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Abstract 

Today, many teachers are assigned regular classrooms that include students with Attention-

Deficit Hyperactivity Disorder (ADHD), where more knowledge regarding strategies 

teachers use to meet the needs of students with ADHD while still managing the classrooms is 

required. This research especially focuses on the reinforcement and punishment strategies 

used by teachers to accommodate the behavioral problems of students with ADHD. During 

the observation of seven elementary school teachers teaching first to third grade students in 

Japan, various intervention strategies were observed. The teachers used reinforcement 

strategies more often, but there was a greater variation in punishment strategies used 

compared to reinforcement strategies. The execution of reinforcement strategies for 

behavioral improvement of students with ADHD mostly aligned with the recommendations 

by psychologists and professionals in the educational field, but there were several issues to 

discuss and improve upon regarding in the use of punishment strategies. 
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1 Introduction 

Managing a classroom with pupils who have diverse characteristics is one of the biggest 

challenges for teachers. It is especially challenging for teachers when regular classrooms 

include pupils with special educational needs (SEN) because teachers need to meet these 

pupils’ needs and teach regular curriculums at the same time. In inclusive education, regular 

classrooms that include children with SEN are required to meet various educational needs of 

all individuals in the classroom (Unesco, 1994; Vislie, 2003). Therefore, appropriate 

instructions are required in regular classrooms to organize class while meeting each 

educational need. 

Children with attention-deficit hyperactivity disorder (ADHD) are a group of students that 

needs special support and instructions by teachers. As a previous assistant teacher in Japanese 

public after-school, I experienced instructing several children with ADHD. Their behavior 

changed both positively and negatively, depending on how I interacted with them. I realized 

that providing suitable instructions for each child with ADHD is important for them learning 

appropriate behavior. In addition, I found that other teachers used different kinds of 

educational intervention for behavior of children with ADHD. Some of them used 

interventional strategies that they learned through their long teaching experience at 

educational institutions, while others used interventional strategies that they learned from 

scientific resources. I found these experiences intriguing These experiences made me 

interested in researching behavioral interventions used by teachers for children with ADHD. 

In this introduction, I will firstly describe the purpose of this research with some background 

information and research problems. This will be followed by the specific focuses of this 

research and the reasons of the focuses. The chapter finishes with the research question 

together with four sub research questions. 

1.1 Purpose of research 

This research is dedicated to gain knowledge of strategies teachers use to instruct children 

with ADHD to meet their behavioral problems in regular classrooms. In order to describe the 

background information and problems behind this topic, I will firstly introduce the concept of 

inclusive education in international context, how it affected the Japanese educational 
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practices and what is the problems in current practices in Japanese inclusive education. As we 

discover problems in Japanese inclusive educational practices, the section will lead to the 

research problems and the significance of conducting the research about the behavioral 

interventions for the behavioral problems of students with ADHD.  

1.1.1 Inclusive education in international and Japanese contexts 

It was in 1994 when the World Conference of Special Need Education was held in 

Salamanca, Spain, in cooperation with the United Nations Educational, Scientific and 

Cultural Organization (UNESCO). The conference adopted the Salamanca Statement which 

suggests a concrete framework for principles, policy and practice in special needs education 

(Unesco, 1994). One of the significant concept that the Salamanca Statement introduced was 

“inclusion” as an international basis of education (Unesco, 1994). 

With the term “inclusive schools”, the Salamanca Statement suggested that all children 

should lean regardless of their difficulties and differences and their diverse needs must be 

met (Unesco, 1994). The statement argues that this inclusive practice is most meaningful for 

the utmost educational progress and social integration of children with SEN and the solidarity 

between children with SEN and their peers (Unesco, 1994). To achieve inclusive educational 

practices, flexible and adaptive school systems that meet diverse needs of children are 

required (Unesco, 1994). 

Being affected by the international trend of inclusive education, Japanese educational laws 

and systems underwent significant changes (Harada, 2014; Tsuge, 2014). One of the big 

changes was the enforcement of the new law, the Act on Support for Persons with 

Developmental Disabilities, in 2005, which asserted that children with developmental 

disabilities (which, in this act, mean learning disability (LD), autism spectrum disorder 

(ASD) and ADHD) would get education in regular classroom as much as possible with 

special support. Children with disability had attended special schools or special classes for a 

long time in Japan, but as a consequence of this new standard, more students with SEN, 

including ADHD, attend regular classrooms and teachers got a bigger chance having to 

manage a classroom including individuals with SEN in Japan. In fact, the research in regular 

classrooms in public elementary and junior-high schools conducted by the Ministry of 

Education, Culture, Sports, Science and Technology – Japan (MEXT) suggested the rate of 
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the students in regular classrooms who possess symptoms of ADHD became higher in recent 

10 years from 2.5% (2002) to 3.1% (2012). 

MEXT also suggested a guideline (2004) to prepare educational support and system for 

students with LD, ASD and ADHD in regular elementary and junior-high schools. As one of 

the revision of educational systems, the guideline urges to prepare special-support-education 

coordinators who support regular teachers and coordinate educational framework for children 

with special needs in regular classrooms. This new suggestion implies that more regular 

classroom including students with SEN should have a multiple-teacher system. 

1.1.2 Research problems 

In the international trend of inclusive education, Japanese educational law declared that 

children with SEN, including ADHD, should learn in regular classroom as much as possible 

and Japanese government suggested to introduce multiple-teacher education in regular 

classroom. However, research shows that many of the special-support-education coordinators 

are at the same time a regular teacher in other classrooms, and therefore, cannot contribute 

enough to their duties as coordinator (Otsuka & Ohishi, 2007). It is also pointed out that the 

coordinators lack knowledge of concrete educational ways to support children with ADHD 

(Muramoto & Sonoyama, 2009; Otsuka & Ohishi, 2007). While the number of students with 

SEN, including ADHD, in regular classrooms is increasing, in reality, the system of 

coordinators does not always seem effective. As a result, there is a higher possibility that 

many teachers in regular classrooms must meet the needs of children with ADHD in regular-

classroom settings by themselves. 

Based on this fact, I would like to learn about current and actual practices that Japanese 

teachers use in order to manage regular classrooms that include students with ADHD. The 

knowledge found might also be helpful for teachers in Japanese regular classrooms to know 

how and with what kind of teaching strategies other teachers manage classroom including 

students with ADHD by themselves. 

In addition, I could not find many research papers about Japanese educational practices for 

children with ADHD written in English and published internationally. Therefore, this 

research might be helpful to spread the knowledge of how teachers instruct children with 

ADHD in a real Japanese context to the international educational field. Teachers of different 
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countries can also learn how to use educational strategies to manage classrooms with students 

with ADHD, what kind of strategies they have used and new instructional ways for students 

with ADHD, regardless of their cultural background. For these reasons, this research tried to 

find how teachers instruct children with ADHD to meet their needs and to manage 

classrooms in Japan. 

1.2 Focus of research 

This research specifically focuses on teachers’ usage of reinforcement, a strategy to increase 

frequency or duration of desirable behaviors, and punishment, a strategy to decrease or 

suppress undesirable behaviors (Hoy, Hughes, & Walkup, 2008). The reason of this focus in 

this research is that I recognized in my previous workplace that some teachers focused on 

reinforcing desirable behavior of students with ADHD, while others emphasized on the 

reduction of inappropriate behavior of the students. I also found different perceptions on 

reinforcement and punishment as teaching strategies in Western countries and Japan. In many 

Western countries, reinforcement has been seen more preferred in educational field than 

punishment since 1980s (Sasaya, 2017). However, past research shows that teachers in Japan 

tend to approach behavioral improvement of children with punishment and scolding (Kishino 

& Muto, 2005). These factors made me interested to know how teachers in Japan use 

reinforcement and punishment for behavior of children with ADHD. 

In order to describe and discuss the reinforcement and punishment strategies, I will introduce 

a theoretical approach called behaviorism, and one of the significant founders of 

behaviorism, B.F. Skinner, in upcoming Chapter 2. Behaviorism is a theoretical framework 

that emphasizes human behavior as influenced by the environmental factors (Cline & 

Frederickson, 2009; Hoy et al., 2008). With this theoretical approach, B.F. Skinner theorized 

the effect of reinforcement and punishment on human behavior (B. Skinner, 1938; B. F. 

Skinner, 1953, 1969). For this reason, this thesis will describe and discuss behavioral 

interventions for children with ADHD in behaviorism’s and Skinner’s theoretical 

perspectives. 
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1.3 Research questions 

The main question of this research is: 

How do teachers instruct children with ADHD to meet their behavioral problems in 

regular classroom?  

The overall goal of this research is to gain knowledge of strategies teachers use to instruct 

children with ADHD to meet their behavioral problems in regular classrooms. This 

knowledge will be useful to know how Japanese teachers use these strategies in current 

situations. 

In order to answer the main research question, I set the following four research questions:  

1. What strategies do teachers use to meet behavior of children with ADHD? 

2. Do teachers use more reinforcement or more punishment for behavior of children 

with ADHD? 

3. How do teachers use reinforcement for children with ADHD? 

4. How do teachers use punishment for children with ADHD? 

1.4 Key words 

ADHD, Behavioral problems, Behavioral intervention, Regular classroom, Behaviorism, 

Reinforcement and Punishment, Observation 
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2 Background and theoretical model 

This chapter offers background information of the focused factors of this research and 

describes theoretical framework related to this research for thorough understanding of the 

study. The chapter firstly describes what ADHD is, the possible behavioral problems that 

children with ADHD might face and the importance of behavioral intervention for them. 

These educational interventions is described based on the theoretical approach, behaviorism. 

The reason of this focus on behaviorism is that the theoretical framework gives significant 

possibility to teachers’ instructions and affirms life-long learning of the behavior of children 

with ADHD by focusing on the environmental factors as main causal factors of human 

behavior (Cline & Frederickson, 2009; Hoy et al., 2008; B. F. Skinner, 1953; Watson, 1919). 

The chapter follows with introducing theories of B. F. Skinner (1938, 1953, 1969), one of the 

significant founders of behaviorism, to understand behavioral interventions for children with 

ADHD from the perspective of behaviorism. This chapter ends with summarizing the 

background information and theoretical model described. 

2.1 ADHD 

The diagnostic criteria and characteristics of ADHD can be found in Diagnostic and 

Statistical Manual of Mental Disorders, fifth edition (DSM-5), an authoritative guidebook to 

the diagnosis of mental disorders published by American Psychiatric Association (APA) and 

used by health care professionals all over the world (2013). According to DSM-5, ADHD is a 

diagnosis of a persistent pattern of three core symptoms; inattention, impulsivity and 

hyperactivity. The diagnostic criteria of inattention are that one has six or more out of nine 

symptoms, such as failing to give attention to details or sustain attention in tasks or activities, 

losing things, being easily distracted and forgetting things often (Association, 2013). The 

diagnostic criteria of impulsivity and hyperactivity is that one has six or more out of nine 

symptoms, such as often moving restlessly, often leaving seat when seating is expected, 

being unable to be still or to wait, and often interrupting others (Association, 2013). 

Based on these three core symptoms, ADHD has three subtypes; predominantly inattentive, 

predominantly hyperactive-impulsive, and combined hyperactive-impulsive and inattentive 

subtypes (Association, 2013; Schachar & Tannock, 2002). Predominantly inattentive subtype 

means that one meets the criteria of inattention but not hyperactivity and impulsivity, while 
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predominantly hyperactive-impulsive subtype means that one meets the criteria of 

hyperactivity and impulsivity but not inattention (Association, 2013). Combined hyperactive-

impulsive and inattentive subtype means that one meets criteria of both inattention and 

hyperactivity/impulsivity (Association, 2013). 

DSM-5 affirms that the symptoms of ADHD begin in childhood before 12 years old and 

“ADHD is most often identified during elementary school years” (p.62). It is also pointed out 

that hyperactive-impulsive subtype is more common at a young age while inattentive and 

combined subtypes are equally prevalent among school-age children (Schachar & Tannock, 

2002). These factors mean that children with ADHD might have difficulties in their 

inattentiveness, impulsiveness and hyperactive characteristics from elementary school age, 

especially younger age in elementary school. 

A content analysis research reviewing over 9,000 records and 300 articles all over the world 

found that ADHD occurs approximately five percent of children in most cultures (Polanczyk, 

De Lima, Horta, Biederman, & Rohde, 2007). The similar prevalence is reported by a 

Japanese research using a questionnaire for over 35,000 children in regular classrooms in 

public elementary schools conducted by MEXT (2012). The research suggests that 3.5% of 

the students in regular classrooms possess either inattentiveness, hyperactivity or 

impulsiveness, and the younger the children are, the higher the rates of these symptoms they 

have, with the highest rate of 4.5% in first grade.  

Because of their characteristics, individuals with ADHD have a risk to face social, academic 

and emotional challenges (Hoy et al., 2008; Kirk, Gallagher, Coleman, & Anastasiow, 2011; 

Schachar & Tannock, 2002). For their development of social, academic and emotional skills, 

children with ADHD need special support and treatments. While medication is one possible 

treatment for children with ADHD (Association, 2013; Schachar & Tannock, 2002), 

educational instructions that teach life-long learning in academic, social and emotional 

improvements are crucial for them. 

In the next section, I will describe behavioral problems of children with ADHD, as possible 

problems that they might face. Bearing the problems of children with ADHD in mind, I will 

explain the importance of behavioral intervention for them. 
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2.1.1 Behavioral problems of children with ADHD 

It is challenging to define what behavioral problems are and what are not because all children 

exhibit inappropriate behavior from time to time. According to Woolfolk et al. (2008), what 

separates behavioral problems from time-to-time inappropriate behavior is that behavioral 

problems deviate so much from the norm that they interfere with the child’s own growth and 

development and the lives of others. It is also suggested that problematic behavior is behavior 

that deviates from the discipline of the study environment and decreases the efficiency of 

teachers’ instruction (Sasaya, 2017). In short, behavioral problems of children influence both 

their own learning and development, and classroom management for teachers. 

Although not all children with ADHD have behavioral problems, problematic behavior is one 

of the main comorbidities of ADHD and is often evident in children with ADHD (Hoy et al., 

2008; Kirk et al., 2011). The overactive, impulsive and inattentive nature of children with 

ADHD can lead to their behavioral problems. Especially hyperactive and impulsive 

characteristics of ADHD tends to be predictive offending and aggressive behavior (Schachar 

& Tannock, 2002). Because of their behavioral problems, students with ADHD are often a 

source of disruption in the classroom (Kirk et al., 2011). It is, therefore, rational to approach 

behavioral problems of children with ADHD in order to manage the classroom. 

The behavioral problems of children with ADHD can have multiple negative results for their 

development. The cause of behavioral problems is strongly related to problems in their own 

learning and social participation. Children’s difficulty in maintaining and directing focus and 

attention towards tasks and goals might interfere with their academic achievement and 

learning (Hoy et al., 2008; Kirk et al., 2011). Impulsiveness and inappropriate responses to 

others might lead to difficulty in adjusting to a community and social relationships. For these 

reasons, children with ADHD need special support to manage their behavioral problems. 

Their behavioral problems also influence classroom management, and as a consequence, 

influence other students’ learning. Research proves that problematic behavior of student 

decrease 40% of the time that teacher can focus on giving clear instructions (Karweit, 1989). 

Teachers cannot focus on regular curriculum when there are behavioral problems in the 

classroom. This also means that other students’ learning is disturbed. Therefore, approaching 

problematic behavior of students with ADHD is important for teachers’ classroom 

management and other students’ learning, as well. 
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2.1.2 Behavioral intervention for children with ADHD 

Behavioral problems of children with ADHD are partially caused by their diagnostic 

characteristics, such as overactive, impulsive and inattentive nature. However, environmental 

experiences can counteract the genetic influences on the risk of behavioral problems (Rye, 

2001). One of the ways to change children’s environmental experience is intervention by 

teachers. Intervention is to provide necessary support needed to optimize the children’s 

development (Kirk et al., 2011). For behavioral improvement of children with ADHD and 

their utmost learning and development, behavioral intervention by teachers is crucial. 

