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Abstract. This study was designed to compare the similarities and differences between Chinese and 
the UK’s primary school teachers’ approaches to discipline problems. It also investigated the factors 
that influence the teachers’ choices on different aspects of discipline. Moreover, the study was to 
discuss the reasons that cause the similarities and differences between the two countries.  
Questionnaires were carried out with 75 teachers working for the different primary schools as well as 
45 teachers in the UK’s primary schools.  
Findings showed that factors such as different teaching subject, teaching experience, the 
characteristics of class of teacher teach and individuals and so on may influence teachers’ choices on 
solving discipline problems. There are many similarities and differences on the different aspect on 
teachers’ approaches on discipline in China and the UK, but similarities are more than differences. 
The beliefs of children and children’s behaviours, globalization, culture, education system and 
practice situation in two countries may cause the similarities and the differences.  
The implications of these findings are that teachers should pay attention to students’ self-esteem and 
treat the solution of punishment in the right way.  
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1   Introduction 

School, plays an important role in children’s development in their life. “Young people spend 15 000 
hours in school, which provides a significant time frame in which they can learn” (Mortimore et al. 1998, 
Rutter 1983, Rutter & Maughan, 2002, as cited by Porter, p3). Indeed, school features may have a more 
direct effect on students’ academic progress and behaviour than other group such as family, community. 
Rutter and Maughan (2002) did a research which indicates that schools account for between 20 and 25 
per cent of factors in student progress, with family factors explaining only 5 per cent. Classroom is a key 
ingredient of school. Therefore, Sylva (1994) suggested that classroom factors might be even more 
influential than aspects of the school. These findings confirm that teachers’ influence on children’s 
behaviours in schools, or rather, in class.  

“Classroom discipline has been a continuing concern of both educators and the public over the past 
twenty years, and not without reason” (Hartzell & Petrie, 1992, pp376). For teachers, discipline 
problems influence their ability to do their job, cause their stress, destroy the public image of them, and, 
more seriously, lead to fear (Bauer, 1985; Elman et al, 1991; Johnson & Bany, 1970). Therefore, teachers 
pay attention to discipline problems. Accordingly, there are varieties of methods to maintain discipline 
such as warning or punishment by teachers. However, there are questions about some factors that may 
influence teachers’ views or behaviours in different aspects of discipline such as their goals of 
maintaining discipline. Furthermore, finding out the similarities and differences between the UK and 
Chinese primary school teachers’ approaches to discipline seems to be meaningful. China and the UK, 
have the different education system, although both of them have long educational history. To China, 
the UK, as a western country that has a different culture and educational background, teachers’ 
strategies for maintaining discipline may show many differences. In addition, the UK’s education has a 
long history and is worldwide famous. These outstanding education ideas and methods are attractive to 
Chinese educators. To the UK, perhaps many people’s ideas about Chinese education stay for last 
decades such as much homework, physical punishment. Yu (2007) pointed out that most Chinese 
teachers were used to controlling the class to restrain children’s behaviours before 90s, while in recent 
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years, educators and teachers begin to change their ideas. They give children more freedom, and weaken 
the controlling to children. Chinese educational department banned physical punishment in schools in 
1995 (Liu, 2000). More and more primary schools need the high education teachers. A statistic by Xu 
(2001) demonstrated that there were 92 per cent primary teachers in Beijing owned undergraduate or 
postgraduate diploma. Therefore, it is worth to discuss that the reasons which cause the differences 
between the two countries’ on the aspect of discipline.  

In the context, the study includes three research questions. Firstly, which factors influence teachers’ 
choices on the different aspects of discipline? Secondly, what are the similarities and differences between 
UK’s and Chinese primary schools in dealing with the discipline problems? Thirdly, what cause the 
similarities and differences between the two countries? 

All of the questions want to be answered need the teachers’ views and behaviours in term of discipline. 
Questionnaires are processed in both the UK’s and Chinese primary schools. The samples of 
questionnaires are 135 copies, which make up of 85 Chinese copies and 50 the UK’s copies.  

