44. Stephens, P.; Kyriacou, C.; Tønnessen, F.E. Student teachers’ views of pupil misbehaviour in classrooms: A norwegian and an

english setting compared. Scand. J. Educ. Res. 2005, 49, 203–217. Available online: https://search-proquest-com.ezproxy.lib.
monash.edu.au/docview/62140884?accountid=12528 (accessed on 23 April 2018). [CrossRef]

45. Sailor, W.; Dunlap, G.; Sugai, G.; Horner, R. Handbook of Positive Behavior Support, 1st ed.; Springer: New York, NY, USA, 2009.
46. Paramita, P.; Sharma, U.; Anderson, A. Indonesian teachers’ causal attributions of problem behaviour and classroom behaviour

management strategies. Camb. J. Educ. 2020, 50, 261–279. [CrossRef]
47. Kacker, L.; Varadan, S.; Kumar, P. Study on Child Abuse 2007, Ministry of Women and Child Development, Government of India.

Contemp. Educ. Dialogue 2007, 5, 117–120. Available online: https://doi.org/10.1177/0973184913411162 (accessed on 1 July 2017).
[CrossRef]

48. Tiwari, A. Teachers, Discipline, and the Corporal Punishment Ban in Delhi, India. Ph.D. Thesis, The Pennsylvania State University,
State College, PA, USA, 2014. Available online: https://etda.libraries.psu.edu/files/final_submissions/9822 (accessed on
31 May 2021).

49. Choking Childhood, School Corporal Punishment. Everyday Violence Faced by Disadvantaged Children in India. A Research Re-
port by Agrasar. 2018. Available online: https://agrasar.org/wp-content/uploads/2018/11/Choking-Childhood.pdf (accessed
on 21 June 2020).

50. Tiwari, A. The corporal punishment ban in schools: Teachers’ attitudes and classroom practices. Educ. Stud. 2019, 45, 271–284.
[CrossRef]

51. Weiner, B. Attribution Theory. In Crosini Encyclopaedia of Psychology; John Wiley & Sons, Inc.: Hoboken, NJ, USA, 2010. [CrossRef]
52. Anand, M. Corporal punishment in schools: Reflections from delhi, india. Practice 2014, 26, 225–238. [CrossRef]

http://doi.org/10.1080/01443410802206700
http://doi.org/10.3102/00346543042002203
http://doi.org/10.1037/0022-3514.39.2.186
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/216966892?accountid=12528
http://doi.org/10.1348/000709900157985
http://doi.org/10.1044/0161-1461(2005/013)
http://doi.org/10.1191/1478088706qp063oa
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/62140884?accountid=12528
https://search-proquest-com.ezproxy.lib.monash.edu.au/docview/62140884?accountid=12528
http://doi.org/10.1080/00313830500049004
http://doi.org/10.1080/0305764X.2019.1670137
https://doi.org/10.1177/0973184913411162
http://doi.org/10.1177/0973184913411162
https://etda.libraries.psu.edu/files/final_submissions/9822
https://agrasar.org/wp-content/uploads/2018/11/Choking-Childhood.pdf
http://doi.org/10.1080/03055698.2018.1446330
http://doi.org/10.1002/9780470479216
http://doi.org/10.1080/09503153.2014.934798

	Introduction 
	Understanding the Context 
	Literature Review 
	Types of Challenging Behaviours 
	Causal Attributions of Challenging Behaviours 
	Strategies 
	Theoretical Framework 

	Researcher Positionality 
	Current Study 
	Materials and Methods 
	Participants 
	Data Collection 
	Instrumentation 
	Procedure for Data Collection 

	Data Analysis 

	Results 
	Research Question: How Do Teachers Perceive Challenging Behaviours, and What Factors Do They Attribute to Challenging Behaviours? 
	Types of Challenging Behaviours 
	Causal Attributions of Challenging Behaviours 

	Research Question: What Strategies Do Primary School Teachers Identify as Effective When Addressing Challenging Behaviours within Their Classroom? 

	Discussion 
	Limitations and Recommendations 
	Conclusions 
	Appendix A
	References