According to the guideline published by United States Department of Education (2008), 

behavioral intervention is one of the recommended instructions for children with ADHD, 

along with academic instructions and adjustment of classroom accommodations. 

As behavioral problems interfere with the child’s own learning, intervention for their 

behavior is crucial. Behavioral intervention for children with ADHD should aim to assist 

them learning how to control their behavior and focus during class for their optimal learning 

and academic achievement (Arcia, Frank, Sanchez-LaCay, & Fernáindez, 2000; Kirk et al., 

2011). Behavioral intervention is also crucial for social participation of children with ADHD. 

Behavioral intervention for children with ADHD should display socially appropriate behavior 

for equal participation in class and pupil groups (Arcia et al., 2000; Kirk et al., 2011). 

Behavioral intervention is needed by children with ADHD not only for their own learning, 

development and social participation, but also for teachers’ classroom management. If 

teachers manage to reduce behavioral problems during class, they can focus more on regular 

curriculum. Behavioral intervention also avoids negative interactions between students with 

behavioral problems and other students by teaching socially appropriate behavior. In other 

words, behavioral intervention organizes classroom environment in order to maximize the 

learning for the entire class (Arcia et al., 2000). 

Behavioral intervention for children with ADHD has a lot of benefits, but conducting it is 

often very difficult and challenging for teachers. Some approaches to students’ behavior 

might have negative effects on their behavior if it is used improperly (Sasaya, 2017). 

Therefore, the behavioral intervention would be one of the most difficult tasks for teachers 

(Sasaya, 2017).  It takes time to change children’s attitude and behavior, as well (Maag, 

2001). Even if the students’ behavioral problems have reduced temporarily at the settings, it 
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does not necessarily mean that their attitude and behavior have changed in the long run. For 

these reasons, more research on behavioral intervention for children with ADHD is crucial in 

the educational field.  

2.2 Behaviorism 

Even though the diagnostic nature of children with ADHD partially causes their behavioral 

problems, it is important to minimize and prevent their behavioral problems by behavioral 

intervention. Behaviorism is one of the theoretical frameworks that support this way of 

thinking. The behavioristic perspective on behavior is that behavior is learned through what 

happens in the environment around the learner (Cline & Frederickson, 2009; Hoy et al., 

2008). People have consistent behavioral patterns caused by particular responses from the 

environment around the learner. Since the environment influences behavior, behavior can be 

changed by changing environmental factors and the way people interact with the learner 

(Cline & Frederickson, 2009; Hoy et al., 2008). 

Behaviorism also stands on the position that the human mind can be explained by the 

relationship between the response from the immediate environment and behavior (B. Skinner, 

1938). B. F. Skinner, known as one of the significant founders of behaviorism, tried to 

explain human behavior by recording environmental stimuli that can be controlled and 

responses to the environmental stimuli that can be observed objectively (B. Skinner, 1938; B. 

F. Skinner, 1953). Behaviorism focuses on scientifically observable behavior and aims to 

assess and research educational ways objectively. In the educational field, therefore, 

behaviorism makes it possible to assess and adjust teachers’ instructions by analyzing 

students’ behavior as a response to the teachers’ instruction (Watanabe, 2012). For this 

reason, behaviorism uses objective methodology such as observation (Saitoh, 2009). 

The reason why behaviorism approach may be used as a framework to understand and 

change challenging behavior in the classroom is its focus on environmental factors. 

Behaviorism tries to approach behavioral problems of children by changing the environment 

conditioning (Watson, 1919). This notion gives the possibility for teachers to modify a 

child’s behavior. Behaviorism’s focus on the effect of environmental factors also affirm 

human’s life-long learning of behavior, because people continuously learn and change their 

behavior by encountering new situations. Behaviorism sees behavior of children as 

changeable with modification of the educational environment and support from teachers, 
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instead of depending fully on genetic and biological explanation (B. F. Skinner, 1953). For 

these reasons, this research focuses on behaviorism as an approach for behavioral problems 

in children. 

2.2.1 Behaviorism and behavioral problems 

Behaviorism understands behavioral problems of children to be affected by the children’s 

unpleasant experiences in the environment and contexts, and their history of responses from 

their environment (Cline & Frederickson, 2009; Hoy et al., 2008). How people around the 

children have interacted with children over time and place affect their behavioral patterns. 

Therefore, if people around the children interact with them in negative way, this might 

encourage their behavioral problems. 

Behaviorism also believes that children might learn problematic behavior which causes 

desirable outcomes, and they generalize their problematic behavior (Cline & Frederickson, 

2009). For example, when children show problematic behavior to escape from tasks that they 

do not want, teachers have tendency to cancel the tasks to terminate their problematic 

behavior, which encourages their usage of problematic behavior makes unpleasant cycle of 

reinforcing and generalizing the behavioral problems to cancel the tasks (Carr, Taylor, & 

Robinson, 1991). Moreover, behavior of children which looked problematic for teachers 

might have purposes, such as gaining attention or answering other students’ expectations 

(Kato & Okubo, 2006). If teachers or other students react to this type of behavior, this might 

play a role of reward for the children who showed the inappropriate behavior. 

2.2.2 Behaviorism and behavioral intervention 

Behaviorism thinks of behavioral problems as influenced and reinforced by responses by the 

child’s social environment. It, however, also means that a healthy and positive environment 

where children grow up can reduce or minimize their behavioral problems (Rye, 2001). 

Therefore, in the classroom settings, the behavioral development and learning of children 

with ADHD depend heavily on how teachers approach the children’s behavioral problems. 

In behaviorism’s view, teachers’ behavioral intervention should focus on the change in 

environmental conditions to help the child unlearn undesirable behavior and learn desirable 

behavior instead (Cline & Frederickson, 2009). The International Classification of 

Functioning, Disability and Health (ICF) also thinks of behavioral intervention from a similar 
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view as behaviorism, by describing intervention as to “seek environmental modification, 

either by eliminating environmental barriers or creating environmental facilitators for 

expanded performance of actions and tasks in daily living” (p.8). 

It is also important to focus on identifying the features of the environment that might 

encourage undesirable behavior (Cline & Frederickson, 2009). Because teachers’ 

instructional interaction with children often affects their behavior (Hirasawa & Fujiwara, 

1996), teachers are required to analyze what kind of effect their intervention and 

communication with children has on their behavior. In addition, the environmental factors 

around the learner, such as peers, might also affect their behavioral problems. By analyzing 

what reinforces children’s behavioral problems, teachers will be able to know how to support 

changing children’s behavior positively (Repp & Karsh, 1994).  

2.3 Skinner’s theoretical models 

One of the most influential psychologist in the field of behaviorism is B.F. Skinner (1938, 

1953, 1969). He invented and developed many theoretical concepts and approaches to 

behavior (Saitoh, 2009). This section introduces some of his theoretical models related to the 

research, and describes behavioral interventions for children with ADHD, based on the 

theoretical models. 

2.3.1 Reinforcement and Punishment 

B. F. Skinner (1938, 1953, 1969) developed several momentous theories on human behavior 

(Hoy et al., 2008; Kirk et al., 2011). One of his theoretical approaches to human behavior is 

the concept of operant conditioning; a learning process in which people’s voluntary behavior 

increase or decrease by environmental influences before and after the response (1938, 1953, 

1969). Strategies to manage behavior based on the operant conditioning are divided into 

reinforcement and punishment (B. F. Skinner, 1953). Reinforcement is a strategy to increase 

frequency or duration of desirable behavior, while punishment is a strategy to decrease or 

suppress undesirable behavior (Hoy et al., 2008). 

Both reinforcement and punishment have two subtypes (Cline & Frederickson, 2009; Hoy et 

al., 2008) as illustrated in Table 1. Reinforcement includes positive reinforcement and 

negative reinforcement (Cline & Frederickson, 2009; Hoy et al., 2008). Positive 
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reinforcement is to strengthen behavior by presenting a desirable stimulus, while negative 

reinforcement is to strengthen behavior by removing an unpleasant stimulus when the 

behavior occurs (Hoy et al., 2008). Punishment also includes positive punishment and 

negative punishment (Hoy et al., 2008). Positive punishment aims to decrease the occurrence 

of behavior by presenting an unpleasant stimulus, while negative punishment is to decrease 

the occurrence of a behavior by removing a pleasant stimulus (Hoy et al., 2008). 

Table 1: Types of reinforcement and punishment 

 

Many educators and psychologists assert educational intervention for children with ADHD 

should use reinforcement rather than punishment (Kirk et al., 2011). This is because 

reinforcement produces the changes in attitudes that will shape a student’s behavior in the 

long run (U.S. Department of Education, 2008). It is recommended that the behavioral 

interventions should be viewed as an opportunity of teaching rather than an opportunity of 

punishing (U.S. Department of Education, 2008). Even when children with ADHD 

misbehave, teachers should think about replacement behaviors that is socially acceptable, 

rather than evaluating and punishing inappropriate behavior (Muramoto & Sonoyama, 2008; 

U.S. Department of Education, 2008). 

However, reinforcement is not popular among teachers (Maag, 2001). One of the reasons is 

that reinforcement is time-consuming and requires a lot of effort from the teachers (Maag, 

2001). This is because positive intervention aims to approach students’ behavior in the long 

run but does not always affect students’ behavior immediately. It is also argued that using 

only reinforcement is not effective to keep children’s behavior appropriate, and it is, in fact, 

more effective to use reinforcement partially (Saitoh, 2009). 

Punishment, is widely accepted by teachers because it is seen as connected to school 

discipline and classroom control (Maag, 2001). Punishment is highly effective to reduce 

behavioral problems immediately (Muramoto & Sonoyama, 2008). This is because it can 

 Presenting Removing 

Desirable stimulus Positive Reinforcement 

(presenting desirable stimulus) 

Negative Punishment 

(removing desirable stimulus) 

Undesirable stimulus Positive Punishment 

(presenting undesirable stimulus) 

Negative Reinforcement 

(removing undesirable stimulus) 
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produce a rapid suppression in students’ inappropriate behavior (Maag, 2001). This 

immediateness of punishment makes it possible to be administered quickly and easily, and 

teachers find them desirable to control classroom disruptive behavior (Maag, 2001). The 

immediate nature of punishment also makes it possible to terminate unpleasant behavior in 

the classroom, especially in the case that teachers can remove aversion of a child from the 

classroom, such as getting the child to leave the classroom for a while (Maag, 2001). 

Even though punishment may immediately change the behavior of children, it rarely changes 

the attitude of children (U.S. Department of Education, 2008). Students will not be willing to 

show socially acceptable behaviors by suppression. It is also pointed out that the 

effectiveness of punishment to modify behavioral problems is temporary (U.S. Department of 

Education, 2008). Research also shows that more emotional and aggressive behavior came up 

after conducting punishment for children (Baldwin & Baldwin, 2001). Furthermore, 

punishment may only teach children what not to do, and does not teach what behavior is 

appropriate and how to control their behavior (Maag, 2001). Finally, there is an ethical 

problem of using punishment since the strategy often causes agony for the children 

(Muramoto & Sonoyama, 2008). 

It is important to remember that different things are experienced as reward or punishment by 

different pupils (Cline & Frederickson, 2009). For example, so-called punishment that 

removes students with ADHD from the classroom might let students avoid unpleasant tasks 

(Maag, 2001). In this case, punishment actually works as reinforcement for the student. On 

the other hand, giving extra time to use the computer to students who are not interested in the 

computer does not work as a reward for the students. Researchers needs to observe effects 

and results of interventions carefully to avoid mixing up reward and punishment (Cline & 

Frederickson, 2009). 

2.3.2 Reinforcement strategies 

In the last section, the positive and negative aspects of both reinforcement and punishment 

strategies are discussed. Even though there are different opinions for each type of strategy, it 

is worthy to refer specific examples of each type of teaching strategy in order to understand 

what reinforcement and punishment strategies are like. It is also helpful to explain how they 

are recommended to be used in order to compare with the actual practices of the teachers in 

this research. This section firstly explains reinforcement strategies for behavioral 
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improvement of children and the usage of them that is recommended by some educators and 

psychologists. 

One of the most effective and significant positive reinforcement strategies is verbal praise 

(U.S. Department of Education, 2008). This strategy is to give praise to students when they 

begin and complete an activity to reinforce desirable behavior (U.S. Department of 

Education, 2008). Verbal praise has a base on “praise rather than punishment” (U.S. 

Department of Education, 2008), therefore, teachers are required to look for a behavior to 

praise rather than finding behavior to punish. It is recommended to define appropriate 

behavior when teachers praise students (U.S. Department of Education, 2008), although 

research found that teachers tend not to clearly specify desirable behavior when they praise 

children with ADHD (Arcia et al., 2000). Research also shows children with ADHD prefer 

small immediate over larger delayed rewards (van Meel, Heslenfeld, Oosterlaan, Luman, & 

Sergeant, 2011), and children with ADHD often forget things and get easily distracted 

because of their inattentive nature. Taking these factors into account, it is important for 

teachers of children with ADHD to give praise to them as immediately and frequently as 

possible (DuPaul, Gormley, & Laracy, 2014). Their praise words should also be variable so 

that children with ADHD will not get bored and the praise does not lose value. 

Another reinforcement strategy is behavioral contract. Behavioral contract is to identify 

behavioral goals for children and make rules according to the goals (Kirk et al., 2011). 

Children with ADHD may easily forget the behavioral rules and may feel difficulty in 

organizing their behavior because of their inattentiveness. Therefore, DuPaul et al. (2011, 

2014) suggest that teachers should explain classroom rules clearly in the beginning and 

review them frequently through the year. In case of an individual behavioral contract for 

children with ADHD, it is also important that the contract is directed by the student for their 

self-management and set realistic goals not to discourage the children (Kirk et al., 2011; 

Maag, 2001). 

A token economy system is also one of the reinforcement strategies. In this strategy, teachers 

give certain kinds of tokens for appropriate behavior to students and exchange the earned 

tokens with some rewards (DuPaul et al., 2014; Hoy et al., 2008; Kirk et al., 2011). Examples 

of tokens are stickers and points, and those tokens will be exchanged with some kinds of 

rewards, such as getting priority to choose next activity or extra time at a computer. While 

teachers tend to think token economy systems are not effective (Arcia et al., 2000), some 
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researchers show that the system is effective to increase socially desirable behavior of 

children (DuPaul et al., 2014; van Meel et al., 2011). Children with ADHD also tend to show 

a stronger tendency to seek rewards (van Meel et al., 2011). Although research shows that 

teachers typically use the token economy in a random manner, it is important to use the 

strategy systematically and coherently to increase its effectiveness (Arcia et al., 2000). It is 

also important that the strategy is applied to all students in the classroom, in order to ensure 

children’s equal participation that enhance the value of the rewards. 

2.3.3 Punishment strategies 

In addition to reinforcement strategies, there are also some examples of punishment strategies 

for behavioral problems of children shown by some educators and psychologists. This section 

will explain the definitions and characteristics of each teaching strategy and the way they are 

recommended to be used in this section. 

Time-out is one of the punishment strategies used to decrease behavioral problems in children 

with ADHD. Time-out is a strategy to send students, who have violated classroom rules with 

disruptive behavior, to a separate part of the classroom, in a place nearby the teacher or 

outside of the classroom for a short period (DuPaul, Weyandt, & Janusis, 2011; Kirk et al., 

2011). When children with ADHD become hyperactive, they need time to settle down and 

regain control of themselves. They can come back from the separated place when they feel 

they are ready to focus on the class. However, it should be taken into consideration that the 

entire class should be cooperative (DuPaul et al., 2011), otherwise both children with ADHD 

and other pupils feel unfairly treated. The cooperative characteristics of the class during time-

out is also important to avoid children with ADHD to get “reward” of attention from their 

peers, which means the peers might praise the child as someone they look up to, like a cool 

rebel. It is also recommended to cooperate with supporting teachers when using the time-out 

strategy. This is called “Think-Time strategy” (Kirk et al., 2011), and the support teachers are 

supposed to assist children in the separated space to review inappropriate behavior and what 

they need to do when returning to the classroom. 