This study attempts to compare the UK’s and Chinese primary school teachers’ approaches to 
discipline in the class. It aims to identify the differences and similarities between these two groups of 
teachers. The study also examines the reasons that cause the diversity and teachers’ different choices. 
The study highlights implications and makes recommendations for the discipline research field, the 
implication of the discipline in Chinese primary education as well as for primary education in the 
context of UK.  

2   Analysis of Questionnaires in China and the UK 

In total  135 copies of the questionnaires were distributed, but, 125 copies were received. Among the 
received questionnaires, the effective ones are 120 copies while another 5 copies do not work. The 
omission of questions causes the ineffective questionnaires. The effective questionnaires include 75 copies 
of Chinese questionnaire and 45 copies of the UK’s questionnaire. This part will analyze and discuss the 
findings in every question both of Chinese and the UK’s questionnaires.  

2.1  Teachers’ Gender, Experience and Age of Children Taught 

Table 1. Teachers’ gender, experience, age of children taught and teaching subjects 

 
Question 1-3 can be called as basic questions in questionnaires. It refers to the information about 
teachers’ gender and experience, age of children taught. In China, the distribution of students in 
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different year groups is divided into grade. Generally speaking, children in contemporary grade are one 
year older than in last grade, from grade one to grade six. In addition, there are different subjects for 
children to learn in Chinese primary school. In other words, teachers teach their own subjects such as 
literature, mathematics, English, science, sports, music and so on. These two aspects are different from 
the UK. Perhaps they are the divergences on the aspect of two countries’ educational system, therefore, 
it is difficult to judge which one is better or not.  

The three questions aim to collect the basic and necessary information of respondents, then look for 
the relation between these basis information and the questions subsequently in the following.  

Among the respondents of Chinese primary schools, the numbers of male and female teachers are 
nearly equal, which is a very different gender balance to that seen in the UK. The primary teaching is a 
predominantly female profession in the UK, which can be seen from the data of questionnaires- 36 
females and 9 males (see table 1). 

In terms of teaching experiences, the new teachers (under 3 years' experience) make up nearly a half 
of Chinese respondents, whereas the same group in the UK only occupies nearly a quarter (see table 1). 

2.2  The Goals of Maintaining Discipline 

According to the different theories of discipline, there are four popular kinds of goals. They are A- 
Establishing, maintaining and reinstating order; B- compliance or obedience; C- Helping students 
establish self-discipline; D- Emotion regulation (teaching students to express their feeling appropriately, 
without getting themselves distressed or upsetting surrounding people); E- others (see appendix 1). 
They can be linked to the theory of applied behaviour, assertive discipline, cognitive, humanism in the 
chapter 2.  

First of all, it will analyze the goals and teachers’ experiences. For the Chinese teachers of experience 
that under 1 year and 1-3 years (it is considered as new teachers in this study), there are nearly 79% 
and 40% of them choosing A- “establishing, maintaining and reinstating order”. About 73% of more 
than 10 years’ experience teachers and 42% of teachers who have taught 4-10 years maintain discipline 
for the purpose of C- “helping students establish self-discipline” (see chart 1). In conclude, it is possible 
that the Chinese teachers who have long teaching experience maintain discipline mostly on the aspect of 
students, whereas the new teachers emphasis on their teaching environment.   

 

Chart 1. The choices of goals and teachers’ experience (China) 

Secondly, it will analyze the goals and teaching subjects in China. According to D- “Emotional 
regulation (teaching students to express their feeling appropriately, without getting themselves 
distressed or upsetting surrounding people), Chinese teachers who teach music (7 of 11) and sports (4 of 
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7) almost choose this option (see table 2). On the other hand, teachers who teach other 5 subjects prefer 
A- “Establishing, maintaining and reinstating order” and C-“Helping students establish self-discipline” 
(see table 2). Furthermore, there are two teachers who give two different opinions, one of them wrote 
down “let students happy” and the other one suggested that the goal for maintaining discipline is 
cultivate students’ temperament. Both of the teachers teach music (see table 2).  

Table 2. The choices of goals and teaching subjects (China) 

Goals teaching subjects 
literature mathematics  English science sports literature mathematics  

Goal A 8 3 4 6 1 8 3 
Goal B 2 0 2 0 1 2 0 
Goal C 10 12 6 4 1 10 12 
Goal D 0 0 0 0 4 0 0 
Goal E 0 0 0 0 0 0 0 
Total 20 15 12 10 7 20 15 

 
Therefore, the different subjects may influence teachers’ goals of maintaining discipline. Compared 

with other subjects, the classes of music and sports are flexible and active. The contents often include 
singing, playing drama, playing games or other athletic activities. Teachers cannot carry out a series of 
activities if they emphasis on keeping good order. Therefore, in these classes, teachers do not focus on 
restraining children’s behaviours. They pay attention to children’s emotion. The similarity of these two 
subjects is the activities can help students venting of emotion, in the context of not disturbing or 
upsetting surrounding people. For example, in sport class, students can express their feeling by 
attending athletic activities. 

For the UK’s primary school teachers, most of teachers (30) believe that C- “Helping students 
establish self- discipline” are their goals for maintaining discipline in class. The extra 10 teachers regard 
D as their goals. There are 5 teachers giving the different ideas of the goals. These ideas can be 
summarized as the goals of maintaining discipline in class is changing anytime, perhaps minutes to 
minutes or day to day or anything else. No one choose A- “Establishing, maintaining and reinstating 
order” or B- “Compliance or obedience”, which is a significant difference from China. For the UK’s 
teachers, teaching young people setting up self-discipline becomes the largest group of the goals, which 
is similar to China. It seems that there is no certain relationship between the teachers’ teaching year 
group and the goals or between the teaching experience and the goals, as a very high percents of 
teachers in all group choose C- “Helping students establish self-discipline” (see chart 2). In addition, 
because most of the teachers maintain discipline on the aspect of self-discipline, the relation between the 
choices of goals and teaching experience in the UK’s respondents is little (see chart 3), which is also 
different from China.  

To sum up, the similarities between China and the UK on discipline goals refer to the choices of self-
discipline. The number of teachers who choose C- “Helping students establish self- discipline” is the 
largest, although most of teachers who choose this option in China are teachers of long experience. The 
differences can be concluded as follows. First of all, teachers’ experience and teaching subjects influence 
Chinese teachers’ choices, whereas it is not true in the UK. For example, most of Chinese new teachers 
choose A- “Establishing, maintaining and reinstating order”. In contrast, none of the UK’s teachers 
choose this goal, which is a significant diversity between the two countries. Overall, the most important 
factor in explaining variation in the teachers’ goals is the different country they teach. 
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Chart 2. The goals and the numbers of teachers who teach different year group (the UK) 

 
Chart 3. The choices of goals and teaching experience (the UK) 

2.3  The Behaviours that Are High Priorities for Teachers to Correct in Class 

For A-Not being quiet when teacher is talking, it occupies the most votes both in China and the UK 
(see table 3). Perhaps this behaviour may be easier to influence others, compared with some behaviours 
such as arriving late and not bringing equipments. No one in China and the UK choose the two kinds of 
behaviours. As Roger’s views in chapter 2, the behaviours that disrupt the learning of anyone or the 
whole group are more serious. The pupils around the talking children may pay attention to his or her 
talking contents, leading to distraction. On the other hand, this behaviour may influence the process of 
teachers’ pedagogical activities. Teachers cannot explain instructions to everyone or let every child listen 
to their requirements if there was one or some children who cannot keep quiet when they are talking. 

According to B-‘messing about’ with another pupil or pupils, it is the high priorities for the UK’s 
teachers to correct. However, it is not a serious problem for Chinese teachers. In fact, this behaviour is 
very impolite and needs teachers’ attention. Perhaps in China, this behaviour is less in class. Or it often 
happens out of the class so that teachers cannot pay attention to. The similar phenomenon happened on 
the option E- Calling out/ shouting across the classroom and H- bullying. However, they are opposite of 
the choices on option B, as it is a high priority for Chinese teachers to correct instead of the UK’s 
teachers 