An economy system, which was introduced above as a reinforcement strategy, might also 

have a style of punishment strategy. Token economy system that focus on decreasing 

disruptive and off-task behavior is called “response cost” (DuPaul et al., 2014). In this 

system, students not only gain rewards when they had desirable behavior, but also lose the 
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rewards for inappropriate behavior or unaccomplished goals. Writing down names of the 

students who misbehaved on the board is one of the negative approaches of token economy 

system. Students whose names were written on the board will get some sort of punishment, 

such as losing privileges and having disadvantages in future activities. 

In some research papers, it was also recommended to selectively ignore inappropriate 

behavior, which is a negative punishment strategy because the attention from the teacher is 

removed (U.S. Department of Education, 2008). The strategy, selectively ignoring, is 

especially effective when children’s behavior is unintentional, unlikely to recur or intended 

only to gain the attention from teachers or their classmates (U.S. Department of Education, 

2008). As long as their behavior does not disrupt the classroom or interfere with the learning 

of their classmates, teachers can selectively ignore their inappropriate behavior. In this way, 

students with ADHD would focus on other more intense behavioral problems and 

intervention for these behavioral problems would gain more value. 

Behavioral contract is introduced above as a reinforcement strategy, but it can also be used 

as a punishment strategy. When teachers and children with ADHD identify behavioral goals 

and rules, they might focus on decreasing inappropriate behavior instead of increasing 

appropriate behavior. In this punishment approach with behavioral contract, self-monitoring 

of behavior by the children themselves also will focus on decreasing socially inappropriate 

behavior rather than increasing ideal behavior. Self-management and self-monitoring that try 

to control inappropriate behavior is effective for children with ADHD to see themselves as in 

control over their behavioral problems (Hoy et al., 2008). 

2.3.4 Historical tendencies of reinforcement and punishment 

Some past research shows that punishment had historically been used for the behavioral 

problems of students with SEN (Foxx & Bechtel, 1983; Iwata & Bailey, 1974; Simmons III 

& Lovaas, 1969). However, from the 1980s, the trend that teachers should try to make 

students behave appropriately and spontaneously instead of punishing inappropriate behavior 

has been seen in Western society (Muramoto & Sonoyama, 2008; Sasaya, 2017). Instead of 

forcing to stop behavioral problems, letting children learn appropriate behavior to avoid other 

behavioral problems became a trend for classroom management. There are a lot of programs 

and educational efforts based on reinforcement, such as the Positive Behavioral Intervention 

and Support (PBIS) (Kirk et al., 2011). Research also shows that teachers who succeed in 
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classroom management follows up children with behavioral problems and remind the 

children of the classroom rules instead of scolding and stopping the problematic behavior 

immediately (Emmer, Evertson, & Anderson, 1980). 

On the other hand, some psychologists and specialists in the educational field in Japan show 

that Japanese schools has historically systemized “appropriate behavior” and behavior that 

deviates from systemized appropriate behavior has been seen as behavior that should be 

stopped immediately by punishment and scolding (Kishino & Muto, 2005; Sasaya, 2017). 

Especially for children with special educational needs who often show behavioral problems, 

punishment has been used more than reinforcement (Kishino & Muto, 2005; Muramoto & 

Sonoyama, 2008). Furthermore, another research in Japan shows that both Japanese teachers 

and students under teacher training lack skills to understand students’ behavior from the 

perspective of operant conditioning (Watanabe, 2012). This implies that operant conditioning 

is not well known instructional framework in the Japanese educational field. 

2.3.5 Prevention of behavioral problems by making learning 

environment 

In addition to the theory of operant conditioning, Skinner introduced the concept of 

antecedents and consequences, as environmental factors that determine behavior of children 

(1953). Antecedents are environmental influences that precede behavior, while consequences 

are environmental influences that follow behavior (Hoy et al., 2008; B. F. Skinner, 1953). 

Skinner describes that children’s voluntary behavior is determined by both antecedents and 

consequences. This behavior-environment relationship can be modeled as antecedent-

behavior-consequence, or simply A-B-C model (Hoy et al., 2008; Kirk et al., 2011). 

Reinforcement and punishment strategies described above focus on consequences in the A-B-

C model, because both strategies are teachers’ response to children’s behavior that has 

already occurred. However, it is also important for teachers to prevent behavioral problems of 

students with ADHD, since human behavior is caused not only by consequences but by 

antecedents from the perspective of A-B-C model (Hoy et al., 2008; Kirk et al., 2011; B. F. 

Skinner, 1953). Some researchers agree with this by insisting that behavioral interventions 

for students with ADHD should include perspective of both antecedent and consequence 

(DuPaul et al., 2011). Teachers should firstly observe the environmental circumstances 

surrounding children that might cause their misbehavior (Kirk et al., 2011). Through this 
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careful observation, teachers can adjust and structure the environment so that they can 

minimize misbehaviors of children (Kirk et al., 2011).  

One of the examples of making a learning environment to prevent behavioral problems of 

students with ADHD is physical adjustment of the classroom and resources that they use. 

Teachers may want to remove destructive stimuli that interfere focus of the students by 

adjusting classroom layout and resources. It is also recommended to use some tools, such as 

timers and pointers, make the tasks visualized and help children with ADHD to track 

teachers’ instruction visually (U.S. Department of Education, 2008). 

Another example that teachers can do for a better learning environment of children with 

ADHD is to offer additional material and information to accomplish tasks, and modified 

content for the task (Hoy et al., 2008). These physical additional offers are also called hurdle 

helping (U.S. Department of Education, 2008). Teachers can prevent students with behavioral 

problems from becoming frustrated with a task and let them control their learning 

environment by using hurdle helping (Hoy et al., 2008). 

2.4 Summary of background 

Individuals with ADHD have inattentive, impulsive and/or hyperactive characteristics. 

Because of these characteristics, problematic behavior is often evident in children with 

ADHD. Their behavioral problems deviate from study discipline and influence both of their 

own learning and development, and classroom management of teachers. Therefore, teachers’ 

approach towards problematic behavior of students with ADHD is important. 

Although behavioral problems of children with ADHD are partially caused by their genetic 

characteristics, behavioral intervention counteracts the genetic influences on behavioral 

problems. For behavioral improvement of children with ADHD, behavioral intervention by 

teachers is crucial. Conducting behavioral intervention is, however, often very difficult and 

challenging for teachers. Therefore, more research on behavioral intervention for children 

with ADHD is crucial in the educational field. 

One of the theoretical frameworks that support effectiveness of behavioral intervention on 

minimizing and preventing behavioral problems of children with ADHD is behaviorism. 

Behaviorism argues that human behavior is learned through what happens in the environment 

around the learner. Since environment determines behavior, behavior can also be changed by 
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changing the way people interact with children. This notion gives significant possibility to 

teachers’ instructions and affirms life-long learning of behavior of children with ADHD. 

Behaviorism thinks that behavioral problems of children are influenced by the children’s 

unpleasant experiences in the environment, or desirable outcomes of their problematic 

behavior. This also means that positive environment can decrease their behavioral problems. 

Therefore, the behavioral development and learning of children with ADHD depend on how 

teachers approach the children’s behavioral problems in the classroom settings. It is also 

important to analyze the features of the environment that might encourage undesirable 

behavior in order to know how to support changing children’s behavior positively.  

B. F. Skinner (1938, 1953, 1969) developed the concept of operant conditioning. In this 

concept, strategies to manage behaviors are divided into reinforcement and punishment. Both 

reinforcement and punishment have advantages and disadvantages. The focus of this research 

is on the concept of reinforcement and punishment strategies that teachers use for behavioral 

problems of students with ADHD. However, it is also important to bear in mind that 

prevention of behavioral problems by adapting the learning environment for students with 

ADHD is important, because children’s behavior is also determined by preceding influences 

in the environment around the children. 
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3 Research Methodology 

For this research, qualitative approach is used. Qualitative research is a research approach to 

describe and interpret subjects and to understand phenomena in real-world and context-

specific settings (Biddle & Anderson, 1986; Golafshani, 2003). The reason of using 

qualitative approach in this research is because this research investigates how teachers 

instruct children with ADHD to meet their behavioral problems in regular classrooms. 

In this research, observation is used as the main research method. Observation is to obtain 

data by watching the participants without altering or manipulating the natural environment 

experienced by the participants (Gay, Mills, & Airasian, 2009). There are several reasons 

why observation was chosen for this research. 

Firstly, observation is most suitable for this research, because this method is in line with 

behaviorism. As discussed in Chapter 2, behaviorism sees human behavior as an observable 

phenomenon. Human behavior can be objectively analyzed and explained, unlike the human 

mind, by recording environmental stimuli and human reactions to the stimuli objectively. 

Therefore, objective methodology, including observation, is an ideal research methodology to 

assess educational instructions by teachers by analyzing their and their students’ behavior. 

Secondly, observational methods can avoid the inaccuracy and bias of self-report data (Gall, 

Borg, & Gall, 1996). Observation lets researchers get more objective information compared 

with teachers’ self-reported information (Gay et al., 2009). Therefore, observational study 

makes it possible to investigate teachers’ actual instructions for children with ADHD without 

their subjective bias. 

Moreover, teachers are not required to possess any knowledge of behavioral intervention in 

observation. This is because the phenomenon and behavior can be fully described with the 

knowledge of the researchers and several sources in observation research (Gall et al., 1996). 

There is a big possibility that teachers do not know what kind of strategies they use to instruct 

children with ADHD, and what kind of theoretical models there are behind those strategies, 

even though they actually use their own educational strategies through their career as a 

teacher. In this case, observation makes it possible to investigate and describe teachers’ actual 

educational strategies objectively without teachers’ knowledge about behavioral intervention. 
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Finally, observation in qualitative research makes it possible for researchers to widen their 

focus to include context (Gall et al., 1996). Observation lets researchers observe contexts and 

circumstances around students and teachers when the behavior and reactions occurred. 

Therefore, not only teaching strategies, but also other contexts that might affect these 

strategies, such as communication with other students and the placement of the student, could 

be described. 

This study also used a small questionnaire to compliment the findings by observation. The 

questionnaire was intended to collect basic information about teachers and students with 

ADHD related to the research for better analysis of the observational study. There is some 

basic information that cannot be observed in classroom, such as teachers’ length of service, 

amount of experience teaching children with ADHD, and experience taking courses about 

how to instruct children with ADHD. These kinds of information can affect findings and 

results of this research. Therefore, it was important to collect basic information about 

teachers and students with ADHD by questionnaire for high trustworthiness of this research. 

3.1 Participants 

This research planned to get approximately 5-6 sample cases, considering the research 

period, which was approximately 3 months, and the sampling period, which was planned to 

be 2 weeks per sample. The sample size was set as relatively small in order to describe and 

interpret each case thoroughly, as the goal of sampling in qualitative research is to select 

cases that are information-rich for the purpose of the study (Gall et al., 1996). 

3.1.1 Criteria of samples 

Some criteria for the participants in this research were set for purposeful sampling, which is 

to choose samples that suit the purpose of the study (Golafshani, 2003). The purpose of this 

research is to gain knowledge of how teachers instruct children with ADHD to meet their 

behavioral problems in a regular classroom. In total, four criteria of participants were set in 

order to achieve this purpose of the research as follows; 

1) Samples are teachers in a regular classroom in elementary school. 

2) The classroom contains a child who is diagnosed with ADHD. 

3) The age of the child is between six and nine years old. 

4) Teachers have experienced teaching children with ADHD for at least six months. 
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The main purpose of this research was to find teachers’ educational instruction (for children 

with ADHD) in regular classrooms. Therefore, direct samples are teachers in regular 

classrooms, while students with ADHD are indirect samples. Also, the reason why this 

research should be conducted in regular classrooms is that more and more students with 

ADHD have started to learn in regular classrooms in Japan these past ten years and thus 

information regarding teachers’ management of regular classroom including students with 

ADHD, is needed. 

The condition that the classroom has a student with ADHD is important since the research 

investigates teachers’ educational instructions for children with ADHD. Teachers sometimes 

notice there is a possibility a student has ADHD in some students even though they are not 

diagnosed. However, those cases should be excluded from this research to avoid confusion 

and validity of the research.  

Elementary school starts at the age of six, and the first half period in elementary school is 

until nine years old in Japan. The reason why this research focus on the younger children in 

elementary school is that the younger children are, the higher possibility there are that they 

have symptoms of ADHD, as research by MEXT (2012) shows. In addition, behavioral 

problems of children with ADHD often become obvious around this age because the 

environment changes from kindergarten to elementary school and they are not used to it. 

School life might be more challenging for students with ADHD in earlier grades in 

elementary school, and it is also difficult for teachers to manage classrooms including 

students with ADHD in this age. Furthermore, behavioral intervention at an early stage is 

called for so that preventive intervention can take place (Landrum, Tankersley, & Kauffman, 

2003). For these reasons, more research about educational instructions for students with 

ADHD in lower grades are needed. 

The academic year in Japan starts from April and the data collection of this research was 

conducted from October. Therefore, this condition is equal to that the samples (teachers) have 

continuously taught their current class at least from the beginning of the school year. If 

teachers have less than six months experience, they might be still struggling to find their 

teaching methods and their teaching strategies might not be stable. Therefore, teachers with 

less than six months teaching experience should not be included for stability and validity of 

the research.  
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3.1.2 Procedure for recruitment of participants 

The researcher firstly contacted some municipal boards of education in Japan to ask for 

conduction of research and information about elementary schools in their municipalities. But 

the municipal boards suggested to contact each school personally since the researcher 

belonged to Norwegian educational institution, not Japanese one. Usually the request for 

participation of educational research is done by university or department in Japan. Therefore, 

this case where a researcher belongs to foreign educational institution and requests 

conduction of research by herself was a rare case and the researcher had to contact each 

elementary school personally. 

The researcher called or sent messages to public elementary schools, as first contacts, to 

request participation in the research. The list of public elementary schools in a municipality 

were used for the first contacts to the schools. The list was in alphabetic order and the 

researcher contacted the schools from the top of the list. The criteria of participants described 

above were mentioned when the schools were asked for participation in this research. 

The researcher got some opportunities to meet the headmasters of the schools and explain my 

research face-to-face after the first contacts on mail and telephone call. An information letter 

was brought to this first meetings. The information letter contained the purpose the research, 

the summary of the research and the ethical issues that the research would deal with, as in 

Appendix A and Appendix B. The overview of the research was explained and how the 

research should be conducted were discussed with the headmaster. Out of around 40 schools, 

three public elementary schools had suitable teachers for the criteria and accepted to 

participate in this research, and from these three schools, seven sample cases were observed. 

There were several reasons why other schools did not accept the conduction of the research. 

Many of them were that the schools did not have teachers or classroom that suit the criteria of 

sampling written above. The samples that are required in this research is very specific and 

therefore, the number of possible participants were not so many. There were also many 

schools which cared about privacy issues. The ways to treat personal information and 

confidentially were explained, but schools have responsibility on security of students and 

their home, so they did not want to take a risk. Some schools at a municipality rejected the 

research because they got a privacy problem previously where a real student’s name was 

written in a research paper by mistake.  
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3.2 Preparation 

In order for effective research, developing sound plans and preparations before conduction of 

the research is required (Gall et al., 1996). Therefore, full effort was used in the preparation 

of this research. As the research used two research methods, questionnaire and observation, 

the preparation was needed for both of them. 

3.2.1 Questionnaire 

The questionnaire included three basic questions and four major questions regarding teaching 

experience of teachers, as partially illustrated in Figure 1. The three basic questions were the 

teacher’s age, the teacher’s length of work and the grade of the class. The four questions 

about teaching experience were how long they had been teaching in the current class, 

previous teaching experience to children with ADHD, experience getting guidance to teach 

children with ADHD and specific behavior of children with ADHD that they care mostly 

about. See Appendix C and Appendix D for more details of the questionnaire. 