For F-Not getting down to work when asked to do so, it is a high priority for teachers to correct in 
class. As the same as A- not being quiet when teacher is talking, it is also a behaviour that may 
influence others by disruptive. Therefore, both the Chinese and the UK’s teachers emphasize on 
children’s behaviours that may disturb other pupils or the whole group. In contrast, the behaviours that 
seem not to violate other’s right are considered as fairly inferior. It verifies Roger’s views in Chapter 2.  
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As for J- Cheek, there is a vast diversity between two countries’ teachers. Chinese teachers treat it as 
the second serious behaviours for them to correct, whereas it seems no importance for the UK’s teachers. 
Perhaps this behaviour is rude and challenges their authority to a large extent for Chinese teachers. 
Compared with other countries, China emphasizes on the authority of old people and teachers more in 
the culture. Therefore, Chinese teachers may consider it very serious and they cannot bare it when this 
behaviour happens to them. It is possible that this is why most of Chinese teachers do not pay attention 
to the other rude behaviours such as B- an impolite behaviour among children. Perhaps this impolite 
and rude behaviour is also not permitted in the UK. However, the reflection of them may be less than 
Chinese teachers. It is the difference in the two countries’ culture. Furthermore, the other reason may 
be that cheek does not always happen in the UK’s primary schools.  

Table 3. The behaviours that are high priorities for teachers to correct 

Behaviors Numbers of choices 
China The UK 

A. Not being quiet when teacher is talking 52 32 
B. ‘Messing about’ with another pupil or pupils 12 20 
C. Arriving late to the lesson 0 0 
D. Not bringing equipment 0 0 
E. Calling out/ shouting across the room 45 8 
F. Not getting down to work when asked to do so 30 24 
G. Inappropriate/ offensive remarks 9 12 
H. Bullying 30 14 
I. Cheek 49 3 
J. Others 0 0 

2.4  Discipline Time 

Nearly seventy-five per cent of Chinese teachers (56 teachers)spend 1-5 minutes on discipline in one 
class. In contrast, about eighty-seven (39) per cent of the UK’s teachers spend 1- 5 minutes on discipline. 
Therefore, both Chinese and the UK’s teachers do not spend much time on discipline compared with 
other teaching activities. Perhaps the main purpose of the class is other teaching activities, discipline is 
used for creating a good learning atmosphere. Sixteen per cent teachers (12) do not cost any time in 
maintaining discipline in class, while there is not any of the UK’s teachers choosing this option. 
However, the accuracy of the phenomenon in Chinese questionnaire should be verified. There are 
approximately nine per cent of UK’s teachers (6) and Chinese teachers (7)spending 6-10 minutes on 
discipline.  

2.5  The Approaches that Teachers Presently Use or Are Familiar With 

As concerned to approaches of A- ignoring the problem, there are a very small number of Chinese 
teachers who presently use or are familiar with. However, no one in the UK chooses this option (see 
table 4). For responding to students’ disruptive behaviours, most of Chinese and the UK’s teachers both 
remind the students by B- eye contact (see table 4). Eye contact looks “warm” solution for students, 
because it is the communication between teacher and the student of misbehaviour. Meanwhile, it may 
not influence other pupils or the process of the class. According to calling names (C) and pointing out 
their behaviours (D), Chinese teachers prefer these two approaches while the UK’s teachers almost do 
not use them in class, which is a significant difference. In contrast, the UK’s teachers always change 
student’s seat (E) nearby them to solve the discipline problem. Although Chinese teachers also use this 
method, the UK’s teachers prefer it. Therefore it seems that Chinese teachers are used to solve discipline 
problems by direct warning such as name calling, pointing out the behaviours in class, while the UK’s 
teachers pay attention to students’ self-esteem.  

According to F- talking to the students after class, the UK’s teachers always use it, whereas Chinese 
teachers tend to solve the problems in class. It is possible that Chinese teachers want to give an example 
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in class to remind other pupils not to break the rules again. However, the UK’s teachers solve the 
problem by knowing more about children’s behaviours in class such as the reason, the real situation. 
Because sometimes, what the teachers looked is not the actual incident that happed. Therefore, teachers 
should judge children’s behaviours and evaluate it whether they need to point out in class right now.  

Another result is that no Chinese teachers presently use punishing in any form to maintain discipline, 
although punishing was popular in Chinese education in the last decades. It seems unbelievable and 
should be verified in the observation. Teachers in the UK may punish children when they disturb the 
discipline (see table 4).  

Table 4. The approaches that teachers presently use or are familiar with 

Behaviors Numbers of choices 
China The UK 

A. Nothing, ignoring the problem 10 0 
B. Reminding the students by eye contact 65 40 
C. Reminding the students by calling his or her names in class 40 10 
D. Reminding the student by pointing out their misbehaviors 60 5 
E. Asking the students to sit near the teacher 30 34 
F. Talking to the students after class 18 27 
G. Punishing the students to write down the rules 0 5 
H. Punishing the students not to play at the time of playing 0 4 
I. Calling the student’s parents 10 0 
J. Others 0 5 

2.6  The Most Effective and Ineffective Approaches on Discipline 

Table 5. The most effective and ineffective approaches on discipline 

 
Approaches 

Numbers of choices 
Most effective Most ineffective 

China The UK China The UK 
A. Nothing, ignoring the problem 0 0 75 (100%) 45(100%) 
B. Reminding the students by eye contact 30 (40%) 23 (51%) 12 (16%) 3 (7%) 
C. Reminding the students by calling his or her names in class 40 (57%) 2 (4%) 10 (13%) 13 (29%) 
D. Reminding the student by pointing out their misbehaviors 22 (29%) 1 (2%) 3 (4%) 17(38%) 
E. Asking the students to sit near the teacher 18 (24%) 19 (42%) 5 (7%) 1 (2%) 
F. Talking to the students after class 2 (3%) 14(31%) 0 0 
G. Punishing the students to write down the rules 0 0 24 (32%) 6 (13%) 
H. Punishing the students not to play at the time of playing 0 2(4%) 27 (36%) 3 (7%) 
I. Calling the student’s parents 2 (3%) 0 0 0 
J. Others 0 5 (11%) 0 0 

 
According to the most effective approaches to discipline, there are no Chinese or the UK’s teachers 
choosing A- ignoring the problem (see table 5). Accordingly, all of the teachers treat it as the most 
ineffective approach to discipline. As for B- eye contact, it is effective for Chinese and the UK’s teachers, 
even receive the most votes in the UK’s questionnaires. For name calling and pointing the behaviours in 
class, they are two kinds of most effective approaches for Chinese teachers. Among them, calling 
students names is the most effective approaches. However, these two effective approaches change to the 
most ineffective approaches for the UK’s teachers. Referring to the question of teachers’ common 
approaches to discipline, these two approaches are mostly used by Chinese teachers and hardly chosen 
by the UK’s teachers. Therefore, this finding can be related to that one.  

Changing student’s seat to near the teacher seems effective for both countries’ teachers, although it is 
more effective for the UK’s teachers (see table 5). Talking to students after class is also one of the most 
effective approaches for the UK’s teachers, while it is less effective for Chinese teachers. No one of 
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Chinese teachers choose punishment such as G and H as the most effective approaches while they 
consider punishment as the most ineffective approaches. In contrast, there are the UK’s teachers who 
believe the effect of punishment, even though the number is limited. However, there are a small number 
of the UK’s teachers who treat punishment as the most effective approaches, compared with Chinese 
teachers. Punishment becomes a special choice for Chinese teachers.  

According to the UK’s teachers, a small group of them give the other effective approaches. They can 
be summarized as praising others nearby for good behaviours. In other words, they pay attention to the 
role of good examples. They hope peers can influence each other on discipline.  

2.7  Discipline Plan and Chinese Teachers’ Feeling of Their Approaches to Discipline 

As to the discipline plan, there are no Chinese teachers making it. So all of the respondents answer 
question 12, which refers to the feeling of their approaches to discipline in pupil’s learning. The 
answerers can be summarized to five types.  