 

Figure 1: Partial sample of questionnaire 
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These questions were intended to make the conduction of observation complement 

information from the observation during data analysis. After the questionnaire got 

supervision from the supervisor of this research, the sample questionnaire was sent to 

Norwegian Centre for Research Data (NSD). After the sample questionnaire was officially 

accepted by NSD, it was translated to Japanese, as shown in Appendix D. 

3.2.2 Observation 

Hand writing notes were chosen rather than taking notes with a lap-top computer, video-

taping, and microphone recording, because taking notes on digital devices might distract 

participants in a classroom setting (Gall et al., 1996). Sheets to write notes were prepared in 

advance, as the example is shown in Figure 2. Its size was small enough to put in the pocket 

so that the observer could walk around and communicate with students in the class freely 

while being able to record whenever behavioral deviations of children with ADHD and the 

teachers’ intervention for them were observed. 

 

Figure 2: Example of observation sheets for taking notes 
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The sheets for taking notes were separated in three spaces for “behavioral problems of a 

student with ADHD”, “teacher’s intervention to the behavioral problems” and “how behavior 

of the student changed”, as illustrated in Figure 2. The recording sheet were prepared in this 

way to know how teachers approach behavioral problems of children with ADHD and what 

kind of effect the approach has for the behavior of children with ADHD. On the other hand, 

teachers’ intervention was not separated into behaviorism’s four categories; positive and 

negative reinforcement, positive and negative punishment from the start. This is due to 

certain teachers’ interventions that cannot be categorized into these categories. 

These detailed notes were written after the data collection was conducted. Only quick notes 

were taken at the classroom settings, in accordance with the three separated observation 

points. This will be explained in the next section. 

3.3 Data collection 

The data that will be described and discussed in the following chapters was collected in the 

three phases; pre-observational meetings with the teachers, the questionnaire for the teachers 

and the observation in the classrooms. Data collected in each phase complemented each other 

and developed understanding of the teachers’ practices more deeply. 

3.3.1 Pre-observational meeting 

Before starting the research, a small meeting with each teacher was set. We discussed how to 

conduct the research and what kind of observer role the observer should have during data 

collection in order to know how much the observer should participate in the classroom and 

how the observer should introduce herself to the pupils. Some information about the 

classroom and students with ADHD were also provided during the meeting. The teachers 

informed what the main behavioral problems of the student were, and what the classroom 

looked like as a whole. In some cases, head teachers attended the meeting and gave 

information about how the entire school approach special needs education. A questionnaire 

was handed out on paper to the teachers in this meeting and was written and collected by 

hand 
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3.3.2 Questionnaire 

The Japanese version of questionnaire (Appendix D) were brought to the preceding meeting 

so that teachers can answer questions by the first day of observation and provide some 

information before the observation was started. In some cases where several teachers were 

observed in one school, the school leader was asked to hand out the questionnaire to the 

teachers who would be observed. 

The questionnaire was handed out before the observation started and the teachers were not 

asked to answer right at the place. As a consequence, teachers had time to think about the 

questions and to answer them. This way was chosen because their immediateness of response 

was not required. More emphasis was put on their consideration about behavior of children 

with ADHD, which might take time to remember or to structure to explain. Also, the main 

research methodology was observation and teachers’ naturalistic practice would be able to be 

observed from the observational study, not from the questionnaire. 

Although the teachers were asked to answer the small questionnaire and submit it by the first 

day of observation, some teachers forgot to answer or submit it, and the questionnaire was 

not collected before observation. However, we had preceding meeting in most cases and the 

teachers at least provided the information about what kind of specific behavioral problems 

the children with ADHD have, before the observation. Most of the teachers answered all 

questions but one teacher skipped several questions. 

The teachers were asked what kind of behavior of the children with ADHD they cared about 

in advance through the questionnaire. The teachers’ answers to the questions enlarged the 

effectiveness of the observation. The answers gave anticipation of when teachers’ 

intervention for behavioral problems of students with ADHD would happen, and their 

behavioral intervention could be recorded as quickly as possible. The answers in the 

questionnaire helped data analysis, as well. The questionnaire included some perspectives 

and experiences of teachers on behavioral problems of students.  
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3.3.3 Observation 

Usually on the first days of each observation, the teachers informed which student was 

diagnosed with ADHD, but there was also a teacher who showed a picture of a student with 

ADHD in the previous meeting. The researcher usually introduced herself to entire class on 

the first day of observation. In some classrooms, the researcher introduced herself as a 

volunteer teacher while in other class the researcher introduced herself as a trainee-teacher, 

depending on what each teacher wanted her to do. The researcher visited some of the 

classrooms before the observation study, or in other classrooms, the researcher attended 

without recording anything for a certain period before the data collection. The research was 

done as such so that both teachers and students would not feel uncomfortable and awkward 

towards the observer and reliable data could be collected. 

The observer role of the researcher was different in different classrooms, depending on the 

teachers’ expectations. In the preceding meeting with teachers, teachers were asked how 

much the researcher should participate in the classrooms during observation. Between the 

two extreme poles of observer role; participant and observer. The researcher mostly played 

the participant-observer role in this research, because many teachers expected the researcher 

to play this role. The participant-observer role is where a researcher observes and interacts 

closely enough with individuals to establish a meaningful identity within their group, but the 

researcher does not engage in core activities (Gall et al., 1996). The researcher interacted 

close enough with individuals in the observed classrooms to make a trustful relationship and 

to observe natural behavior of both children and teachers. However, the researcher did not 

participate in core activities, especially when behavioral problems of children with ADHD 

occurred, so that the researcher herself would not affect the phenomena and behavior. In 

other cases where teachers did not expect the researcher to participate in the class, the 

researcher almost only observed the classes from the backside of the classrooms. 

The researcher visited each classroom for one to two weeks. In some cases, the researcher 

observed from the beginning of the school day until students left the classroom to go home, 

including morning and end-of-the-day meetings, break time, and lunch time. On the other 

hand, some other schools requested the researcher to visit only 2-3 classes per day. In 

addition, there were some exceptional cases and observational days. For instance, one school 

had an open-school day for a day, when parents of students, people from other educational 

institution and others could freely observe classes. Another school had a school festival right 
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after the observation conducted and had irregular curriculums to prepare for the festival for 

the entire observation term of this research. Conditions and situations of each sample case 

will be described later in chapter 4. 

Quick notes were taken when behavioral problems of students with ADHD happened and 

teachers reacted to them during the observation. It was also tried to record teachers’ 

preventive approaches towards behavioral problems of children with ADHD. The biggest 

difficulty was that the researcher was in the classroom all day in many cases and could not 

write detailed notes soon after the phenomena happened. Therefore, abbreviations were used, 

and the researcher tried not to be distracted by other factors in the classroom when notes were 

taken. 

Detailed notes were taken soon after the researcher left the field setting. At some schools 

where only one teacher was observed, the detailed notes were made at the end of the day 

outside of the school. At the other school where several teachers were observed in one day, 

the detailed notes were made after each class at a spare room for teachers. The detailed notes 

were concreted to avoid vague and overgeneralized description since good field notes in 

qualitative research are descriptive and reflective (Gall et al., 1996). 

There was an exceptional case where a school had an open-school day. During the period, the 

researcher was not supposed to take notes so that people around her would not be skeptical 

about the research. Therefore, the researcher took very short notes during short break time 

between classes outside of the classrooms and made detailed notes outside of the school at 

the end of the days. 

The focus of this research was behavioral intervention, and therefore, the researcher did not 

intend to record other types of instruction, such as academic intervention and teachers’ 

communication with other students that does not affect behavior of a student with ADHD. 

Making it clear what will be written in the notes and what will not be written was effective 

since there was not enough time to write detailed notes right after the phenomena happened. 

The teachers were explained that the researcher would not record other types of instructions 

beforehand. By deciding the specific behavior to observe, there is less possibility to overlook 

phenomena or to miss recording them. 
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3.4 Data analysis 

After taking notes during and right after observation, teachers’ intervention to behavioral 

problems of children with ADHD were categorized into four types of operant conditioning: 

positive reinforcement, negative reinforcement, positive punishment and negative 

punishment. The researcher analyzed whether the interventions gave pleasant or unpleasant 

stimuli to the children with ADHD, or reduced pleasant or unpleasant stimuli to them. 

Afterwards, the chart of reinforcement and punishment (Table 1) was used to categorize the 

analyzed interventions into the four categories shown above. 

Secondly, specific intervention techniques for behavioral problems of children with ADHD 

that were categorized into reinforcement and punishment were analyzed. The researcher had 

some knowledge of reinforcement and punishment techniques from the literature review that 

was done before conducting the research. Some of the techniques that the teachers used were 

found during the observation. In this case, the interventions were analyzed by being 

compared with the previous findings or with the recommendation from psychologists and 

professionals in educational fields. However, there were some interventional techniques that 

some teachers used several times but the researcher could not find in papers and books 

searched as literature review in this research. In these cases, the researcher named the 

interventions, described them and discussed them by comparing different practices of 

different teachers and with her educational insights gained from the literature review of other 

strategies. 

And finally, the researcher described and discussed unique cases that are interesting to be 

mentioned from the perspective of reinforcement and punishment. The aim of this research 

was to find how teachers instruct children with ADHD to meet their behavioral problems in 

regular classrooms. The focus was more on how each teacher used reinforcement and 

punishment as behavioral interventions, rather than generalization of teachers’ practices. 

Therefore, it was rational to describe and discuss thoroughly each strategy even though it was 

uncommon and unique. 

It was important to take into consideration that different things are experienced as reward or 

punishment depending on the pupils. As mentioned in chapter 1, so-called punishment might 

be taken as reward for children with ADHD, or reinforcement might not be considered as 

reinforcement in some cases. Therefore, the part “behavior of students with ADHD after an 
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instruction” included in the observation sheet and in the notes helped to sort out the 

interventions into the two categories properly. 

The teachers’ answers in the questionnaire helped data analysis. The questionnaire included 

behavior of the children with ADHD that the teachers currently care about, length of teaching 

in the current class, previous teaching experience to children with ADHD, and experience of 

getting guidance to teach children with ADHD. The researcher could analyze and discuss the 

findings, understanding the focus point of the teachers’ behavioral interventions for children 

with ADHD and the background belief of the interventions. 

3.5 Reliability and Validity 

Reliability is the extent to which results are consistent over time and an accurate 

representation of the entire population, and validity determines whether the research truly 

measures what was intended to measure or how truthful the research results are (Joppe, 

2000). Both terms are originally derived from quantitative research, but it is important to 

ensure them in qualitative research (Golafshani, 2003). 

One of the important ways to secure reliability and validity in an observation study is to 

reduce observer effects. Observer effects mean observer’s negative effect on the validity or 

reliability of the data by presenting in the field-settings (Gall et al., 1996). In order to reduce 

these observer effects on research data, the observer visited some classrooms before the 

observation study, or otherwise stood in the classrooms for a certain period without recording 

anything on the first day of observation. Teachers and students would be more used to the 

presence of an observer in the classroom and reliable data could be collected by doing this. 

However, while the researcher could reduce observer effects to some extent, her presence 

might still affect the classroom setting. Gall et al. (2007) insists that observers should explain 

and analyze reactions of participants to the observer’s presence as a part of the research 

procedure. Therefore, the thesis describes how the presence of the researcher in the classroom 

setting seemed to affect teachers’ and students’ reactions and behavior to some extent in the 

discussion. 

It was also helpful to communicate with and ask some questions to the teachers outside of the 

observation period. Gall et al. (2007) recommends spending prolonged time in the field to 

develop an in-depth understanding of the phenomenon under study. In fact, outside of the 
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decided observational period, the reseracher could get information of teachers’ thoughts on 

education for children with ADHD and their intentions for using some teaching strategies that 

the researcher could not directly observe. This information helped to analyze data more 

deeply and accurately, and consequently, helped to secure validity and reliability of the 

research. 

Contexts and each case’s conditions are explained in detail. While reliability and validity of 

quantitative research depend on the construction of research tools, they are dependent on the 

ability and effort of the researcher in providing rich and thick descriptions in qualitative 

research (Gall et al., 1996; Golafshani, 2003). Contexts that could affect data of this research 

were such as Japanese cultural contexts, legal conditions in Japanese educational field, 

classroom environment, school environment, and students’ conditions. The frequency and 

length of observation, observer roles and basic information about the participants that is 

collected by the questionnaire are also explained as conditions of the research. These factors 

are explained in detail to show full pictures around the phenomenon that was observed. 

Since rich and detailed explanation is important for securing validity and reliability in 

qualitative research, it is also important to present negative aspects of the research. Gall et al. 

(2007) affirms that presenting negative or discrepant information that is counter to the themes 

is important in order to add the credibility of an account. The disadvantages and limitations 

of this research are explained in Chapter 5: discussion part. 

It is recommended to use multiple approaches to assess the accuracy of the findings (Gall et 

al., 1996). In order to analyze and discuss the findings from observation, questionnaire was 

used as another research methodology to compliment observation study. As already 

explained, the questionnaire helped to record teachers’ behavioral intervention as quickly as 

possible during the data collection, and to include the teachers’ intention and their 

background in data analysis. This multiple approach made it possible to complement the 

accuracy of the findings. 

As for reliability, narrowing focus is an important factor. The researcher focused on the 

teachers’ behavioral intervention to their students with ADHD and thus, did not record any 

other types of educational intervention, such as academic intervention and the teachers’ 

behavioral intervention to other students. By limiting the focus of this research, it reduced the 

possibility that the different factors affect the results. 
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3.6 Ethical issues 

According to de Vaus & de Vaus (2013), there are five ethical responsibilities towards 

research participants; voluntary participation, informed consent, no harm, confidentiality and 

privacy. From the perspective of voluntary participation, people should not be forced or 

required to participate in the research because the research handles personal information, 

private views and personal time (De Vaus & de Vaus, 2013). Therefore, the researcher told 

participants in advance that the research is voluntary and can be terminate at any time when 

the participants feel like it without stating any reason. Participants could also choose not to 

fill in the questionnaire without stating any reason. 

As for informed consent, participants must be provided the right to make a choice and to 

access accurate information relating to the research (De Vaus & de Vaus, 2013). This 

research got consent from head-teachers and teachers with written letters. Children with 

ADHD were not the direct participants but indirectly related to the research, so each teacher 

got verbal consent from their parents. The letter was mainly about the purpose of the 

research, how the observation and questionnaire will be conducted, why they were chosen as 

participants (conditions of sampling), and how personal data will be treated. However, too 

disclosed research might influence teachers’ interaction and attitudes towards the children 

and might also influence the behavior of children with ADHD. Therefore, the information 

letter did not include information about the “reinforcement and punishment”. 

Participants are potentially exposed to harm because of the intervention of researchers (De 

Vaus & de Vaus, 2013). Observation itself can distress and embarrass participants and may 

create psychological harm (De Vaus & de Vaus, 2013). The selection of participants itself 

can also harm them because this research is dealing with a sensitive topic. To ensure no harm 

for the teachers and children, the researcher explained the research with extra emphasis on 

that the purpose is not to judge the educational practices they do are right or not, but to find 

how teachers manage regular classroom that include behavioral problems caused by children 

with ADHD. This is a rather positive perspective to their practices. This research respected 

the teachers’ practices in the process of writing this thesis, as well. The parts that teachers 

potentially might be embarrassed or distressed about are explained carefully and without 

specifying whose practices they were. The researcher also tried to create an as intimate 
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relationship as possible with the teachers and schools. The researcher communicated with the 

teachers outside of the observation period to make them feel more relaxed. 

Most obvious way in which participants can be harmed is that the confidentiality of responses 

is not honored (De Vaus & de Vaus, 2013). There are three main reasons for assuring 

confidentiality; for the quality and honesty of responses, for voluntary participation in the 

research, and for the protection of a person’s privacy. The researcher ensured the participants 

that even though the researcher would be able to identify participants, no one else, including 

her supervisor and teachers, would be able to access the defining information of the 

participants. Informed consent, observation notes, and questionnaires were stored separately 

from each other in different files. Instead, the records were given ID numbers to be identified 

which recordings are from which teachers. As for the identification of locality and personal 

information, this thesis does not show name of the teachers, students, class, school and even 

municipality where the research was conducted, and the participants were informed about this 

beforehand. 

Privacy is a base for voluntary participation and confidentiality, and an important factor to 

think about in the ethical field (De Vaus & de Vaus, 2013). Although the researcher promised 

the schools to send a short report about the research, it was emphasized that the researcher 

will not contact the schools and participants for any other reason after the research has 

completed. In addition, qualitative research often needs a particular kind of intimacy between 

researchers and participants in order to find the participants’ lived experience, while the 

settings might be highly private in nature (Gall et al., 1996). Therefore, the researcher tried to 

find a good balance between intimacy between she and the participants and a distance that 

secures the participants’ privacy during observation and informal conversation with them. 

The research notification was sent to NSD to make sure that the research would not violate 

any ethical issues and to gain permission to execute the research. At last, the research became 

officially accepted to be conducted, after the authority checked through the research plans. 

The accepted research notification is in Appendix E. The researcher, however, had a 

discussion with NSD about the informed consent from parents of children with ADHD. The 

researcher originally thought informed consent from both teachers and parents of students 

with ADHD were required. However, most of the schools that the researcher offered to 

participate in this research were hesitant to collect the consent form from parents of the 

students with ADHD. This is because the direct object of the observation study is not 



 36 

students but teachers, and therefore, they thought it is not necessary to ask parents to sign 

informed consent. The researcher asked an opinion about this issue to NSD, and got an 

answer that the consent from their parents is necessary to secure their right to make a choice 

about their children. Since characteristics and behavior of children with ADHD would be 

explained in the research paper, it was important to make sure that the parents have access to 

the information of the research before the conduction. NSD mentioned that the consent from 

parents does not need to be written form and verbal consent is acceptable since the students 

with ADHD are not the focus of this research. For these reasons, the researcher asked the 

schools and teachers who participated in this research to inform about the research to the 

parents of the students with ADHD and get their consent verbally, instead of asking them to 

sign a written consent which potentially could be perceived to be more serious. 
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4 Results 

Many interesting and unique practices of teachers were found by data collection, and the 

findings are explained in this chapter. Firstly, the chapter presents the description of the 

teachers, the students and the classrooms observed to show the overview of the participants 

and the research-settings before describing teachers’ practices. After the description of 

research-settings, reinforcement and punishment strategies used by the teachers are described 

in detail. The chapter ends with the description of the teachers’ environmental strategies to 

prevent behavioral problems of the students with ADHD. 

4.1 Description of samples 

The data was collected from seven teachers in three different public elementary schools. All 

were female except for one male teacher, and their years of teaching experience ranged from 

five to 29 years. The age of the students was between six and nine years old, and they are 

mostly male except for one female student. I have given numbers from 1 to 7 to each teacher 

for protection of personal information. The short summary of each teacher’s information is in 

the Table 2 below. 

Table 2: Information about the seven teachers 
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Most of the information in section 4.1 is collected from the questionnaire and the pre-

observation meetings with each teacher, but some information is from the observation in the 

classroom. Three subjects are described in this section; basic information about each teacher, 

basic information about each student with ADHD in the teachers’ classroom, and how each 

classroom were observed. 

4.1.1 Teacher 1 

Teacher 1 was a female teacher who had worked in several public elementary schools for a 

total of 29 years. She had taught the children with ADHD in her classroom for one and a half 

years when the research was conducted. She also has experience teaching another student 

with ADHD for two years and took a course for special needs education that a municipality 

conducts.  

The student with ADHD in her classroom was female. Her class consisted of eight to nine 

years-old’s students, and the student with ADHD was nine years old when the research was 

conducted. The size of the classroom was approximately 35 students. It is also noteworthy 

that the school was preparing for the upcoming annual school festival and had an irregular 

curriculum. 

The researcher observed the classroom for two weeks. The researcher observed and recorded 

data from the morning until students left the classroom, including morning and end-of-day 

meeting, short breaks, and lunch time. The teacher wanted the researcher to join in the class 

as much as possible. Therefore, the researcher participated in the class most of the time by 

helping other students when they had trouble or questions, by chatting and playing during 

break, and by helping with some other duties such as preparing tools for class.  

4.1.2 Teacher 2 

Teacher 2 was a female teacher who has worked in the elementary school for five years. She 

has taught the child with ADHD in her classroom for one and a half years when the research 

was conducted. She also has experience teaching an eight years old student with ADHD for 

half a year but has never had an education or taken a course toward specializing in ADHD.  
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The student with ADHD in her classroom was male. The classroom consisted of nine to ten 

years-old students, and the student with ADHD was nine years old when the research was 

conducted. The size of the classroom was approximately 25 students. 

The researcher observed the classroom for two weeks. The teacher also wanted the researcher 

to participate in the class as much as possible. The researcher, therefore, observed and 

recorded data from the morning until students left the classroom, including morning and end-

of-day meeting and short breaks. The researcher participated in the class most of the time by 

helping other students when they had trouble or questions, by chatting and playing during 

break, and by helping with some other duties such as preparing tools for class. 

4.1.3 Teacher 3 

Teacher 3 was a male teacher who has worked in public elementary schools for 25 years. He 

has taught the child with ADHD in his classroom for only three months when the research 

was conducted, but he has experience teaching another student with ADHD for 1 year. He 

took several courses for special needs education that the municipality and schools conduct. 

The courses were mostly about characteristics of children with ADHD and what kind of 

difficulties they have. His class was originally managed by another teacher and he is the 

deputy headmaster of the school, but the original teacher got mothers leave which is why he 

took over the class. 

The student with ADHD in his classroom was male. His class was first grade, which 

consisted of six to seven years-old students. The size of the classroom was approximately 30 

students. 

The researcher observed the classroom for two weeks but did not observe for whole days. 

The researcher observed morning and end-of-day meeting, lunch break and several classes. 

This is because the researcher went to some other classrooms for observation in the same 

school. The researcher participated in the class most of the time by helping other students 

when they had trouble or questions, by chatting and playing during break, and by helping 

with some other duties such as preparing tools for class.  
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4.1.4 Teacher 4 

Teacher 4 was a female teacher who has worked in public elementary schools for around 

eight years. She has taught the child with ADHD in her classroom for seven months when the 

research was conducted. She has not taken courses or training to teach students with ADHD, 

but gotten advice from teachers of special classes, which was to give instructions very 

precisely. She also has experience teaching a student with possible ADHD for two years. She 

gets observation and feedback from the headmaster on a regular basis because it is the 

school’s policy. 

The student with ADHD in his classroom was male. His class was second grade, which 

consisted of seven to eight years-old students. The size of the classroom was approximately 

30 students. 

The researcher observed the classroom for 1 week in total but only some classes per day, 

following the observation schedule that the headmaster assigned. The researcher did not 

participate in the class but only observed the class from the back of the classroom. 

4.1.5 Teacher 5 

Teacher 5 was a female teacher who has worked in public elementary schools for eight years. 

She has taught the child with ADHD in her classroom for seven months when the research 

was conducted. She has taken courses and seminars about education for students with ADHD. 

She also has experience teaching another student with possible ADHD for one year. She gets 

observation and feedback from the headmaster on a regular basis because it is the school’s 

policy. 

The student with ADHD in her classroom was male. His class was first grade, which 

consisted of six to seven years-old students. The size of the classroom was approximately 30 

students. 

The researcher observed the classroom for one week in total but only some classes per day, 

following the observation schedule that the headmaster assigned. The researcher did not 

participate in the class that much but mainly observed the class.  
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4.1.6 Teacher 6 

Teacher 6 was a female teacher who has worked in public elementary schools for nine years. 

She has taught the child with ADHD in her classroom for seven months when the research 

was conducted. She also has experience teaching another student with ADHD for one year.  

She has not taken courses or training to teach students with ADHD, but got some advice 

based on research from her colleague who is familiar with students with special educational 

needs. The advice was to understand that the children with ADHD have difficulties both in 

learning and in social life, and to focus on what they can do rather than what they cannot do. 

The teacher especially tried to praise the child with ADHD in front of others if he could do 

something, and to stop problematic behavior no matter what if it went beyond acceptable 

level. She gets observation and feedback from the headmaster on a regular basis because it is 

the school’s policy. 

The student with ADHD in her classroom was male. Her class was second grade and 

consisted of seven to eight years-old students. The size of the classroom was approximately 

30 students. 

The researcher observed the classroom for one week in total but only some classes per day, as 

following the observation schedule that the headmaster assigned. The researcher did not 

participate in the class but only observed the class from the back of the classroom. 

4.1.7 Teacher 7 

Teacher 7 was a female teacher who has worked in the elementary schools for 12 years. She 

is a specialized teacher in music. The reason why her case is mentioned in this research even 

though she is not the main teacher is that some behavioral problems of a student with ADHD 

could be observed during her class, and some of her approach towards the behavioral 

problems could be categorized in reinforcement or punishment. Also, the main teacher was 

not present in the music class, which gives the main teacher’s role to the specialized teacher 

during her class. 

The student with ADHD in her classroom was male. The classroom consisted of nine to ten 

years-old students, and the student with ADHD was nine years old when the research was 

conducted. The size of the classroom was approximately 25 students. The teacher mentioned 
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that she believes children with ADHD are diverse and unique as individuals and approaches 

for them should also be flexible, depending on their situations and characteristics.  

The researcher observed her class 3 times, when the class had her specialized subject. The 

researcher sometimes participated in the class by helping other students when they have 

trouble or questions, but recorded data most of the time. 

4.1.8 Teachers’ perceptions on behavioral problems of students with 

ADHD 

The teachers answered the specific behavioral problems of their students with ADHD that 

they especially care about in the preceding questionnaire. This section summarizes their 

perceptions on behavioral problems of their students with ADHD. This section does not 

mention whose answers they were for the reason of confidentiality and privacy of the 

students.  

The problematic behavior of students with ADHD that the teachers cared about most was 

their impulsiveness. Some of them answered that their students with ADHD often talk, ask 

and answer to the teacher without raising their hands and getting permission to speak. Some 

teachers said it is not only to the teachers but also to other students that the students with 

ADHD start to talk or take action during class. Other teachers said that their students with 

ADHD sometimes stand or walk during the class because of some distraction in the 

classroom. 

Some teachers answered they were especially wary of the problematic behavior of the 

students when they entered their panic or emotional state. The teachers mentioned that their 

students with ADHD sometimes cannot control their anger and they try to harm things 

around them or keep blaming other students. Other teachers pointed out that when the 

students with ADHD get excited, it is difficult for them to mind the class and follow the pace 

of others. 

There were also some teachers who wrote that they were concern about the restless behavior 

of their students with ADHD. Restless behavior is for example not being able to stand or sit 

still during classes. 
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Impulsiveness during class and behavioral problems related to uncontrolled emotion were the 

most mentioned issues. Moreover, there were some more behavioral problems that some of 

the teachers pointed out specifically. One of the teachers mentioned that the student with 

ADHD became demotivated relatively easily when he cannot see tasks as achievable. 

Another teacher mentioned that the teacher’s student with ADHD feel exhausted and start to 

sleep during class even though she does not want to. It was also mentioned that some students 

with ADHD show restless behavior such as not being able to stand or sit still during class. 

4.2 Strategies used by the teachers 

Several educational approaches for children with ADHD were observed during the research. 

Reinforcement strategies used by the teachers in this research focused especially on the 

following: verbal praise, behavioral contract and token economy system. Punishment 

strategies that were most used by the teachers during this research were the following: time-

out, response cost, selectively ignoring, behavioral contract, redoing failed activity, halting 

the lecture and sarcastic questions. Tendencies found in each of the reinforcement and 

punishment strategies and how the teachers used different strategies are described in the 

section 4.3 and 4.4. 

Furthermore, there were also some strategies that could not be categorized in reinforcement 

or punishment, which were the placement of students with ADHD in the classroom, a timer 

as educational tool and other objects to make classes easier for students with ADHD. Those 

strategies are described as environmental strategies in the section 4.5. 

4.3 Reinforcement and Punishment 

During the observation, seven main punishment strategies were observed, comparative to 

three main reinforcement strategies. There were more variations in punishment strategies 

than reinforcement strategies for behavior of students with ADHD. However, most of the 

teachers in this research used reinforcement more often than punishment strategies. 

In addition to this, the reinforcement strategies were especially used individually for children 

with ADHD. Many times that the teachers praised or gave token to students with ADHD for 

their appropriate behavior, they often did so in person. On the other hand, the punishment 

strategies were used mainly by taking advantage of the class. The teachers punished 
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misbehavior of the students with ADHD usually in front of the class or used collective 

responsibility. 

4.4 Use of reinforcement strategies 

In the previous two sections, reinforcement and punishment strategies for behavior of 

students with ADHD found during the observation were described as a whole. In this section, 

each reinforcement strategy found during the observation is explained in detail to show how 

it was used by the teachers. 

4.4.1 Verbal praise 

Verbal praise is the strategy that was used the most by the teachers during this research. In 

fact, almost all teachers used this strategy for the children with ADHD when they showed 

appropriate behavior. 

When the teachers of this research used verbal praise to children with ADHD, they usually 

specified what the appropriate behavior was and why the student with ADHD was praised. 

As an example, teacher 3 specified what the usual behavioral problem of his student with 

ADHD is and how he managed to improve his behavior when the student finally answered 

the question without screaming, saying “you usually speak too loud and get scolded for it, but 

today, you managed to be careful to speak with a low voice, didn’t you?”. 

The teachers also gave verbal praise immediately after their students with ADHD showed 

appropriate behavior, or even during them showing pleasant behavior. For example, teacher 

2’s student with ADHD were sometimes distracted by other things when he was supposed to 

do tasks in technical arts class. But once he started to focus on his tasks, the teacher quickly 

came to him and said “you are great, you are doing (your task) on your own” while he is 

showing proper behavior and before he might start being distracted again. 

The teachers also tried to find as many parts of the student with ADHD to praise as possible. 

For example, when teacher 6’s student with ADHD could not play a keyboard harmonica 

until the end of music, the teacher praised the student for the part that he could play for the 

first time. Teacher 6 also answered on the questionnaire that she tries to find positive points 

of students with ADHD as much as possible and praise them. 
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These were some commonalities between the teachers observed. However, there were 

differences in the way they used verbal praise between the teachers with shorter teaching 

experiences and the teachers with longer teaching experiences. The teachers with shorter 

teaching experiences (teacher 2, teacher 4, teacher 5 and teacher 6) gave simple and basic 

verbal praise. For example, teacher 5 praised her student with ADHD for doing tasks quickly 

by saying “you are so fast!” or “you did a great job!”. Also, when she praised a group of 

students or entire class for ideal behavior, such as preparing for the next class without being 

told by the teacher, she simply said “it is great that you prepared for the next class without 

being told to so”.  

On the other hand, the teachers with longer teaching experiences (teacher 1 and teacher 3) 

gave verbal praise in more unique ways. Teacher 1 often gave verbal reinforcement to a 

certain group of the classroom who showed good behavior so that other students including 

the student with ADHD will follow the group. For example, when students hand out their 

homework to the teacher, the classroom became a bit noisy, and the teacher said, “those who 

submit their homework quietly is very good”. Other students including the student with 

ADHD stopped talking and submitted their homework quietly so that they would also be able 

to get verbal praise. Teacher 3 intentionally praised the student with ADHD in front of the 

entire class when the student overcame his usual behavioral problems. For instance, the 

student is usually slow to prepare for the class compared with others, but when the student 

managed to prepare for the class very quickly, the teacher said “Today, a nice thing 

happened. <The name of the student> prepared for the class very quickly. He was even faster 

than me”.  

4.4.2 Behavioral contract 

The teachers of the research did not use written behavioral contract but made behavioral 

contract verbally with their students with ADHD. The verbal contract contained the 

behavioral goal of the students with ADHD and conditions that they get depending on the 

results of their behavior. In this meaning, this strategy the teachers used can be called 

behavioral contract even though it is in verbal form. 