The first one is drawing lesson from failure. Some teachers ignored children’s discipline problems at 
beginning. At last, they found that the problems became more serious. This is because more and more 
young persons join the “activities” of disturbance. Under the circumstance, these teachers change their 
attitudes from ignoring to attention to it.  

The second one focuses on the relation between interesting teaching material and discipline. The 
group of teachers wants to attract children by keeping the interest of the class from the first minutes to 
the last, however, it seems difficult.  

Thirdly, teachers consider that they are patient to children for their misbehaviours that break 
discipline. The concrete solutions that the teachers apply are considering children’s feeling. For example, 
do not call children’s names and point out their misbehaviours in class, do not punish them miss the 
chance of playing after class. However, calling names and pointing out children’s misbehaviours are the 
two most effective approaches for many teachers in the previous question.  

Fourth, teachers reinforce the affect of good examples to train self-discipline. Teachers can give them 
more praise and positive guidance. In this way, children feel that they turn to be the good example for 
other pupils or they are the good guys in teachers’ opinion. So they will reinforce the ability of self-
discipline.  

Fifth, a group of Chinese teachers have their own requirements at the beginning of every class. In 
their practice, it can reduce the discipline problems to some extent.  

The last one refers to discipline plan. Although there is no Chinese teachers have discipline plan, yet a 
part of them consider that it is necessary for them to making discipline plan. They have their own 
strategies on approach to discipline.  

2.8  Discipline Plan of the UK’s Teachers and Their Feeling about Approach to Discipline 

For the UK’s teachers of having the discipline plan, their practice can be described as follows. 
1. Children make their own rules. For example, they make a contract for behaviour. Specifically, 

teachers ask children list some important points that they consider as important. Children should 
obey them, as they are their own rules. Young people also sign their names and this copy of rules 
means taking effect.  

2. Warning system. This system is divided into three aspects. 1st: warning initially on board; 2nd: yellow 
warning- moved away from class/group; 3rd:red warning- miss playing- all or some.  

3. Following school behaviour policy. In this context, the whole school have a behaviour policy which is 
followed by all adults in the responders’ representation. 

4. The discipline is based on a positive approach with rewards and sanctions.  
For the UK’s teachers who do not have a discipline plan, the feeling of their approaches on discipline 

can be summarized as follows: 
1. Teachers vary strategies should consider the class of themselves and children’s age and individual 

children’s needs.  
2. Teachers try to be positive whenever they can. 
3. “Praise” stickers work well with children as it is an immediate reward and others (children and adults) 

can see it. Therefore, many teachers introduce their reward system. One type of it calls “table point” 
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which can be gained or lost. Teachers give “table point” to children, with their own good behaviours 
on it. When they do not keep this good behaviour, they will lose it. Therefore, this reward system is 
linked to punish system.  

3   Conclusion 

To conclude, the biggest difference about discipline plan is that no Chinese teachers having it while 
most of the UK’s teachers making it. Perhaps this is because in Chinese primary schools, teachers do 
not have this tradition. It is the difference of schools in two countries. Although some of Chinese 
primary school teachers have already known about the importance of discipline plan, they do not change 
it. The purpose of a classroom discipline plan is to avoid the need for teachers to make hasty, ill-
considered or emotionally charged responses to students’ disruptions, resulting in inconsistent or 
arbitrary reactions (Canter, 2001). A plan also enables teachers to secure support from parents and 
school administrators. It will consist of the three elements of rules, supportive feedback and corrective 
actions for noncompliance (Canter, 2001). The UK’s teachers have some good examples for Chinese 
teachers. So Chinese primary schools need to learn to make discipline plans, especially the new teachers. 
On this aspect, the UK’s situation is better than China, as most of the teachers make discipline plan.  

The second difference is that the UK’s teachers consider some important factors such as children’s age, 
the situation of their classroom and the individual’ needs when they approach to discipline problems. In 
contrast, the Chinese teachers do not pay attention to it. However, it is important for teachers because 
it can help teachers solve the problems easily and successfully. Under different circumstance, teachers 
need the most suitable strategies.  