The teachers made relatively small, short-term and temporary behavioral goal of the students 

with ADHD rather than long-term and consistent behavioral goals. For example, when her 

student with ADHD said “I want to talk (with my friends and teacher) now” during class, 
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teacher 4 suggested “since it is during class, you cannot. How about talking in 30 minutes? Is 

it alright for you?”. The student consent to her suggestion by nodding and kept quiet for rest 

of the class. This kind of contract is once at each situation rather than consistent over time. 

There were some exceptional cases where the same behavioral contract was made several 

times between the teachers and the students with ADHD, but they seemed to be the new 

contracts in new situations, rather than reviewing the previous contract. 

Many of the teachers took confirmation from the students with ADHD or let them consider 

the behavioral goals with the teachers when they used behavioral contract. However, the 

center of the decision of the behavioral contract was still not the students but the teachers. 

Therefore, the procedure of making behavioral contract was not to support the students’ self-

decision and independence but rather to negotiate and convince the students. There were even 

some moments when teachers gave the behavioral condition that the teachers decided for 

their student with ADHD and the student had to follow the contract. 

These are some examples of common usages of behavioral contract among the teachers, but 

the teachers used behavioral contract in different situations. Teacher 2 and teacher 6 usually 

used behavioral contract in the case that their students with ADHD did not have the 

motivation to do something that they were supposed to do. For example, when the student 

with ADHD did not make artwork but started to play with the paper instead, teacher 2 came 

over and said, “if you draw lines here, it is done for today. Would you do that?” to set a 

condition that the student will do his work partially to get a break. When the student with 

ADHD in teacher 6’s class was delayed in his progress of playing keyboard harmonica in the 

music class, and lost his motivation to practice, teacher 6 made a condition for the student, 

such as that he can be done practicing once he is done playing the song four times. 

While teacher 2 and teacher 6 used behavioral contract when their students with ADHD lost 

their motivation to do something, teacher 4 used behavioral contract when her student with 

ADHD entered his panic state. When the student got mad about another student for breaking 

a promise and he ran away from the classroom, the teacher came to him and said, “Can you 

come back to the classroom (small behavioral goal) if I will tell him (the other student) that 

he should not have broken his promise? (the condition that the teacher gave)”. The student 

agreed to the contract that the teacher showed, and came back to the classroom, after a while, 

for the exchange of the promise that the teacher made. 
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4.4.3 Token economy system 

Token economy system was not the most used strategy by the teachers during this research, 

but some teachers used it for the improvement of behavior of students including those with 

ADHD. Among the seven teachers, three of them especially used this strategy.  

As for the usage of token economy, the teachers used it very systematically, as they used it 

every day at the same time in the same way. In teacher 3 and 5’s classroom, students who did 

their homework get a stamp on their everyday notebook as a reward. Teacher 1 went around 

the classroom and gave marks on students’ everyday notebook once the students have written 

down the next day’s schedule and homework. She also gave marks on task sheets of each if 

they practice mathematics at home and pass a small test. This was especially attractive for her 

student with ADHD, who was proud of the number of marks on her sheets and showed it to 

others. 

The teachers also applied this token system to the entire classroom, not only to the children 

with ADHD. In their classroom, everyone had equal opportunities to get tokens for the 

achievement of the same tasks, regardless of having special needs or not. Most of the 

students, including those with ADHD, actively participated in the activities and tasks in order 

to get the tokens as a result. 

However, the classrooms did not prepare the big token for the collected small tokens. The 

token system in these classrooms were only to keep getting small tokens and did not have the 

prepared systems to give big tokens as a result of getting certain amounts of small tokens. 

Therefore, the reward that students including those with ADHD could get was feeling of 

achievement of each small token. 

4.5 Use of punishment strategies 

Same as the reinforcement strategies, each punishment strategy found during the observation 

is described thoroughly in this section. In order to ensure no harm for the teachers, some 

practices are explained without specifying whose practices thy were. 
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4.5.1 Time-out 

Time-out was not the strategy that many teachers used, but some of the teachers used or tried 

to use this strategy a lot. Some teachers answered on the questionnaire and informal 

conversation during the observation that they often use time-out for the behavioral problems 

of the student with ADHD. Another teacher had classroom contract in which all students face 

the possibility going to the time-out zone if they misbehave, as the teacher said during 

observation “you knew that you would have to go here (time-out zone) if you did something 

bad”.  

The teachers used time-out for the different behavioral problems of the children with ADHD 

and for different purposes. Some teachers suggested to go to separated places whenever their 

student with ADHD got upset and his emotion and aggression might become a danger in the 

classroom. Teacher 2’s intention to send the student to a separate space was to give him time 

and space to calm down, as she said, “let’s go outside of the classroom so that you can calm 

down”, several times during the observation when her student with ADHD got upset. Teacher 

7 also suggested her student with ADHD to go to a separate space when he showed his 

aggressive emotions. For instance, when the student ADHD got into his panic state and he 

himself might become a danger in the classroom, teacher 7 gave a condition, “If you cannot 

calm down, will you go to the main teacher’s office?”. In both cases, the student kept coping 

with his emotional and behavioral problems for a while but finally settled down. 

While teacher 2 and teacher 7 used time-out to let the student calm down, another teacher 

used the strategy as an “ultimate strategy” to terminate the misbehavior of her student with 

ADHD. She sent the student to the time-out zone only after she pointed out several 

behavioral problems of the student. She said that she would send the student to the time-out 

zone if the student would show behavioral problems one more time. The student’s 

problematic behavior was such as laughing loud or joking around during class, which are not 

so harmful for other students. When the student with ADHD did not stop his problematic 

behavior even after the final warning, the teacher sent the student to time-out zone. 

Furthermore, there were some practices in which some teachers told their students to go out 

of the classroom in a harsh way regardless of the students’ intention. In almost all the cases 

where the teachers suggested time-out to their student with ADHD, the students rejected to 

go to the time-out zone. The teachers, however, kept telling the students that they needed 
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time and space to settle down. One of the teachers also answered in the questionnaire that 

“whenever I judge that the student with ADHD makes trouble for the other students, I 

consistently tell the student to go to a separate space until the student calms down regardless 

of the students’ wish”. 

As for the placement of the time-out zone, one of the teachers placed it right outside of the 

front door. Therefore, the student was standing at the hallway where only the teacher can see. 

Because of this location, other students did not influence the student’s behavior during time-

out by for example making fun of the student or giving the student attention. The teacher 

opened the door so that the student could listen to the class during time-out. 

It was when the class got to a certain phase that one teacher let the student with ADHD come 

back to the class. The teacher assigned other tasks to other students, and then came to the 

student with ADHD who was standing at the time-out zone to talk with. The teacher 

explained to the student personally why the teacher sent the student there, and let the student 

go back to the student’s own seat, saying “do not come here again”.  

4.5.2 Response cost 

Response cost is one of the least used strategies during this research. One of the teachers, 

however, used response cost more than the token economy system, which is interesting to 

mention. The teacher used typical response cost system for students’ misbehavior during 

classes. If students misbehave and interrupt classroom management, the students get a point. 

When they reached three points total in a class, the students must leave the classroom.  

All the students in the class, including the one with ADHD, understood the system, which 

implies that the teacher had used this strategy several times previously in the class. The usage 

of this strategy was also shared with other teachers of specialized subject and used in the 

class even when this main teacher was absent. However, the strategy was used in a random 

manner during observation since the teacher used this strategy only sometimes and there was 

no consistency in the timing when she used this strategy for behavioral problems of students. 
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4.5.3 Selectively ignoring 

Some of the teachers in this research selectively ignored behavioral problems of children with 

ADHD to avoid intensifying their behavioral problems. One of the teacher used this strategy 

a lot when the student with ADHD started to speak out during classes without raising his 

hand or getting permission from the teacher. For instance, when the teacher asked for the 

answer of a math problem to the class and the student said “I know it! It is really easy!” out 

loud, while other students raised their hands to wait for the teacher’s permission to answer. 

The teacher ignored the student with ADHD and gave permission to another student to 

answer. Teacher 7 also selectively ignored sometimes when a student with ADHD showed 

relatively small misbehavior. For example, when the class sang together or when teacher 7 

talked, the student with ADHD got angry because of other students’ attitude to him and 

started to make small noise with his recorder or his own voice to show his anger. Teacher 7 

glimpsed the student several times when these behavioral problems occurred but did not give 

attention to him.  

The teachers above used this strategy for different purposes. The first teacher did not give 

attention to the student with ADHD as long as the student did not raise his hand or get 

permission to speak by the teacher. Therefore, the teacher’s purpose of using this strategy 

was to make the student notice that it is needed to raise his hand when the student wants to 

speak. Teacher 7, on the other hand, used this strategy when the behavior of the student with 

ADHD was neither something intense nor influential for classroom management and other 

students. 

In addition to the usage of the strategy, the teachers reacted to behavioral problems of the 

students with ADHD differently after using it. The first teacher responded to the student with 

ADHD very quickly when the student raised his hand to say something or to ask a question. 

As a result, the teacher differentiated her reactions in the case that the student spoke out in a 

random manner and the case that the student raised his hand before he started to talk. Teacher 

7, on the other hand, reacted to the behavioral problems of her student with ADHD when 

ignoring did not have effect on them and the student continued to make noise. She verbally 

scolded the student once she noticed that the student did not stop his misbehavior, and the 

student discontinued his misbehaviors. 
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4.5.4 Behavioral contract  

Behavioral contract as a punishment strategy was not used so much by the teachers of this 

research but could be found in some classrooms. One of the teachers especially used 

behavioral contract as a punishment strategy rather than reinforcement strategy, while other 

teachers used it as reinforcement. 

The teacher used the behavioral contract to the student with ADHD when the student gave up 

something that the student was supposed to do and when the student fell asleep during the 

class. For instance, when the student refused to practice gymnastic with a bar, the teacher 

said, “You will lose your break time if you do not practice”. The student eventually followed 

the teacher’s instruction not to lose the break time. It was same with the case when the 

student fell asleep during classes. The teacher woke the student up and said, “You will lose 

your break time if you sleep here now”. 

Same as the teachers who used behavioral contract as reinforcement, the teacher made 

relatively short-term and temporal behavioral goal of the students with ADHD. The teacher 

made up the behavioral contract at each moment when the student with ADHD showed 

behavioral problems, rather than keeping specific behavioral contracts in a long term 

consistently. 

When the teacher made the behavioral contract, the teacher did not let the student with 

ADHD to decide behavioral goals and conditions or get agreement from the student. Instead, 

the teacher decided the content of the behavioral contract and the student had to follow it. 

The student with ADHD did not seem to like the contracts, saying “eh (the sound of 

complaint in Japanese)”. The student eventually followed the teachers’ contract but showed 

the same problematic behavior afterwards. 

4.5.5 Redoing failed activities 

Redoing failed activities as a teaching strategy is to make students redo activities that they 

failed because of their behavioral problems. With this strategy, students with ADHD can 

practice appropriate behavior, in addition to being made aware of their behavioral problems. 

Not all teachers used this strategy during this research, but some of the teachers used it a lot 

during the observation period, and thus it is worthy to describe how they implemented this 

strategy in the classroom. 
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For example, whenever a group of students, including the one with ADHD, were not doing 

certain movements quietly and quickly enough, one of the teachers said, “Will you all do this 

again (from the beginning)?”. Although the teacher did not actually make the students do the 

activities from the beginning, the teacher warned the students by suggesting having to redo 

the activities again. The students, including those with ADHD usually became quiet and 

started to do what they were supposed to do quickly. 

Another teacher made all students redo the greeting if they could not do it properly at first. In 

a usual Japanese classroom, students are supposed to stand up calmly to greet together at very 

start of the morning meeting. Especially the student with ADHD often made disturbing 

noises when he stood up, and the teacher made everyone sit down again to do the greeting 

from the beginning. The way the teacher told the students to do it from the start was not harsh 

but was rather like a suggestion even though the strategy itself is categorized as punishment. 

The student with ADHD usually did the greeting properly at the second time. 

Both of the teachers used this strategy as collective responsibility for behavioral problems of 

students with ADHD. If the teachers made only the children who failed a certain activity 

retry it, the focus could be on their practice of appropriate behavior. However, the teachers 

made (or warned to make) the entire class redo activities that only the students with ADHD 

(or a part of the class including the students with ADHD) did not manage to execute properly, 

instead of making only the student with ADHD redo the activities. In this sense, the purpose 

of the strategy seemed to be making the children with ADHD feel guilty for their 

inappropriate behavior. 

4.5.6 Halting the lecture 

Halting the lecture is a strategy to pause the lecture temporarily when a student shows 

behavioral problems. Teachers usually keep pausing the lecture until the student stop his or 

her behavioral problems, and resume the lecture again once the student stopped the 

behavioral problems. This way, the teachers could give responsibility to and pressure on the 

students with ADHD to continue the class and make the students feel that they cause 

problems for others because of their behavioral problems. Some of the teachers paused class 

many times when their students with ADHD showed behavioral problems. 
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Teacher 3 and teacher 5 used this strategy, mentioning the specific behavioral problems of 

focus. For example, when her student with ADHD got tired or bored during the class and 

their sitting posture became improper, teacher 3 paused the class, saying “I will wait (pause 

the class) until everyone sit with a good posture”. The student stopped lying on his desk and 

sat with a proper posture in order to terminate the pausing time. Teacher 5 said the specific 

number of students for halting the lecture when there were several who showed problematic 

behavior. When some students including one with ADHD played with their pencils during 

class, the teacher said “I will start explaining once everyone stops playing with their pencils 

and put them on their desk. There are still 5 people who have not put their pencils on their 

desk”. The students including the one with ADHD stopped playing to terminate the pausing 

time.  

While teacher 3 and teacher 5 mentioned the specific behavioral problems as the cause of 

halting the lecture, another teacher did not mention the focus behavioral problems when she 

used this strategy. Most of the time, the teacher suddenly stopped talking when the student 

was speaking during the class without the teachers’ permission. When the student started to 

speak out of order, the teacher did not look at the student or tell the student to be quiet, but 

just kept quiet until the student stopped speaking. The teacher started to talk right after the 

student terminated the disturbing behavior. It was obvious for everyone including the student 

with ADHD that the teacher waited for the student with ADHD to stop talking and the class 

was paused because of the student’s behavioral problem. 

This strategy included the entire class’s collective responsibility for the behavioral problems 

of the students with ADHD, same as redoing failed activities. The teachers did not mention 

the specific students who caused the suspension of lecture, but it was obvious that the 

behavioral problems of the students with ADHD caused the situation. 

4.5.7 Sarcastic question 

Sarcastic question was one of the strategies that the teachers of this research used most. Some 

teachers intentionally asked questions to students with ADHD in front of the entire class 

when they were not focusing on the class. This thesis will call this strategy as sarcastic 

question since the teachers knew that the students would not be able to answer the question 

but still asked, making them realize that they did not focus on the class. Among the teachers 

of this research, some teachers used this strategy a lot. 
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One of the teachers often asked questions related to the class to the student with ADHD and 

made the student answer when the student was clearly not focusing on the class. The student 

often lost focus by playing with tools, thinking about other things and drawing on the study 

desk. The teacher asked questions related to the class to the student on purpose and waited 

until the student answered something. The student was usually unable to answer the questions 

because the student did not listen to the lecture. After a pretty long silence in which the class 

waited for the student to say something, the teacher said “you cannot understand the lecture if 

you do not listen to the lecture” and started the lecture again. The student focused on the class 

afterwards for a while. 

Another teacher often asked whether the student with ADHD had done what all the students 

were supposed to do in front of the class when the student was clearly doing something else. 

For example, when the student was supposed to write his own name and date on a task paper 

but looked outside of the window and not having done any writing, the teacher asked “hey 

<the student’s name>, have you written your name and date already?”. The student did not 

directly answer the teacher, but started to write hastily. 

4.6 Environmental strategies to prevent behavioral 

problems 

There were also some strategies that cannot be categorized as reinforcement or punishment. 

While reinforcement strategies and punishment strategies respond to behavior that students 

with ADHD have already shown, some other strategies were used to prevent their behavioral 

problems or to guide them to show appropriate behavior. This thesis will call these strategies 

as environmental strategies since the strategies make the environment to learn appropriate 

behavior before they show behavioral problems. Six different environmental actions to meet 

behavioral problems of students with ADHD were found through the observation.  

Firstly, placement of the students with ADHD was important for the classroom management 

for the teachers. All the teachers except for one teacher placed students with ADHD in the 

front line of the classroom. Teachers could reach the students with ADHD as quickly as 

possible especially when the students showed behavioral problems during classes. Teacher 1 

mentioned in the informal conversation outside of the observation, that the placement of her 

student with ADHD is very important for classroom management and she always place the 
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student in the front line. In teacher 3’s class, he changed the placement of the entire class 

during observation term, but he did not change the position of his student with ADHD who 

had sat in the front line. 

Secondly, teacher 3 and teacher 4 used a timer a lot when they told students to do something. 

Teacher 3 used the timer after every morning meeting to tell his students to finish preparing 

for the next class within a certain time. Teacher 4 used the timer during the preparation for 

class like teacher 3 did, but she also used it during class when students did their tasks. 

Students did not get any reward or punishment for the time they used to complete their tasks, 

but the students including those with ADHD tried to finish what they were supposed to do in 

time. 

The previous strategy used an object, timer, and there was one more strategy that used 

another object. Teacher 4 used a magnet and procedure board to show in which stage of the 

process of the class they were at any given time. She used a board with writing “review (of 

the last class)”, “new (explanation of new chapter)”, “yourself (thinking by yourself)”, 

“everyone (sharing in the class or group)” and “summary”, and a magnet to place on the 

procedures to visualize what the class is doing now and what the next tasks will be. 

Peer support is also one of the strategies that teachers used for management of classroom 

with students with ADHD. Peer support is to enlist peers to support children with ADHD for 

teacher’s economy of time (Kirk et al., 2011; U.S. Department of Education, 2008). Teacher 

1, teacher 3 and teacher 5 used this strategy. All the teachers did not enlist specific students to 

help the specific students with ADHD, but they used a system where students who could 

finished tasks earliest get right to help out the teachers or other students. For example, teacher 

1 and teacher 5 often enlisted students who finished some tasks during class to help teacher 

by delivering stuff like papers and notebooks to students. Teacher 3 often said “those who 

finished preparing to go home help others who has not finished preparing, please”. Because 

they did not enlist specific students to support peers, the students with ADHD were not only 

helped by other students, but also helped other students. 

Some of the teachers of this research offered special support or privilege for students with 

ADHD to prevent them from becoming frustrated with their tasks. Especially teacher 2, 

teacher 4 and teacher 7 used this strategy. For instance, teacher 2 allowed her student with 

ADHD not to participate in group activities or to skip his tasks after he had trouble with other 
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students and tried to calm down. She always made the student try a certain task or activity 

first, and if the student said he cannot do it, she allowed him to idle while other students 

continued with their assignment. Teacher 4 always helped her student with ADHD first to do 

his tasks during classes after explained the assignment. Since he usually started to complain 

and call the teacher if he did not understand the tasks, it seemed helpful for the teacher’s 

classroom management to give extra hints to the student with ADHD first. After her student 

with ADHD had been in his panic state and started to calm down, teacher 7 helped him to 

tidy up his belongings even though other students were supposed to tidy up by themselves. 

Finally, taking items away as a teaching strategy was found in this research. For instance, 

teacher 3 often took away items from the student with ADHD if he touched or played with 

them at an inappropriate time. When the teacher is talking in front of the class, students are 

supposed to look at and listen to the teacher. Sometimes the student with ADHD played with 

some of his items, such as a tape and glue, while teacher 3 was talking. The teacher took 

away those items, saying “I will keep it until the meeting (the class) will be finished”. Some 

might consider this strategy as punishment since the teacher removed pleasant stimuli, tools 

that the child was playing with. However, the main purpose of this strategy seen in this 

research was to get rid of distractions from the students with ADHD, rather than to punish 

their misbehavior. Therefore, the strategy was categorized as an environmental strategy. 
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5 Discussion and Conclusion 

This chapter discusses the findings of this research, in accordance with the sequence of 

results shown in the previous chapter. First of all, strategies for behavioral problems of 

students with ADHD used by the teachers in this research are discussed. Second of all, 

reinforcement and punishment strategies used by the teachers are discussed as a whole. 

Finally, the use of each strategy in the categories of reinforcement, punishment and 

environmental strategy is discussed. 

5.1 Strategies used by teachers 

Teachers in this research used a variety of strategies to deal with behavioral problems of 

children with ADHD. Among them, the observation study found that 10 strategies (three 

reinforcement strategies and seven punishment strategies) were the main strategies used by 

the teachers. This finding implies that the teachers in the research contrived diverse teaching 

strategies to approach behavioral problems of students with ADHD at the same time 

managing a regular classroom. 

Many of the strategies found in this research were already mentioned or recommended in the 

past research, but three of them were not found in papers and books read as literature review. 

These three strategies were redoing failed activities, halting lecture and sarcastic question, 

and all of them are punishment strategies towards behavioral problems of students with 

ADHD. The reason why these punishment strategies were not found in the literature review 

might be because punishment strategies are generally not recommended to be used. Using 

punishment runs the risk of containing ethical problems because the strategy often causes 

agony for the children (Muramoto & Sonoyama, 2008). 

5.2 Reinforcement and punishment 

More variations in punishment strategies than in reinforcement strategies for behavior of 

students with ADHD were found in this research. It can be said that this result corresponds 

with the findings in the past research that Japanese schools have approached behavioral 

problems by punishment rather than reinforcement (Kishino & Muto, 2005; Muramoto & 

Sonoyama, 2008). However, most of the teachers in this research used reinforcement more 
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often than punishment strategies to behavior of students with ADHD. This may implies that 

the teachers generally prefer to use reinforcement strategies than punishment strategies for 

behavior of students with ADHD, but they may have less knowledge in various 

reinforcement strategies than punishment strategies. 

It was also found that the reinforcement strategies were often used individually between the 

teacher and the students with ADHD. This personal reinforcement is effective to relay 

positive feedback for the appropriate behavior of students with ADHD, but if the teachers 

would praise the students with ADHD in front of the classmates, the notice from others that 

the students were praised might function as a positive stimulus for the students with ADHD. 

On the other hand, punishment was often used in front of the entire class. This way gives the 

students feeling of embarrassment and strengths the negative stimulus for the students with 

ADHD. The teachers also used collective responsibility for the misbehavior of the students 

with ADHD, which means that other students got responsibility for the misbehavior of the 

students with ADHD. This makes the students with ADHD feel guilty for their misbehavior, 

and it might also affect the relationship between the students with ADHD and their peers 

negatively. It would be reasonable to recommend that teachers should use reinforcement 

strategies in front of other peers. 

As described in Chapter 2, both reinforcement and punishment have different positive points 

discussed by psychologists and professionals in educational fields. However, the 

characteristics of positive points of reinforcement and punishment are different from each 

other. The positive points of reinforcement discussed were mostly about the child’s learning 

of appropriate behavior, while the positive points of punishment were for teachers’ classroom 

management. For example, reinforcement produces the changes in students’ attitudes that 

will shape their behavior for a long term (U.S. Department of Education, 2008). On the other 

hand, punishment can reduce behavioral problems immediately from the classroom with a 

rapid suppression on students’ inappropriate behavior and teachers find them desirable in 

order to control the classroom (Maag, 2001). It can be said that using reinforcement as much 

as possible is important for students with ADHD to learn appropriate behavior. For teachers’ 

classroom management, punishment might be more effective, but if teachers want to focus on 

the behavioral improvement of students with ADHD, it is important not to rely on 

punishment. 
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5.3 Reinforcement strategies 

Several reinforcement strategies in the observation were found and how teachers used those 

strategies were in Chapter 4. This section will discuss the usage of the reinforcement 

strategies found in the observation, separating into three sections; effective ways that teachers 

used the strategies, points to be improved, diverse practices among different teachers. 

Although there were some room to be improved in the usage of reinforcement, the teachers 

used reinforcement strategies in similar ways that psychologists and educational specialists 

recommended, as a rule. Many of them also used the strategies in diverse and unique ways.  

5.3.1 Effective ways that teachers used the strategies 

U.S. Department of Education (2008) recommends teachers specify desirable behavior when 

they verbally praise children with ADHD, while past research found that teachers tend not to 

clearly specify desirable behavior when they praise children with ADHD (Arcia et al., 2000). 

However, the teachers in this research specified what appropriate behavior was and why the 

students with ADHD were praised when they gave verbal praise to the students, as 

recommended. This result is different from the past research about verbal praise. It would be 

easier for the students with ADHD to generalize their appropriate behavior if the teachers 

explain what the students did well and how they are supposed to behave in the future. 

It is recommended to give praise to children with ADHD immediately when they show 

appropriate behavior, considering inattentive characteristics of children with ADHD and their 

nature of preferring immediate rewards (van Meel et al., 2011). The teachers in this research 

successfully met this condition by praising, giving rewards and reacting to them immediately 

when they showed appropriate behavior. This immediateness enlarges the effective ness of 

reinforcement strategies because, as shown above, children with ADHD tend to prefer being 

praised immediately. If the teachers extended to give praise to appropriate behavior of 

students, students might be disappointed for not getting expected praise, or they might forget 

what appropriate behavior they showed. Therefore, the teachers in this research used verbal 

praise in an ideal way. 

According to Arcia et al. (2000), teachers are typically not consistent enough when using the 

token economy, and this diminishes its effectiveness. However, the teachers who used token 
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economy system in this research succeeded to use the strategy systematically and coherently. 

They used the strategy for everyday routine tasks, which were coherent for every student. 

Only in the case that they let students who could prepare for the next class help teachers by 

delivering notebooks or other students to prepare, the strategy was not systematized but 

randomly made at that point. 

It is also important that the strategy is applied to the entire classroom, in order to ensure 

children’s equal participation that enhances the value of the rewards (Arcia et al., 2000). The 

teachers in this research managed to use the token economy system in this manner, as well. 

The marking system for everyday routine tasks and the right to help the teachers and other 

students were given equally to both children with ADHD and those without ADHD. The 

equal opportunity to get reward enhanced its value. 

5.3.2 Points to be improved 

As DuPaul et al. (2011) suggested, the rules in behavioral contract should firstly be explained 

and reviewed frequently over time. However, the teachers in this research made and used the 

behavioral contract mostly once as each situation arose rather than using it consistently in the 

long run. It might be confusing for students with ADHD if new contracts emerge from one to 

next, especially taking it into consideration that children with ADHD may be inattentive and 

easily forget rules. Focusing on the biggest behavioral problems, making small number of 

behavioral contracts for the behavioral problems and using them frequently over an extended 

period would probably be easier for students with ADHD to follow. In addition, it would be 

helpful to make the rules visual in the classroom or on the “behavioral contract paper”. By 

writing the behavioral rules, the rule become consistent and can be followed up frequently 

because the rules are always in visual sight of the students with ADHD. 

It was suggested to assist students with ADHD to make the behavioral contract mainly by 

themselves for their self-management and self-encouragement. Many of the teachers in this 

research, however, convinced the students to consent to a contract defined by the teacher 

rather than helping them to decide the contract independently. It might be difficult to give the 

students full responsibility on their own behavioral contract, but it would be helpful for 

students’ self-management skill and self-encouragement to let them make the contract. This 

attitude of making behavioral contract can be explained as “classroom agreements” with the 

students instead of classroom rules that teachers decide. 
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It was recommended that teachers prepare a big token for a certain number of small tokens 

that students already got for their appropriate behavior (Hoy et al., 2008). On the contrary, 

the teachers of the research did not systemize big tokens for collected small tokens. This 

means that the only reward that students could get was small tokens and the tokens did not 

have any changes. This might be quite boring for students with ADHD for the sake of their 

strong tendency to seek new rewards (van Meel et al., 2011). Therefore, preparing big tokens 

for collected small tokens as a system would work better when teachers use token economy 

system for the improvement of behavior of students with ADHD. 

5.3.3 Diverse practices among different teachers 

The teachers with longer teaching experiences did not just give a simple word of praise, but 

took advantage of the entire group or class, compared to the teachers with shorter teaching 

experiences when they praised students with ADHD. This might be because the teachers 

learned the way to use the environmental factors in behavioral intervention for children with 

ADHD through their experience and career. This is very effective for classroom 

management, because the teachers can address the behavior of both students with ADHD and 

other students in the classroom. 

The teachers used a behavioral contract for children with ADHD in different situations. 

While some teachers used the strategy when their students with ADHD entered their panic 

state, other teachers used it when their students with ADHD lost their motivation to do 

something. In both cases, the students stopped their behavioral problems and showed more 

appropriate behavior. Therefore, it can be said that this strategy might be useful in different 

situations and for different types of behavioral problems of students with ADHD. 

5.4 Punishment strategies 

As discussed above, reinforcement strategy is better for the life-long learning of behavior and 

attitude of students with ADHD than punishment strategy. However, there are some 

arguments that punishment strategy is effective to manage a classroom with diverse students 

for teachers, and using punishment partially is effective to keep children behaving 

appropriately (Saitoh, 2009). Therefore, it is reasonable to discuss and consider effective 

ways to use punishment strategies. Same as with the reinforcement, this section will discuss 

the usage of the punishment strategies, dividing into the same three sections as before; 
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effective ways that teachers used the strategies, points to be improved, diverse practices 

among different teachers. 

As same with the reinforcement strategies, the teachers used some punishment strategies in 

similar ways that psychologists and educational specialists recommended. However, there 

were many points to be improved when teachers use the punishment strategies. Using 

punishment strategies for students with ADHD might be challenging for teachers because 

punishment strategies often contain ethical problems that will be discussed in this section. 

5.4.1 Effective ways that teachers used the strategies 

DuPaul et al. (2011) argue that the entire class should be cooperative to time-out when 

teachers use it for a certain student. The observed classrooms were cooperative when the 

teachers used time-out for children with ADHD in a sense that the teachers had a sort of 

“contract of time-out” for all the classmates where they ensured that all students not only 

students with ADHD have the possibility to be sent to time-out zone if they misbehave. This 

secured the fairness between students in the classrooms. The teachers also made the 

cooperative environment towards time-out by placing the time-out zone outside of other 

peers’ visual field. By doing this, the students with ADHD who were sent to the time-out 

zone did not get extra attention or “praise” from other students and made the most effect of 

the strategy. 

It is asserted that ignoring should be applied when children’s behavior is unintentional, 

unlikely to recur or intended only to gain the attention from teachers or their classmates, and 

the behavior does not disrupt classroom management (U.S. Department of Education, 2008). 

The way that the teachers of this research selectively ignored the behavior of students with 

ADHD met these conditions. Teacher 4 ignored her student with ADHD only when he started 

to speak randomly during class to get attention from the teacher and other students. Teacher 7 

ignored behavioral problems of her student with ADHD when the behavioral problems were 

not too intense to interrupt the classroom management and other students’ learning. Ignoring 

is effective when it is applied selectively in these ways because intervention in other forms 

will gain more value. 
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5.4.2 Points to be improved 

Although Kirk et al. (2011) recommend the cooperation of supporting teachers when using 

the time-out strategy, the lacks of teaching assistants and professional within special needs 

education make it difficult to have multiple-teacher system in Japan (Otsuka & Ohishi, 2007). 

Therefore, it is difficult to apply so-called “Think-Time strategy” (Kirk et al., 2011), where 

supporting teachers assist children in the time-out zone to review inappropriate behavior and 

what they need to do when returning the classroom. In the situation where the teachers have 

to manage classroom alone and use time-out to let the student with ADHD calm down, the 

teachers may assign tasks to other students in the classroom while they talk with the student 

with ADHD in the time-out zone. Some teachers in this research assigned other tasks to other 

students while the teachers talked to the students with ADHD who were staying in the time-

out zone. This might be a solution to complement the single-teacher classroom situation 

when time-out is used. 