Another difference is that Chinese teachers want to solve the discipline problems by changing 
children’s attention, while the UK’s teachers do not refer to it. However, in fact, this strategy is not 
successful in those teachers’ experience. This finding is consistent with Yu’s description in 2003. He 
suggests teachers should not only focus on the interest of class, they also need to combine the teaching 
activities to the behaviour management.  

For Chinese teachers, it is possible that they are used to require children to obey rules. Compared 
with it, teachers in the UK internalize requirements into children’s own business. For example, they let 
children making their own rules. Furthermore, the UK’s teachers have more flexible strategies on 
discipline. Different systems such as reward system and warning system are examples. Generally 
speaking, the strategies such as “table point” account for teachers’ intelligence. They integrate a big 
system, and under this system, different branches on the basis of the practice are born. 

On the other hand, there are some similarities between the two countries on their practice or feelings 
on discipline. First of all, some strategies and ideas on solving discipline problems are similar. For 
example, both Chinese and the UK’s primary school teachers care about children’s self-esteem. Facing 
children’s problems, they do not treat it as a terrible issue, nevertheless, as a common phenomenon. 
Secondly, self-discipline is used universally in teachers’ approaches. The most significant evidence is 
setting up the role of example. They encourage children to restrain their own behaviours. Teachers pay 
attention to children’s changing in different period, not the comparison among children. It may explain 
that teachers become more positive when they face the problems. 

Overall, there are both similarities and differences between the two countries. First of all, most of 
teachers maintain discipline for the purpose of helping students establish self- discipline, which is related 
to the cognitive discipline theory. Secondly, the behaviours that may influence other pupils or the whole 
class are high priorities for teachers to correct. For example, students cannot keep quiet when teacher is 
talking. Thirdly, a large number of teachers prefer eye contact when they discovery the misbehaviours of 
children, meanwhile, they consider this approach is very effective for them. Another effective approach 
for them is changing student’s seat nearby them. They do not ignore the problems when they attention 
the discipline problems because they treat it as the most ineffective solution. Fourth, all of them have 
the strategies when they approach discipline problem. Fifth, they pay attention to children’s self-esteem 
and prefer the role of good examples. For instance, they praise others who have a good behaviour in 
class.  

On the other hand, the differences also exist. Firstly, Chinese teachers maintain discipline for four 
different goals while the UK’s teachers only for two goals. Furthermore, order and self-discipline is 
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distributed nearly equal in China while nearly all the teachers prefer self-discipline in the UK. Secondly, 
compared with the UK’s teachers, teachers’ authority is more important for Chinese teachers. Thirdly, 
the UK’s teachers do better on discipline plan and considering the factors on individual’s characteristics 
and the practice circumstance when they need to approach discipline problems.  

However, the similarities are more than the differences between the two countries. The reasons for the 
similarities and differences may be concluded as follows: 

Firstly, the different beliefs of children’s behaviours influence teachers’ definitions about children’s 
misbehaviours. If the teachers in two countries have the same beliefs, they may have the consistent 
attitudes when they solve the discipline problems.  

Secondly, globalization may bring about the communication of two countries. Global education is one 
part of globalization. China and the UK can communicate their education ideas, practice and experience 
through different methods such as exchange students. Therefore, the good experience and strategies can 
be shared in the two countries.  

Thirdly, cultural differences may cause the differences. In China, the culture prefers compliance or 
obedience, especially in the relation between elder and younger or leader and staff or teachers and 
students. Therefore, teachers care more about their authority in China, where compared with the UK.  

Fourth, the different practice situation may lead to the differences. In the schools or classes in two 
countries, children’s characteristics, class size, children’s behaviours and other factors may be different, 
so teachers’ attitude, approaches or strategies are different.  

Lastly, the education system may be related to the differences between the two countries. There are 
different subjects in Chinese primary schools and this factor influences teachers’ goal on maintaining 
discipline and their approaches.  

Therefore, many factors may influence teachers’ attitude, approaches and idea on maintaining 
discipline. China and the UK have both similarities and differences on teachers’ approaches to discipline 
and there are different factors causing them.  

To conclude, this study has mostly solved the research questions many aspects, but not all the aspects. 
There are some limitations in methodology and findings, which will be improved in further research.  
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