Kirk et al. (2011) insist that children should be able to come back from the time-out zone 

when they feel they are ready to focus on the class. The way that the teacher let them come 

back to the classroom, however, was different from this recommendation. The teacher in this 

research kept the students with ADHD until the class entered in the next phase. This means 

that the time-out period was not depending on the students’ condition but on the classroom or 

teachers’ condition. This practice shifts the purpose of time-out from letting the child calm 

down and review their behavior at the separated place to removing the disruption from the 

classroom. If teachers would like to use time-out, the focus of the strategy should be the 

student with ADHD and his/her learning of self-management of behavior rather than the 

order of the classroom. 

Same with the token economy system, response cost is most effective with coherent manners 

(Arcia et al., 2000). The teacher of this research, nevertheless, used this strategy randomly. 

Even though students were familiar with the system and clearly know what they refrain from 

doing in order to avoid getting marks or other reprimands, they could not anticipate when this 

system would be applied. It might be recommended informing the class about the application 

of the strategy beforehand, or to systemize when to apply this strategy. In this way, students, 

including those with ADHD, could expect when this strategy will be applied and prevent 

their behavioral problems by themselves. 
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It is recommended to let children with ADHD decide the contract by themselves in order for 

them to feel in control over their behavioral problems (Hoy et al., 2008). The teacher in this 

research, however, made up the behavioral contract on her own and her student with ADHD 

only followed the contract. It may be recommended to let a student have direction on his/her 

own behavioral contract, or at least to get confirmation on the contract to encourage his/her 

self-management and self-monitoring. 

It was recommended in past research to explain rules and behavioral goals in the behavioral 

contract at first and to review them constantly in the long term (DuPaul et al., 2014; DuPaul 

et al., 2011). However, the teacher in this research made up the behavioral contract once for 

each behavioral problem. This might be very distracting and confusing for children with 

ADHD since the different contracts might potentially be in play at the same time and the 

rules are constantly changing. It would be easier for students with ADHD to follow the 

behavioral contract if the contract focuses on some specific behavioral problems and is 

reviewed constantly over time. 

As for redoing failed activities and halting lecture, the teachers took advantage of the feeling 

of guilty of the students with ADHD by using collective responsibility for their behavioral 

problems. This way of using the strategy might be ethically problematic. This is because the 

students with ADHD got social pressure and harm for the fact that other students had to redo 

activities or wait for the lecture as a consequence of their behavioral problems. It would be 

ethically better to redo the failed activities personally if teachers would want students with 

ADHD to practice appropriate behavior. In the case of halting lecture, we can learn from a 

teacher’s practice of not mentioning the name but the number of students who cause the 

suspension of lecture, which avoids direct focus from other students. 

In the usage of the sarcastic question, the teachers took the advantage of the students’ feeling 

of embarrassment. The teachers intentionally asked questions to students with ADHD in front 

of the class although they knew that the students were not focusing on the class or that the 

students would not be able to answer the question. This way of using the strategy might be, 

again, ethically problematic. It is quite embarrassing to be specifically asked a question 

which on is unable to answer in front of other students or to for it to be publicly announced 

that they did not manage to focus on the class. It is quite reasonable to recommend that 

teachers should ask those questions personally instead of doing so in front of the entire class 
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to embarrass the students. Even if teachers personally ask the students questions related to the 

class, they can understand that they are supposed to focus on the class. 

5.4.3 Diverse practices among different teachers 

Kirk et al. (2011) insist that time-out should be used as a positive tool to let children settle 

down and regain control of themselves. Some of the teachers used time-out for this purpose 

by clearly saying that the students need time and space to calm down. On the other hand, 

there were some cases where time-out was used as an ultimate strategy to terminate 

misbehavior of the student with ADHD or it worked as pure punishment as a result that 

teachers forced the students with ADHD to go to the time-out zone. If teachers would like to 

use time-out, it is very important to mind that the purpose of the strategy should be learning 

of students with ADHD, not for the convenience of classroom management. Time-out should 

be used as a chance for students with ADHD to learn self-control of their behavior. 

After selectively ignoring, the teachers reacted to behavior of students with ADHD in 

different ways. While one teacher responded to the student with ADHD very quickly when he 

stopped his behavioral problems and showed appropriate behavior, another teacher reacted to 

the behavioral problems of the student with ADHD when he did not stop his problematic 

behavior. The former teacher managed to let the child with ADHD notice what his 

inappropriate behavior was and how he should behave by differentiating her reaction to the 

student’s appropriate and inappropriate behavior. The latter teacher, however, might 

strengthened behavioral problems of her student with ADHD by showing attention to his 

inappropriate behavior after a certain length of ignoring. When teachers selectively ignore the 

behavioral problems of students with ADHD, it can be recommended not to show attention to 

their behavioral problems consistently and differentiate the reaction once the student stops 

his/her inappropriate behavior and show appropriate behavior. 

Many of the teachers of this research halted the lecture as a punishment strategy for 

behavioral problems of students with ADHD. The teachers used this strategy in order to give 

the students with ADHD who misbehaved during class responsibility for interrupting the 

class b making them feel guilty. However, none of the teachers mentioned specific name of 

the students who did not behave properly. The way the teachers suspended their class 

informed what the inappropriate behavior was and only the students who showed the 
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inappropriate behavior would be aware that they are responsible for the suspension of the 

class. 

As for halting the lecture, the teachers in this research used the strategy in different ways, as 

well. Some of the teachers used this strategy, mentioning the behavioral problems that causes 

suspension of the lecture, while others did not mention them but stayed silent until the 

students with ADHD stopped their behavioral problems. As discussed in the previous section 

of different strategies, it would be better to clarify what is the inappropriate behavior as focus 

of the strategy. This way, students with ADHD could understand what their problematic 

behavior is and prevent their future behavioral problems. 

5.5 Environmental strategies 

Placement of students with ADHD played an important role for classroom management. 

Almost all the teachers of this research placed the seat for students with ADHD in the front 

line, which made it possible for them to interact with the students closely and sometimes 

personally if needed. Furthermore, teachers could give reactions both in reinforcing and 

punitive ways to behavior of students with ADHD as quickly as possible in this placement. 

The calculated placement of students with ADHD in the classroom seemed effective for 

behavioral interventions to the students, and as a result, to classroom management. 

The usage of a timer as a behavioral management tool also seemed as an effective way to 

approach appropriate behavior of students including those with ADHD. Even though the 

students will not get any reward or punishment as a result of time management, they tried to 

finish their tasks within the time they were given. Subjectively, the students seemed to enjoy 

doing it as if they are doing a game. This strategy seemed especially effective because the 

teachers used it with the combination of systematic and flexible usage. They gave a certain 

time for fixed everyday tasks, while they changed the lengths of the time depending on the 

difficulty or the amount of tasks. This combination of routine and uniqueness seemed to 

make the students with ADHD happily engage in this behavioral intervention. 

Some educational psychologists recommend giving visible and precise instructions to 

students with ADHD, and provide a clear schedule of activities (DuPaul et al., 2014). This is 

because tasks without visual attention may make children with ADHD bored (U.S. 

Department of Education, 2008). The usage of a magnet and procedure board seen in this 
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research suits these recommended ways to instruct. This visible instructional strategy let 

students clearly understand which procedure the class is at and what they are supposed to do 

right now, at the same time they can expect what will happen and what they will need to do 

next.  

Peer support was used by the teachers in this research differently from what psychologists 

recommended. While recommended peer support for children with ADHD is to enlist specific 

peers to support children with ADHD, the teachers in this research gave chance to students 

with ADHD to help others as well, not just being helped by others. The experience of helping 

others could develop the self-esteem of students with ADHD, and the chance of social 

participation. In this meaning, it can be said that the teachers in this research used this 

strategy very efficiently. 

The strategy that teachers offered special support or privilege to the students with ADHD was 

especially effective to support the students. Complicated tasks may cause the students with 

ADHD to lose focus and some modifications specifically for students with ADHD are needed 

to achieve some tasks (Hoy et al., 2008). The teachers of this research successfully 

introduced their special support, such as allowing them to skip some tasks and always giving 

help first. The teachers prevented students with ADHD to lose their focus and assisted them 

to achieve their tasks by using this strategy. 

Finally, the observation study found a strategy of taking items away when a student with 

ADHD played with the items at the inappropriate time. Removing the destructive stimuli 

from students with ADHD would be effective to prevent them to miss teachers’ instructions 

and let them focus on classes. However, physically taking those items away might be 

considered ethically incorrect since the items are the students’ belongings. Possible solution 

might be asking the students to put the items away from them by themselves. In this way, 

students would get the feeling of self-controlling over their behavior at the same time getting 

rid of distractive stimuli from their learning environment.  

 

 

 



 68 

5.6 Conclusion 

It was found that the teachers who participated in this research used 10 interventional 

strategies for the behavioral improvement of students with ADHD. This finding shows that 

the teachers contrived teaching strategies to intervene with the behavioral problems of 

students with ADHD at the same time managing a regular classroom. 

Most of the teachers used reinforcement strategies more often than punishment strategies. 

However, more variations of punishment strategies than reinforcement strategies were found. 

This may imply that the teachers generally prefer to use reinforcement strategies rather than 

punishment strategies for behavior of students with ADHD, but they may have less 

knowledge of various reinforcement strategies. Furthermore, the teachers tended to use 

punishment to the students with ADHD in front of the class, while they often used 

reinforcement personally to the students. It would be recommended to use the reinforcement 

in front of the class, as well. 

As for the use of reinforcement strategies for behavioral improvement of students with 

ADHD, a lot of unique and diverse practices were observed, and many of the practices 

seemed to be similar to the recommendations by psychologists and professionals in the 

educational field among different teachers. Many other teachers would be able to learn from 

these educational practices of the teacher in this research. 

Some effective practices in the use of punishment strategies were also observed, but there 

were many points to be discussed and improved. This might be because punishment 

strategies often contain ethical problems, which makes it challenging for teachers to use the 

strategies in an effective way for the behavioral improvement of students with ADHD. 

5.7 Strengths and limitations of research 

This research was planned and conducted with full effort, and as a result, gained some 

benefits. There is, however, some limitations of research to be considered, as well. In this 

section, strengths and limitations of the research is objectively described. 
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5.7.1 Strengths 

This research has some benefits as a result of qualitative approach and other contextual 

factors. The first advantage of the research is its in-depth understanding. This research does 

not deal with data as numbers but with detailed analysis and description of each case. 

Furthermore, the researcher experienced some intimacy with the participants in the 

observation study. This also allowed to gain a deeper understanding on the interventions of 

teachers, through communication outside of the observation and the teachers’ practices under 

the trustful relationship with the observer. This in-depth approach for the research made it 

possible to show more detailed situations around the strategies found in the research, and to 

understand each strategy with contextual factors behind them. 

The second strength is the research was conducted in multiple environments. Not only one or 

two teachers but seven teachers were observed in total. The teachers were diverse in their 

length of teaching experience, gender, and educational background, which made it possible to 

observe multiple possible teaching strategies. These many observations gave more 

perspectives on teaching strategies and richer research results. 

It was also one of the strengths of this research that the researcher had more than one research 

methods. Using multiple approaches in a research is effective to assess the accuracy of 

findings as well as convince readers of that accuracy (Gall et al., 1996). This research used 

not only observation but also a questionnaire to complement the data analysis of the findings 

through observation. There were also pre-observational meetings with the teachers where the 

researcher could gain information about students, schools, and the classroom beforehand. All 

of these findings made it possible to analyze data more thoroughly. 

Another strength of this research is that the researcher had had contextual and cultural 

knowledge of Japanese schools before the research was conducted. The researcher has 

experienced Japanese elementary school as a student and Japanese educational systems as a 

previous public after-school teacher. Therefore, the researcher could look at research data 

with deeper cultural perspectives and widen the possibility of data analysis. 

Finally, using the internationally well-developed psychological theory was also one of the 

strengths of this research. Behaviorism and Skinner’s theoretical approaches to human 

behavior are often referred in educational and psychological fields (Cline & Frederickson, 



 70 

2009; Hoy et al., 2008; Kirk et al., 2011). Based on these well-developed theories, it was 

possible to theorize and authorize the results and discussions on the results of this research. 

5.7.2 Limitations 

One of the disadvantages of qualitative research is that one cannot generalize the findings in 

the research (Gall et al., 1996). Since qualitative research focuses on each case, it allows 

uniqueness of samples and findings. However, the deep focus of observation study on each 

case makes it difficult to generalize the results and findings in an universal context.  

Since qualitative research is depending on the researchers’ subjective view and interpretation 

of phenomena, the researcher might bring the bias to the study. The observation study 

focused on objective understanding of teachers’ educational practice rather than their 

subjective view. The researcher tried to compliment this limitation as much as possible by 

conducting another research methodology, questionnaire, and by having informal 

conversation with the teachers outside of observation. However, the readers have to keep in 

mind that the research contains the researcher’s subjective understanding of the teachers’ and 

students’ reactions. 

Thirdly, translation of language from Japanese to English can be one of the considered 

limitation of this research. All exchange of words and communications between teachers and 

students, and questionnaire were in Japanese because the research was conducted in Japanese 

elementary schools, and therefore, the researcher had to translate all of the interactions to 

English. There might be some information that was lost through this process. 

Another limitation of this research might be that the researcher’s presence in the classroom 

might affect results of observation. The researcher tried not to communicate with teachers 

and students when the behavioral problems of students with ADHD occurred so that she 

would not affect their behavior and attitude. However, her presence in the classroom itself 

might affect behavior of students with ADHD and teachers’ reactions to it. 

And finally, conditions of each case were not exactly alike. For example, some schools 

allowed the researcher to be in the classroom from morning until the children left school, 

while some schools requested the researcher to be in the classroom only for a couple of hours 

per day. The extent of the researcher’s engagement in the classroom was also slightly 

different in each class. The researcher described the different situations of each case in this 
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paper and generalization is not the purpose of this research, but it is one of the weaknesses of 

this research. 

5.8 Impact practice 

Teachers would know what kind of educational theory their behavioral interventions for 

pupils with ADHD are on, after reading this research results. Regardless of their preceding 

knowledge on behavioral interventions for children with ADHD, many teachers use some 

sorts of educational practices to manage classroom including students with ADHD. They can 

rethink, through this research and results, whether their interventions are based on 

reinforcement, punishment or environmental strategies. This can be a chance for them to be 

confident in their behavioral intervention or to shift to other interventions, based on their 

theoretical thoughts. 

In addition to the theoretical background of the behavioral interventions, teachers could learn 

what the utmost way of using each behavioral intervention for children with ADHD is. The 

thesis has discussed what kind of ways and factors can enhance the effect of each behavioral 

intervention. Regardless of which interventions teachers choose, they can consider what the 

best way to use the interventions might be. 

5.9 Further research 

This research focused on what kind of teaching strategies teachers use for children with 

ADHD and how they use the strategies from the perspective of reinforcement and 

punishment. The focus was on teachers´ perspectives, but not on the perspectives of children 

with ADHD. Therefore, research about teaching strategies for children with ADHD from the 

perspective of the children would be needed in the future. 

For example, it would be helpful for teachers to understand how those strategies effect the 

behaviors of children with ADHD and if they are effective or not. This study can be 

completed mainly by observation. Researchers might record what kind of strategies were 

used based on this research, but especially focus on how children with ADHD reacted and 

how their behavior changed or not changed. 
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It is also helpful for teachers to know how children with ADHD feel about the teaching 

strategies. It can be studied by doing questionnaire or interview to children with ADHD. 

Researchers might show specific examples of each teaching strategy and ask how the 

children with ADHD felt when they experienced it or when they assume that they 

experienced. Observational study in classrooms might also be helpful for a deeper 

understanding of each strategy and the situations where the strategy was used.  
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